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Abstract
There is widespread interest in employing designers who focus on learning, perfor-
mance and education technology in many industries at a global level. In Australia, 
learning designers are in demand in Education, Corporate Training, Finance, Char-
ity, Non-Government Sectors, and also in Start-Ups and Entrepreneurial arenas. 
This demand is despite the fact that the role of the Learning Designer is incred-
ibly varied, contextually-based, and also unclear to many employers – and stu-
dents! This suggests that there is currently an opportunity for learning designers 
and academics who deliver learning design content to define what it means to be a 
learning designer. This paper presents an Australian case study which uses design-
based research methods in a pre-production mode to identify the key principles 
that informed the development of a course of study (what others may refer to as a 
program). How those principles were operationalised within the course design and 
more are discussed in an effort to reposition understandings of knowledge, skills and 
abilities for this field.

Keywords Course design · Learning design · Higher education · Instructional 
design · Curriculum

Introduction

COVID19 has presented workforces across the world with many challenges. In Aus-
tralia, the effects of the pandemic have been felt especially in the higher education 
sector, where many universities have announced the need to cut significant numbers 
from their workforces (Zhou, 2020). This is expected to fall on both academic and 
professional staff, and has been prompted, at least in part, by the decreasing numbers 
of international students enrolling in Australian universities due to travel restric-
tions. China is the largest contributor of international students to Australia’s higher 
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education sector (Deloitte Access Economics, 2015) and thus a huge asset to the 
educational economy in Australia. During this time, it might seem strange to suggest 
that there are opportunities for learning designers in this space, but that certainly 
appears to be the case. While we are not entirely certain that a learning designer is 
‘the hottest job in higher education’, (Decherney & Levander, 2020), the pandemic 
has meant that universities are increasingly interested in online-only or high-end 
blended (Laurillard, 2013) models of learning. Nor are universities the only ones 
interested as primary and secondary schools have embraced (or been forced to 
embrace) the use of the online space for learning, and so too have organisations with 
training arms and separately training organisations within corporate sectors. In the 
space of half a year, it seems that everybody is now a user of digital technologies 
like Zoom and learning management systems but navigating this new space is not 
easy, especially if one has limited or no experience of using these environments. 
This means that there are opportunities for those in the learning design field espe-
cially those with expertise in the digital technologies and online spaces to work with 
subject matter experts and other professionals (including educators and trainers) in 
order to provide students with the best possible experience in these times—and in 
the future, too.

Even before the arrival of COVID19, there was a growing interest in the role of 
the learning designer (Slade, 2018). The term learning designer is used here synony-
mously with a range of different roles all of which combine and permutate descrip-
tors to create a position title or define a role. Some descriptors used in this field 
include instructional, academic, developer, learning, engineer, educational, designer, 
technology and specialist. While there is acknowledgement that there may be per-
ceived differences in these roles, the differences are often elided, or ignored com-
pletely in terms of practice. As such, the term “learning designer” and “instructional 
designer” will be used interchangeably to refer to all those whose main purpose is to 
design experiences where learning or performance is the primary outcome.

According to Seek.com (one of Australia’s largest job search sites), jobs in the 
learning design field are expected to grow rapidly. It is estimated that in the next five 
years global opportunities in the learning design field will be up by 28.6% whereas 
in Australia the increase is still significant with 13.6% (Seek.com, 2020). This is 
certainly evidenced by demands for learning designers in similar job websites. 
Another interesting point is that these demands are coming from a wide range of 
sectors. While tertiary education is a significant contributor, there are calls for learn-
ing designers in many other sectors, including but not limited to professional bodies 
(for example, the Royal Australian College of Surgeons), sporting groups (Austral-
ian Football League), government agencies (New South Wales Health, Transport 
for New South Wales), restaurants (Guzman Y Gomez) and many others, including 
banks, charities, and pre-tertiary schools.

