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Foreword
This research report forms the backbone of the subsequent outputs of the “Design2Learn”-project, including the Training
of Trainers, the manual of practices of learning experience design, and the formation of a Pool of Trainers of learning
experience design.
The main aim of this report has been to look into the concept learning experience design (LXD), to understand where it is
coming from, how it is used in different fields of education, and how we can conceptualise it to make it easier to
understand and apply in these fields.
The report consists of three parts: First, some background about LXD, what it means and where this line of thinking
comes from, as well as our working definitions; Second, a review of LXD or similar approaches in the three sectors
European youth work, schools and universities, and museums and learning centres. This review has been conducted by
going through key strategy documents, reports of good practice, and other such texts that inform the three fields; Third, a
survey - conducted in May-July 2020 - and subsequent analysis of the responses given by 80 educators from these three
fields.

About the “Design2Learn”-project
The “Design2Learn”-project has run from September 2019 by the four partner organisations The Narvik War and Peace
Centre (Norway), Ha Moment (Portugal), Team Mais (Portugal), and Nexes (Spain).
The project targets youth workers, youth work trainers, educators, and has worked towards the primary objectives:
To develop intellectual outputs in the area of Learning Experience Design (LXD) that support the competence
development of youth workers and educators: Research, a Manual and a Trainers Pool.
To share good practices of innovative learning methods that are used in youth field and education.
To raise the competences of youth workers and educators on learning methodologies.
To strengthen the use of non-formal learning methodologies in education and youth field.
The project is co-funded by the Erasmus +: Youth in Action-programme, Key Action 2: Strategic Partnership in the field of
Education, Training and Youth, administered by Aktiv Ungdom, the Norwegian National Agency.
For more information about the project and its other outputs, visit the website www.design2learn.info

1.1 Introduction
Learning takes place in a variety of ways, both planned and unplanned. This research report focuses on planned learning,
as it takes place in non-formal education (NFE). The principles of NFE state that the whole approach to learning should be
learner centred (CoE, 2015). This implies that creating a learning experience in fields that utilise these approaches, must
be conducted as an interactive process with mechanisms of dialogue and feedback. What’s more, NFE is a field that
readily takes on and adapts methods and approaches from other fields, to adapt it to its own principles.

The background of this project - an Erasmus + Key Action 2 with the project title “Design2Learn” - stems from our, the
project group’s, hypothesis that learning experience design (LXD) is a useful and practical concept for educators of NFE.
This research report will, overall, look into the concept of LXD, its current application in various strands of education, and,
with an action-based approach, look to examine the utility of the concept LXD for educators of NFE in different fields.
The project group of “Design2Learn” created a working definition of learning experience design, to make sure we had a
common understanding of the concept. It is meant to serve as a practical reference for our decision-making processes in
the project, particularly related to research, tool creation, communication strategies, and the training of trainers.
We set three parameters for our working definition, namely that:
It is aligned with the theoretical background of the concept.
It is easily understood by our target groups.
It gathers consensus among our partners.

With the term ‘learning experience design’ being relatively new, we could not find a wide diversity of definitions to choose
from. The most direct reference would be the one used by Niels Floor, the first proponent of the concept. According to
Floor and his company Shapers, LXD “is the process of creating learning experiences that enable the learner to achieve
the desired learning outcome in a human centred and goal-oriented way” (Shapers, undated). This means that the learner
is always in the front seat, with focus on who the learner is, what the learner must go through to learn, and on which form
or medium works best. Drawing on a designer process, with non-chronological steps of research, experimentation,
ideation, conceptualisation, prototyping, iteration and testing, one will end up with a situational experience that
engenders powerful learning opportunities (Shapers, undated).
The creator of the term is a good source to draw on for theoretical background. In addition, our working definition needed
to be adapted to the context of our project, namely for the educational field. For easier communication we settled on a
short working definition and a more detailed definition for whenever we need more depth and detail, such as during our
training activities.

Simplified working definition:
Learning Experience Design is the process of deciding and designing what experience works better for someone to
learn something.

Detailed working definition:
Learning Experience Design is the process leading to the creation of a sequence of actions or activities that the
learner(s) will go through to effectively learn something. This process should be learner-centred and goal-oriented. In
practice, Learning Experience Design implies: exploring the learner characteristics, the desired learning outcomes and
the environment in which the experience will take place; designing the space, the steps and activities; setting-up the
experience itself; and testing or iterating to achieve maximum effectiveness.