This interest has raised older questions about the field of learning design. It is 
well-known that defining what a learning designer does is a challenge (Rieber, 
2018a, 2018b; Wagner, 2011). There is confusion about the differences between 
the role of learning designers and teachers, but also with many of the other design 
professions, especially graphic and multimedia designs. This is nowhere bet-
ter illustrated than in the Australian and New Zealand Standard Classification of 
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Occupations (2019), which has no profession listed for learning designer; the closest 
is perhaps graphic and web designer (although there is a very brief note about a spe-
cialisation of instructional designer).

Questions about the role of learning designers and specifically what they actu-
ally should do naturally lead into discussions about how best they should be trained. 
These questions are not entirely unfamiliar or uninvestigated as both Rowland 
(1992) and Tripp (1994) have discussed how instructional designers should learn 
in  situ. They surmise that learning should occur via a range of approaches which 
include some form of studio/practice-based activities as opposed to more traditional, 
classroom-based approaches. These discussions have gained new currency as well 
as urgency in the present climate, as they are partnered with a growing realisation 
that the need for these skills are not matched with the training of them. Having more 
learning designers locally available to fill the gap means that there should be access 
to formal tertiary-level education in learning design offered at Australian universi-
ties. In review of the curriculum landscape the current approach by institutions thus 
far is to offer short or one-off subjects (i.e., units of instruction) in the basic courses 
(Australian Institute of Training & Development, 2021) that are specific to the use 
of online technologies in the learning spaces (University of Sydney, 2021), but there 
are, until now, no Australian university courses (what others may refer to as pro-
grams) that explicitly address learning design as a field. This means that Australian 
universities are poorly prepared to meet the growing demands for learning design-
ers that is predicted (Seek.com, 2020), and this realisation was the starting point 
for the development of the University of Technolgy’s Graduate Certificate in Learn-
ing Design (GCLD). Thus investigating What should learning designers learn? as 
a research and design problem can close this gap with further elaborations on ques-
tions that additionally ask the hows, whens and who. And with this acknowledge-
ment these additional questions are intimated through the following narratives.

Reviewing the current state of learning design instruction

Gray et al (2015) provide a useful overview of the different approaches towards 
thinking about the work of learning designers and how that has influenced the 
development of approaches to instruction for learning designers. They begin by 
stating that, with a few exceptions, such as Smith and Boling (2009), there has 
been little attention paid to the work done by learning designers in the field and 
that has led to a requisite lack of theorising about the best ways of training and 
developing learning designers. However, they note that this has begun to change, 
and this focus on the work of learning designers has challenged the primacy of 
the model-first approach to learning design. Studies like Wedman and Tessmer’s 
(1993) show that many expert learning designers do not strictly adhere to any 
one particular model. Instead, design models are often a starting point for some, 
(e.g.,mostly novices), but they [the models] are adapted and omitted where appro-
priate. This finding is supported by Silber’s (2007) research, which suggested that 
learning designers engage in iterative problem solving at every stage of the design 
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process. Gray et al., (2015, p. 27) attribute this to the growth of constructivism 
within design approaches. They write, ‘In other words, instructional design-
ers should make decisions based on the constraints in their particular settings’ 
instead of relying on the rigid application of a model. Indeed, as Jonassen (2008) 
points out, strict adherence to one process often leads to unsuitable outcomes as 
most learning problems are truly ill-structured.

With a focus explicitly on improving instructional design education, York and 
Ertmer (2016) examined the practice of expert instructional designers. Leaving 
aside arguments about what constitutes expertise in this paper (Ertmer et  al., 
2008; Rowland, 1992; Visscher-Voerman, 1999), York and Ertmer (2016) iden-
tified a consensus on 61 different design principles employed by instructional 
designers. Of the 61 design principles, 32 could be placed within the ADDIE 
framework, and covered areas like knowing your students and target audience, 
considering the best use of technology and conducting a pilot if possible. How-
ever, the remaining 29 principles covered a range of areas that are often called 
‘soft skills’, including communication, dealing with clients, and project manage-
ment. These soft skills are often prominent in expectations employers have for 
learning and instructional designers as Kang and Ritzhaupt (2015) identified, but 
can be overlooked in training programs for the same. York and Ertmer (2016, 
p. 187)conclude by arguing that ‘because design is a problem-solving process, 
novices should understand what practicing instructional designers do and what 
principles they work from, rather than just memorizing steps in a model’.

York and Ertmer (2016) suggest a number of ways this might influence the 
field of instructional design. In order to move beyond the model and to cover the 
full range of principles as described above, learning design students could engage 
in either case based learning scenarios (Ertmer & Russell, 1995; Ertmer et  al., 
2013) or real world problem solving (Hartt & Rossett, 2000). Lowell and Moore 
(2020) extend this idea by suggesting that learning design instruction should take 
place in authentic settings. Such an approach means that novice designers are 
‘steeped in the messiness of real-world problems that they must muck through 
and negotiate with fellow designers’ (Brill, 2016, p. 683). This can be done by:

(1) Modifying the design process in the lesson to make it more authentic, such that 
students would receive additional feedback at earlier stages, which is reflective 
of what they would receive in the real-world

(2) The inclusion of a client as a role-player; and
(3) Increasing student support through scaffolding their design and learning process 

during a real-life project. (Lowell &Moore, 2020), p. 588)

Another approach is that students could be taught to make use of these skills 
explicitly, especially in the nature of dealing with ill-structured problems (Jonas-
sen, 2008) as it relates not only to the field but to society at large (Reeves & Lin, 
2020). This can be done in conjunction with authentic learning by providing var-
ying contexts for learning designs (de Alvarez & Dickson-Deane, 2018; Dickson-
Deane, 2020; Romero-Hall et al., 2020), or even as part of systemic peer review 
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(Brill, 2016). Brill refers to the need to develop adaptive decision making (Klein, 
2011). Adaptive decision makers are capable of taking in and analysing relevant 
data, and then quickly iterate solutions by testing, refining and delivering deci-
sions in practice. Such an approach might encourage what Yanchar and Gabbitas 
(2011) have described as cognitive flexibility, which they argue is an important 
skill in professional practice for the field. Other researchers, such as Cross (2011) 
have suggested that instructional design education should co-opt other design 
practices, such as studio learning.

The field of instructional design education is one that is rapidly changing; with 
that in mind, the decision to develop a new graduate certificate is a bold one which 
presents significant challenges to many course development teams—who themselves 
practice within the field. In addition to changing ideas about what and how learning 
designers work in practice, there is also the rapidly changing world of work within 
and without Australia, and also the challenges posed by the significant contraction 
of the Australian international student market and its attendant effects on employ-
ment within universities (Hare, 2021). These challenges also provide opportunities, 
and the GCLD was and is intending to capitalise on the sudden increase in techno-
logical, and especially blended and online, forms of learning.

Methodology for GCLD course design

It was important to ensure that this course was designed so that graduates were well 
positioned to enter the market. This has been a criticism of other, related courses, in 
that they are far too focused on theoretical considerations, which means that gradu-
ates are not well suited to begin work immediately as learning designers. To ensure 
that the course design was strategically informed, a design-based research method 
was used to theorise, gather, analyse, design and test with stakeholders iteratively 
(Barab & Squire, 2004). The strategic influences originated from the federal and 
institutional levels as well as from socio-economic needs. Each of these three cat-
egories of stakeholders (society, government and institution) were used in tandem 
with general research methods of course offerings to deliberately guide the justifica-
tions for the course design, thus shaping a course that is responsive in its design.