Design thinking in education is up-and-coming. While educators draw on different design approaches, the common
rationale is that educators are being increasingly challenged to make education more evidence based (Mor and
Mogilevsky, 2013). Mor and Mogilevsky go on to argue that “design science” is the way forward for higher quality practice
of education, as it is both a form of awareness raising and a tool of implementation at the same time. Design thinking, as
described also by Floor and his team, requires a constant flow back and forth. As educators work with various people in
different settings, and for ever-changing settings and situations, the habit of adaptation, contextualisation and perpetual
evolution, is crucial.
This project’s entry point into design thinking is, as stated above, learning experience design. A Google search for the
exact term “learning experience design” generates 476.000 hits. We have no way of assessing
the relevance of all
1
those pages. But the high number suggests that it is a concept that has gained some repute and traction. And yet, as
far as we have been able to discern, there are no publications about LXD that specifically look into its use and utility
for the education sector, whether in youth work, schools, or museums and education centres.
Aiming to position itself in that gap, this report consists of three parts:

1
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There is a review of
discourse on LXD,
including
related
concepts
and
practices;

There is a review of relevant
reports, guidelines and
papers from the three
sectors in focus – being
youth work, schools, and
museums – to investigate
whether and how LXD or
LXD-related practices are
being utilised;

1 - As per 17. January 2020.

3

A survey conducted among
educators in the same
three
sectors
which
collects primary data on the
use of LXD and related
design
approaches,
challenges educators face
when designing learning
experiences, and explore
how LXD may help
educators to design better
learning experiences.

1.2 LXD and other forms of creating
learning experiences
LXD is one of a number of methods for creating learning experiences. It is an emerging topic, to which the lack of
recognised literature attests. Since there is a more mature body of literature on other design approaches – such as user
experience design and instructional design, to mention a couple – LXD is often juxtaposed to one or more of these other
design approaches. This compels us to challenge the concept of LXD right from the start, as it begs the question whether
LXD is a viable, or needed, stand-alone concept.
The company Shapers (undated) views LXD as a quadrant, with the learning experience being created by the interplay of
human-centredness, design, goals, and learning. The design needs to be human centred, meaning that people are put right
at the heart of what you do, focusing on the actual process the people are involved in. Finding the right form or means of a
learning experience deals with the goal orientation of the design, ensuring that the learning experience is both appealing
and practical. Further, the process has to incorporate how people actually learn, meaning you need to have an
understanding of how human cognition works. The last part of LXD entails finding your vessel where the learning actually
takes place, keeping in mind that one place or setting may be suitable for one situation but not for the next. Bringing
these domains together leads us to the actual learning experience.

Image 1: LXD Quadrant (Shapers, undated). Retrieved 6 April 2020 from https://learningexperiencedesign.com/fundamentalsof-learning-experience-design/the-origin-of-learning-experience-design/

Although focusing on online learning experiences, Johnson (2016), in an essay, highlights the need as well as the
opportunity to create an experience that is engaging, enriching and immersive for the learner. One key aspect is
interaction, in which the learner gets to apply the new learning also in real-world situations. This is also the main element
which sets LXD apart from user experience (UX). While they have in common the iterations – or working in cycles with
ever new versions of a product – LXD contains a peer element (Six Red Marbles, 2015a), also expounded as the empathy
element. In an LXD learning setting, the support of fellow learners or other external support factors are integrated into the
learning experience itself. UX, on the other hand, is not dependent on this kind of support, as it does not request mastery
and applicability of new information, knowledge or competence (Six Red Marbles, 2015a).

In the same way, there is a fundamental difference between a user and a learner. A user does not have to be committed to
a programme, website, or subject of attention. A learner, on the other hand, often invests a lot of time and perhaps even
funds into the learning process. The LXD consulting company, Six Red Marbles (2015b) further stresses the potential of
using the experience and competence of the learner as leverage in the design of a learning experience. Case stories and
anecdotes – or storytelling – can go a long way towards nurturing retention and understanding of the topics at hand.