Factors contributing to course design

The Australian Qualifications Framework (AQF) differentiates the levels of Aus-
tralian qualifications, including vocational and technical training, all the way up to 
doctoral qualifications (Australian Government Department of Education, Skills and 
Employment, 2013). The AQF is a data point that courses must justify as a foun-
dational need and can be used with the socio-economic need for the course. Here 
at each step, there is an increasing expectation that students should engage with an 
increased volume of learning and theoretical considerations that relate to current 
and emerging research. The socio-economic need is expressed through the practical 
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considerations as being examined thoroughly elsewhere (Darby & Lang, 2019), 
where there is very little homogeneity amongst students entering tertiary institu-
tions. Students today are an increasingly diverse group; while there are still signifi-
cant numbers of school leavers, there are also people coming to tertiary study after a 
period of work, changing careers or child-rearing. In addition, those who are study-
ing are increasingly time-poor; many have at least one job (and sometimes two or 
even three), in addition to caring responsibilities for children or elderly parents. This 
means that there is increased pressure on universities to provide flexible options for 
students—all coming at a time when universities are increasingly feeling budgetary 
constraints themselves (Hare, 2021).

Another factor that influenced the course design was the feedback that was 
received from industry partners. As stated earlier, there is an increase in the num-
bers of industries who are now advertising for learning designers. The skills and 
knowledge exhibited in these ads were already examined so that those industries 
expecting learning designers (or similarly-titled roles) were accommodated in 
their expectations of that which was notable more for the diversity of expectations 
than the similarity. To further develop this idea, 15 interviews with industry per-
sonnel were conducted to better inform the development of the course. The inter-
views focused on the role of education and training within the particular organi-
sation, and the role that learning designers were expected to play in that field. The 
industries involved included: military, healthcare, education, pharmaceuticals, 
finance and others. In this way, the research methods here acknowledged Sugar 
et al (2012), who examined the expectations that employers had of novice instruc-
tional designers (and identified the expectancy gap between the employers and 
the training programs).

Finally,12 interviews were undertaken with educators and learning design-
ers, working in a range of fields. This included learning designers and technology 
specialists within higher education, at a number of different institutions, and also 
learning designers and educators working within primary and secondary school sys-
tems. These interviews asked general questions about an individual’s understanding 
of the knowledge, skills and abilities of the profession (Eraut, 1994, 2004; Watkins 
& Marsick, 1992) and through these interviews, the interviewees helped map out 
the opportunity space and identify both the constraints and the principles that were 
wanted as a foreground in the design of the graduate certificate. The analysis of 
these interviews formulated key design principles for the GCLD and in turn, became 
the ‘in-practice’ guidelines for the course. The guidelines yielded considerations to 
specific content which included flexible course-design, research informed content 
and practice-based experiences with key insights to building core business skills 
(Brill, 2016; Gray et al., 2015; Jonassen, 2008; Klein, 2011; Luckin et al., 2013; Sil-
ber, 2007; Wedman & Tessmer, 1993; Yanchar & Gabbitas, 2011; York & Ertmer, 
2016). More broadly speaking, these ideas also needed to fit within UTS’s approach 
to teaching and learning, and its organisational values and priorities (University of 
Technology Sydney, 2013) which outlines a practice-oriented learning approach. In 
many ways, the development of the graduate certificate became a learning design 
challenge to solve in itself. The key principles are discussed below, and also how 
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they developed into ‘in-practice’ applications of those principles. These principles 
are presented below (Fig. 1).

Key principles

Multiple entry and exit points

The first principle that became immediately apparent, through discussion with 
the various stakeholders, was the multiplicity of roles in which learning design-
ers required to demonstrate competence (Jonassen, 2008; Klein, 2011). Our initial 
scoping of the field had identified the vast disparity in different learning design and 
learning design adjacent roles. Some positions called for a detailed knowledge of 
specific programming or web design skills, while others focused much more on the 
development of online applications and learning products. There were some com-
monalities, too, especially in the need to work collaboratively with subject matter 
experts and other team members.

What this meant as course designers was the requirement to ensure that any 
course that was designed, and the subjects that made up that course, had multiple 
entry and exit points. By this, it is recognised that students enrolled in the subjects 
and the course would have different expectations and requirements for the course; 
that is, they would be seeking different content knowledge and skill development. 
Some students would require a solid theoretical foundation in learning theories and 
instructional technologies; others might require more focused tuition around the 
development and application of design-based skills and technologies. Others might 
be seeking to upskill in a particular area—for example, learning analytics. And then 
again, some students might require all of these.

Fig. 1  Key Principles in the development of the graduate certificate in learning design 



288 K. Heggart, C. Dickson-Deane 

1 3

Flexibility in delivery and progression

Another aspect, closely related to the preceding one, was the need for the course to 
be flexible in terms of delivery and progression (Wedman & Tessmer, 1993; Yanchar 
& Gabbitas, 2011). While the principle of ‘multiple entry and exit points’ was more 
focused on the course as a whole, and the content within, this principle was more 
granular in that it related to the learning activities and assessment tasks within each 
subject in the course. This was based on the recognition that the students enrolled 
in this course would likely have a number of competing life commitments, (e.g., 
work and caring responsibilities). While this is true of many courses, and perhaps 
especially post graduate certificates, the fact that this course was being developed 
in an entirely new setting, and that it was also a course about learning design, meant 
that ensuring that flexibility was an option throughout the course as well as within 
the subjects. A number of models were consulted for this, including Beatty’s (2019) 
HyFlex model, which has gained significant popularity during COVID-19. The 
impact of the pandemic also meant that significant flexibility was required, although 
the constraints of moving to an online-only environment also provided significant 
affordances and considerations it needed to be aligned with the strategic objectives.

Close to practice but research informed

From the first course design conversations, something that all of the design team 
wanted to balance was the need for the course as a whole, and the individual sub-
jects within it, to be both close to practice and also research informed (Gray et al., 
2015; Silber, 2007; York & Ertmer, 2016). This also developed through conversa-
tions, especially with currently practicing learning designers who were quick to 
point out that often, the practical and technical skills required of learning design-
ers were ignored in favour of developing their knowledge about theory. Alterna-
tively, academics and researchers within the field of learning design (and adjacent 
fields) identified that practical and technical skills needed to be well supported by an 
understanding of research, rather than simply existing in isolation, like a vocational 
qualification.

This point is supported by the Australian Qualifications Framework (AQF) for 
postgraduate certificates, which states that there is a requirement for students to 
engage with current and emerging theories related to the field of practice (Australian 
Government Department of Education, Skills and Employment, 2013). This support 
of the AQF is also echoed in UTS’s (2013) teaching and learning strategy, which 
states,

At UTS, we prepare students to work long-term in a dynamic and changing 
professional environment. Students gain exposure to professional practice 
throughout their degree through experiences such as: internships and practi-
cums.

Therefore, rather than privileging one over the other, one of the design principles 
that informed the development of the GCLD was the need for the course to be both 
close to practice and research informed.
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Prioritised communication and collaboration skills

Through our analysis of job descriptions calling for learning designers and similar 
positions, a number of common requirements were identified in these roles (York & 
Ertmer, 2016). While the most popular was an expectation that the applicant would 
have some level of expertise and experience in designing and developing training 
and educational programs, the second most common requirement was for high level 
communication and collaboration skills. This aspect is easy to overlook in favour of 
the ‘tech’ side of things, but to do so would ignore the very important role played 
by communication in learning design work. Learning designers are often required 
to work with subject matter experts, especially in the corporate or higher education 
sectors, and therefore they need to be able to collaborate and communicate effec-
tively in order to develop and maintain a productive relationship. In addition, it is 
becoming more common for learning designers to work in teams, alongside other 
kinds of designers, researchers and professional staff. Again, working within this 
team requires a level of communication and collaboration that is not immediately 
obvious. While it might be easy to assume that postgraduate students already had 
these skills, they needed to be explicitly included (i.e., taught) in the GCLD. There-
fore, the course in question needed to provide opportunities, not just for students to 
develop, enhance and/or practice these skills, but also to be assessed on how effec-
tive they were at deploying them.