User

Learner
2

There is much to say about immersive learning experiences, of which simulations or game-based learning exercises are
popular examples within NFE. The psychologist Mihaly Csikszentmihalyi coined the term ‘flow’, defining it as a state of
total involvement experienced in an autotelic activity, for example a game (1975). Flow in itself has been found to link
directly with learning (Sabourin and Lester, 2014). For games, research shows that they correlate particularly positively to
learning when they are experienced as fun or enjoyable by the players (Giannikos, 2013; Brom et al. 2013). Game elements
and game-based learning experiences are much used in NFE in European youth work. For a detailed account of one such
exercise, and its mechanisms – called Mission Z: One Last Chance, which was developed in part by some of the members
of this project group – see Arnøy (2019).
As held by Interaction Design Foundation (undated), to be a designer really means to be a problem solver. If there is no
problem to be solved, a design will have little value in the first place. The foundation posits 5 types of problems a learner
might face, with which a suitable learning design may help: A lack of knowledge, a lack of skill, a lack of confidence, a lack
of motivation, a lack of resources or tools. The same foundation suggests that the best way of going about things is to
formulate your desired outcome and track the steps backwards. For example to ask oneself, if you would like to be able to
demonstrate a particular skill, what would you need to be able to do it?

1.3 Mindmap of implicit and related concepts – A reader
In the review above there are many other implicit concepts, for which a more concrete handling will improve our
understanding. Below follow two lists of concepts and definitions made by the project group. The first list contains
concepts that are implied within the review of Learning Experience Design, whose understanding directly affects the
understanding of LXD. The second list consists of concepts that have a more general relevance to the overall topic of the
“Design2Learn” project, which could be useful either by themselves or in combination with LXD. Neither list has any
specific order.
We have kept the definitions of these concepts quite short, for easier reading. For some of the concepts there are
references made to more in-depth articles, which provide fuller insight.

2 - Meaning something that has a purpose of and in itself.

Implicit concepts

Learning

Learning is the process of acquiring new skills, knowledge, values, understanding, behaviour, or
attitudes (Gross, 2010). Learning can be planned or improvised, guided or not. Learning can
occur immediately in a single event, or it can be a longer process of active application on the
part of the learner. Howe (1980) adds that learning is cumulative, meaning that one learning
outcome will provide a building block for the next learning opportunity.

According to UNESCO (2013), a learning experience is an event or process that transforms the
perceptions of the learner and facilitates acquiring new knowledge, skills, attitudes and
emotional awareness. Ideally learning experiences should be challenging, interesting, engaging,
meaningful and appropriate to learners needs.

Learning
experience

The settings in which the learning experience takes place can vary from a simple interaction, to
a museum visit or training program. The Glossary of Education Reform (2013) underlines that a
learning experience can take place in traditional academic settings or in out-of-school contexts
and include traditional educational interactions (involving teachers and students) or
nontraditional interactions (learning through games and other digital applications).
Adding to that, Niels Floors - the founder of the concept learning experience design - suggests
that an ideal learning experience should be positive, personal and profound in order to be
appealing, engaging and have a lasting effect on the learner.

Learning
outcomes

By learning outcomes we understand the actual results or achievements a learner has gained
from a learning experience. Floor (2017) adds that this is what gives a learning experience
purpose and direction. Desired learning outcomes should be formulated as part of the design of a
learning experience, and also serves as a motivating factor for the learner to get onboard.

The learner-centred approach is a practice used in the design of education programmes. As
Pillay (2002) highlights, the most central attribute is that learners’ needs are at the centre of
the approach. McCombs (2001) adds that a learner-centred approach can be seen as an
interaction between the learning context, the learners’ availability to learn, and the abilities of
the educator to implement the approach.
Furthermore, learning, whether for students of teachers, must be accessible to diverse learners.
It must offer time and space for reflection, as well as promote the co-creation of the actual
practices, which will enhance learning, motivation and achievement (McCombs, 2001).
Learnercentred
approach

A learner-centered approach also means that learners must take responsibility for their own
learning, by being themselves the deciders of content, methods and assessment. This aids in
taking into consideration the individual learners’ unique background, interests, abilities and
experience. The outcomes of applying learner-centered approach in the design of learning
experiences can have a very positive and deep impact, but its results can vary depending on
learners’ perspectives and intrinsic motivation to learn, the goals of the learning process, the
environmental, cultural and technological contexts of learning, and the individual learning
factors (McCombs, 2001).