Experience over expertise

The final, but perhaps most important design principle, was the need for adapt-
ability—to be mindful of the rapidly changing face of technology, and especially 
societal use and needs of [educational] technologies (Brill, 2016; Wedman & Tess-
mer, 1993). A number of the participants in the interviews noted how they had been 
forced—or decided to—change tools like their Learning Management Systems 
(LMSs), either out of a desire to make use of the opportunities provided by a new 
product, or because legacy systems were no longer supported or feasible in the cur-
rent environment. Broader social changes, such as the move towards mobile tech-
nology, meant that older platforms often looked ‘clunky’ in comparison to newer, 
mobile-first applications, and also that students were increasingly expecting to be 
able to access course materials via smartphones and tablets, rather than personal 
computers. This is even more the case when considering the array of software a 
learning designer uses in their lifetime of practice. When comparing experienced 
designers to those new to the profession the ecosystem of tools used can differ from 
an individual perspective as well as in comparison to tools presumed to be used in 
the profession (Luckin et al., 2013).

With that in mind, a focus on teaching students more about the kinds of tools 
that were available, and how they might be used, rather than focusing on any one 
particular tool to the exclusion of all the others was important. While it might have 
been tempting to focus on a specific LMS such as Canvas, or a specific suite of 
tools like Adobe’s Creative Cloud, the reality is that not all of the students, when 
they had graduated, would be working in contexts where they had access to those 
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particular tools. Therefore, there was a design decision to develop transferable skills 
by focussing on experiences with many different kinds of tools, rather than develop-
ing expertise in any one tool (Wakefield et al., 2012).

In practice

These design principles were developed into specific features within the GCLD. The 
connection between the different points is documented in Fig. 2.

Multiple entry and exit points: microcredentials

In order to meet the design principle requiring multiple entry and exit points, the 
decision was made to reduce the size of the subjects (what some in other contexts 
would refer to as courses) within the graduate certificate, by offering more of them, 

Fig. 2  Design principles in the graduate certificate in learning design 

Fig. 3  Subjects included within the UTS Graduate Certificate in Learning Design (GCLD) 
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and making all of them available as microcredentials. Normally, subjects at UTS are 
6 credit points, which equates to 150 h of study. However, within the GCLD, each 
subject is worth 3 credit points, and equates to between 60 and 75 h of learning. This 
volume of learning includes any work on assessment tasks, reading and also face to 
face teaching (when that takes place), but there is no minimum mandated for this. 
The final subjects are described below (Fig. 3).

Flexibility: new course profile including case studies and expressions sessions

The requirement for flexibility meant that a different approach to learning than was 
traditional at UTS was needed. This was hastened by the COVID-19 pandemic, but 
the basics were in place before the pandemic occurred. In short, students were able 
to select the nature and level of their participation in the subject. The overall course 
included the following learning components where each subject include components 
as needed:

• Online material that could be consumed in an asynchronous manner;
•  Active discussion boards and case studies applying key concepts;
•  Short explainer videos identifying key concepts;
•  Weekly live sessions (which were recorded and could be viewed later);
•  Interviews and associated activities with practitioners;
•  ‘Expression sessions’—interactive workshops showcasing particular techniques 

or tools.

The expression sessions were a smaller version of the studio based learning advo-
cated for by Cross (2011) and Smith and Boling (2009). With this course design, 
students could choose which of these sessions they attended and when and how they 
completed them.

Experience over expertise: in conversation with LD

A particular focus, as discussed above, was the need to ensure that students devel-
oped a breadth of skills, rather than expertise in any one particular method or tool. In 
order to communicate this to students, practicing learning designers were presented 
as knowledge points within all subjects in the course. They were interviewed, and 
these interviews became part of the course material: ‘In conversation with a learn-
ing designer’. In these conversations, learning designers were asked to reflect upon 
the way they kept up to date with their profession, and the tools and approaches that 
they were currently using, no longer used, and might use in the future. By adopting 
this model, we were seeking to put into practice a connection between the learning 
of learning design and the practice of learning design—but allowing students to see 
exactly what and how learning designers worked today with projections to their own 
future practice (Rowland, 1992).
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Collaboration and communication skills: reflective portfolio

In order to meet the need for learning designers to develop collaboration and com-
munication skills, the students would contribute to the development of a reflective 
portfolio throughout the course as a learning outcome which could then be presented 
to potential employers. As such, each subject in the course had two assessment 
tasks: the first being the development of a learning design object or material, and the 
second being a reflection, discussion or commentary about the design choices that 
they made in creating the object or material. Both of these tasks were added to the 
student’s portfolio as a showcase of skills in the profession, and a reflective-practice 
narrative which explained their design-decisions. This was an effort to develop the 
‘soft skills’ (Kang & Ritzhaupt, 2015) that are often overlooked in learning design 
instruction as well as a response to any potential questions from employers as to the 
employability of a graduant (Artess et al., 2017).

Close to practice but research informed→ Work integrated learning

In order to meet the principle of being close to practice, an internship-like subject 
into the graduate certificate was implemented. This took place in the subject titled 
Work: Learning Design Project. Unlike all the other subjects in the course, this sub-
ject needed to be completed last, as it was intended to serve as a capstone for the 
work that students had previously undertaken. In this subject, students either worked 
within the learning design teams at UTS, or within a similar setting in their own pro-
fessional context, as learning designers. This was so that they would have the chance 
to apply their knowledge and skills in an authentic setting; that is, it was meant to 
serve as the bridge between learning about being a learning designer and a learning 
designer in practice (Muldoon, 2009; Rowland, 1992; Tripp, 1994; Wakefield et al., 
2012).

Building community

In addition to the five design principles identified above, the design team added a 
sixth: building community. This was required for two reasons. Firstly, there was 
a conscious decision to want students to feel that they were joining a profession, 
rather than just finishing a degree or a qualification (Fortney & Yamagata-Lynch, 
2013; Muljana et al., 2020; North, 2018). Here, building off of Wenger’s Commu-
nity of Practice (1998) through a community of practitioners where there exist vary-
ing levels of expertise across industries, there is the ability to grow the knowledge 
sets leveraging participation levels and interests (Lave & Wenger, 1990). Based on 
the move to microcredentials and changing the order in which students could com-
plete the course meant that students would not complete the course in a uniform 
way. Therefore, in order to engender a sense of community, an optional social media 
group was established where students were invited to join at the beginning of their 
learning journey. This group existed outside the university ecosystem—on a well-
known professional social media and networking site. It was used as a way to create 
a home for alumni but most importantly for students to be permanent members of 
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the profession where informal mentoring can take place between those in the field, 
current students and graduates.

Conclusion and implications for the learning designer—the teacher, 
designer and student

Developing this course was a challenging process for the design team involved. The 
designers were required to work both as teaching and research faculty members and 
also as learning designers in order to develop a course that best meets the needs of 
those going into the profession. The needs assessment required the team to prepare 
students to enter the profession, well-positioned to apply their skills and knowledge 
in a range of different sectors and industries. By using this course design case study 
as a problem, the entire endeavour framed how learning design instruction may be 
operationalised within the Australian higher education context. The result identified 
key design principles (i.e., multiple entry and exit points, flexibility in course deliv-
ery, close to practice, prioritising communication and experience over expertise) to 
develop a comprehensive and detailed structure for how learning design instruction 
can be.

Understanding that this is built upon both the extant research from the other con-
texts, and the specific market and institutional requirements within Australia at the 
current time, the product is truly representative of the intersection of the era and the 
expressed intention discussed in many of the cited research. It is important to also 
note that there must be an acknowledgement to the terminology used and taxonomy 
of skills and abilities implied, as more terms, skills and abilities are drafted into the 
field. As the future of the profession is not clear, but as more elements are discovered 
most certainly positive, there is value in embracing known and potentially unknown 
factors that may have different meaning to and for a similarly designed course. The 
final point here is that there will be a need to ensure that the core principles of the 
field are used to adapt, grow [experiences] and engage others knowing that it must 
still be grounded in the research that informs this field of learning design.
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