Design

A design is a plan or a sketch of something that exists or is going to be created later. It
specifies the construction of the output to which the design is subject. To design refers to the
process of developing a design. To design something usually means that we are doing it
consciously and with a specific purpose, often to satisfy certain goals and constraints.

The word prototype comes from the Latin words proto (original) and typus (model). In a
nutshell, prototyping means creating a model, product, or other form of output, which allows
you to test a newly developed concept, and learn more about your idea (Perkins, 2015).

Prototyping

This means that a prototype is the first complete solution to the original challenge. The first
time you put together all parts of your design. The first iteration of your design. A prototype is,
by definition, not the final version. The information gathered from this practice is to be taken
back to your design process, and incorporated so that you can improve your design before
making the final version.

Related concepts
There is no precise definition of design thinking. The concept can be defined in the context in
which you are applying it. Design Thinking can be seen as a methodology or a process for
solving problems that “transcend conventional or obvious solutions, dynamic, creative and
messy” (Pressman, 2019). This process brings about new understandings or perspectives of
problems and possible solutions in many work sectors, both within physical and social areas.
Pressman (2019) holds that design thinking sparks one’s imagination, inspires, and leads to
innovation in ideas, which answers the needs of the stakeholders of a problem.
Design Thinking

Design thinking can be understood as a 5 stage cycle: Information gathering regarding the
problem you are trying to solve, its characteristics, its context and relevant influences that are
shaping it; Problem analysis and definition; Idea generation; Synthesis through modeling to
test one’s idea in practice through prototyping; And feedback and critical evaluation
(Pressman, 2019). This process can be repeated as many times as needed until one reaches a
satisfactory solution and we move on to implementation.

According to Skowron (2006), Instructional Design is the process of planning instruction,
delivering instruction and assessing student learning. Since the 1950’s different authors have
tried to define and systematise the concept, firstly through cognitive and behaviorist learning
theories and later through a more constructivist perspective.

Instructional
design

The concept has evolved through time to include not only the design of verbal or written
instructions but also the design of the physical or digital environments where the learning
experience takes place; the ways to determine the state and needs of the learners; the levels
of participation and interactivity; and the feedback received. This led to the creation of several
Instructional System Design (ISD) models, as practical guides presenting step-by-step design
procedures, the most well-known being the ADDIE model whose 5 stages are analysis, design,
development, implementation and evaluation.
ISD models provide guidelines to organise appropriate pedagogical resources and environments
to achieve the instructional goals.These models vary from more linear to more nonlinear
dynamic systems that assist educators in the design process.

Experiential Learning (EL) is a complex concept filled with multiple definitions, theories and
questions. It can happen in formal and non-formal learning settings and can be applied to every
subject or topic that is being studied or learned. EL, in general, is learning through experience.
For Keeton and Tate (1978, in Beard, 2013), experiential learning is when the learner gets
directly in contact with the realities he/she is learning about. It is therefore different from only
reading, hearing, talking, or writing about the reality he/she is studying.

Experiential
learning

EL defines the learning process as something dynamic, that involves an active behaviour from
the learner, where he/she, through actively engaging in the learning process, has an experience,
processes that experience with her/his own perspectives and acknowledges its
interpretations and responses according to previous or following knowledge.
In the EL Theory, Kolb (1984) explained that “‘learning is the process whereby knowledge is
created through the transformation of experience” and that “experiential learning is the sensemaking process of active engagement between the inner world of the person and the outer
world of the environment.”

Educational approaches denote the various ways in which designated learning can be
encouraged and stimulated. There are a plethora of ways this can be done, but a few main
forms have caught our attention a bit more:

Educational
approaches

The behaviourist approach, which relies on an instructor, such as a teacher, providing
stimuli, such as readings or lessons, for the student to respond to. Repetition, continuous
feedback, and reinforcement are central to this approach.
A more traditional form is the cognitive learning approach. The teacher is the primary
authority and provider of information, and the students are recipients without any concrete
or active say in activities. Listening and note-taking are central features in this form.
The humanistic approach to learning relies on active participation from the learner. The
learner is responsible for her own learning and interpretation of materials. In this form, selfstudy, own needs-based progression, motivation, and determination are central features.
The constructivist approach holds that learning is created, not simply received by a passive
participant. In this approach to learning, meaning is generated by the individual based on
their previous experiences, and the interaction of these experiences and the learning
experience of now (Elliott et al, 2000).

Although there are multiple concepts of creativity, we tend to look at it as the capacity to
generate ideas with value. According to Csikszentmihalyi (1996, p. 28), creativity “is any act,
idea, or product that changes an existing domain, or that transforms an existing domain into a
new one(...) What counts is whether the novelty he or she produces is accepted for inclusion in
the domain."
This is especially important for teachers and educators as they face the challenge of conveying
information in new, interesting and engaging ways, and to challenge learners’ perspectives
towards understanding ever more complex and correlated concepts as well as developing
constructive attitudes and useful skills for their lives.
Creativity

Robert E. Franken (1994, p. 394) adds that in order to be creative, one needs to be able to
view things in new ways or from a different perspective. Among other things, you need to be
able to generate new possibilities or new alternatives.
In LXD, creativity - expressed through creative thinking – is an essential skill for the learning
designers. It is what allows them to re-frame classic learning contexts and generate new
approaches that involve the learner in more effective, positive and memorable ways.

Much learning takes place at the learner’s own initiative, perhaps due to fast-paced changes
and developments in society around us. Such learning initiatives are commonly known as selfdirected learning. In essence, self-directed learning is any form of learning in which the learner
takes responsibility for planning, implementing, and evaluating the process.
In self-directed learning, the self-direction is continuous throughout. This means that it does
not end when one finishes school, or when a certain learning goal is reached. Self-directed
learners should continually assess and pursue new learning goals according to their needs.

Self-directed
learning

Self-directed learning does not mean that the learner is isolated from others either. Learning
activities can take place in a group, through mentoring, non-formal learning sessions or in
informal ways. Self-directed learning can involve various activities and resources, such as
reading, participation in work groups, internships, online activities, reflective practices and
daily tasks that are not even intended to have a learning outcome but are consciously
integrated in that learning process.
In its broadest meaning, self-directed learning describes a process in which individuals take
the initiative, with or without the help of others, in diagnosing their learning needs, formulating
learning goals, identifying human and material resources for learning, choosing and
implementing appropriate learning strategies, and evaluating learning outcomes (Knowles,
1975, p. 18).

Non-formal
learning

Learning
environments
(physical and
virtual)

Non-formal learning is a semi-structured form of education requiring the learner’s conscious
desire to improve competences. As such, activities have learning objectives, which are defined
by the learner and subsequently assessed by the learner. Non-formal learning activities tend to
be guided, for example by a trainer, and stresses that all participants are both learners and
teachers at the same time.

Learning environment refers to the diverse physical or virtual locations, contexts, and cultures
in which learning takes place. With learning environment, we also understand the culture,
characteristics, and code of conduct of a given group of learners. The surroundings, views,
decoration, technologies, and various external factors – such as demographic composition,
educational policies, and funding – may also be considered elements of the learning
environment (Edglossary, 2013)

Youth work is a concept and a practise at the same time, and can have several different
definitions depending on the country and its purposes. However, youth work should always be
understood as a field that focuses on the work with, from and to young people, taking into
consideration their needs, experiences and contributions.

Youth work

In Europe, youth work shares a set of values and methods such as: Voluntary participation of
young people; Listening to the voices of young people; Bringing young people together;
Connecting to young people's lifeworld; Broadening young people's lifeworld (CoE, 2020).
From general well-being to self-development, youth work as a theoretical concept can also be
understood as a critical and social education methodology that can support personal
development and empowerment (European Commission, 2014). “Most youth work activities
are designed to offer learning experiences that can be both enriching and fun and offer
activities that are shared with others. These have a social value and should be recognized as
such” (European Commission, 2014).
It is also important to mention that youth work can happen in several different contexts, but it
still “remains fundamentally a part of civil society [since] it is wrapped up with associational
life, community groups and voluntary organizations” (Jeffs and Smith, 2013).

Youth work

Smith (2020) problematises the old dictionary definitions of teaching, which largely uphold
teaching as a way of imparting knowledge upon someone else. In other words, very top-down.
But the formal education sector has also developed a lot, and given that teaching today entails
questioning, listening, demonstrating skills, discussions, simulations, writing, and much more,
he arrived at the following definition: “Teaching is the process of attending to people’s needs,
experiences and feelings, and intervening so that they learn particular things, and go beyond
the given”.

The idea behind a Training of Trainers (TOT) is to offer training to people who offer training to
others, so that they can reflect and improve on their own practices. It is a form of peer
learning, but typically guided by someone with more experience or direct focus on the topic at
hand.
Training of
trainers

Within a TOT, participants get a chance to develop their own competences, in line with a
framework, strategy, or topic defined for the particular TOT.

According to the European Commission and the Council of Europe we can define young people
as individuals who are between 13 to 30 years old. Nevertheless, it is important to mention
that youth is “a period of transition from dependence of childhood to adulthood’s
independence” (UN, undated), a shift between a “world of rather secure development to a world
of choice and risk” (Eurostat, 2009).
Youth or young
people

The concept of ‘youth’ means more than a simple age gap, since it can be a very diverse and
heterogeneous social category, with specific needs at a challenging period of life. Until now,
age has been an easy and understandable way to define the demographic category, although
its range varies from country to country.

The term ‘museum’ is debated more than you would perhaps think. Etymologically speaking,
the term stems from the Greek mouseion, which was a place for worship of the muses, being
divinities of the arts in Greek mythology. It can thus be transcribed as a building set aside for
study and the arts (Findlen, 1989).
The International Council of Museums (ICOM) has since 2007 operated with the definition:
“A museum is a non-profit, permanent institution in the service of society and its development,
open to the public, which acquires, conserves, researches, communicates and exhibits the
tangible and intangible heritage of humanity and its environment for the purposes of education,
study and enjoyment.” (ICOM, 2007)
Museum

Since 2016, however, ICOM has been working to update its definition to take into account “the
shared but also the profoundly dissimilar conditions, values and practices of museums in
diverse and rapidly changing societies” (ICOM, 2020). A committee has been working on a more
fitting, contemporary definition, leading to the following, concrete proposal:
“Museums are democratising, inclusive and polyphonic spaces for critical dialogue about the
pasts and the futures. Acknowledging and addressing the conflicts and challenges of the
present, they hold artefacts and specimens in trust for society, safeguard diverse memories
for future generations and guarantee equal rights and equal access to heritage for all people.
Museums are not for profit. They are participatory and transparent, and work in active
partnership with and for diverse communities to collect, preserve, research, interpret, exhibit,
and enhance understandings of the world, aiming to contribute to human dignity and social
justice, global equality and planetary wellbeing.” (ICOM, 2020)
This definition was set to be voted for at the ICOM’s Extraordinary General Assembly in
September 2019. But the vote was postponed due to there being big disagreements on the
suitability and need for a new definition, such as one proposed.

2.1 The use of LXD in 3 fields – A review
This following section examines the role and relevance of learning experience design in the three sectors of inquiry we
selected for the project. These sectors are youth work, museums and learning centres, and schools and higher
education institutions. Our focus has been the European level. We have searched for, and selected, manuals, strategy
documents, tool kits, and other reports and documents describing design practice in the three sectors. These
documents have been reviewed with the purpose of identifying:
If LXD or any equivalent concept is already mentioned and considered relevant in the field or sector in question;
To what extent equivalent or similar concepts to LXD are commonly regarded as important elements of the field or
sector in question;
If LXD could meet or partially meet the needs and recommendations in the field or sector in question.
The documents selected for this analysis were chosen by the project team according to the following criteria:
Relevance at European level;
Connection with educators’ practice in each of the three sectors;
Use or endorsements by keystone institutions in the three sectors;
Containing up-to-date information.

2.2 The relevance of LXD in European youth work
Introduction and relevance of the selected documents
For the youth sector we have leaned heavily on the two main, continental actors for methodology, funding and quality
improvement, namely the European Commission, primarily through its youth programme Erasmus +, and the Council of
Europe, primarily through its Youth Department. Both of these institutions cover all of the EU, as well as a number of
countries bordering the union. The following parts are the highlights taken from each one of these documents in the
search for possible correlations with our research topic, followed by a transversal analysis that attempts to answer the
initial questions we posed for each sector.
As such, for the youth sector, the following documents have been selected and reviewed:
The European Youth Strategy (2019-2027)
The European Charter on Local youth work
The Council of Europe (CoE) – Scope and purpose of the Recommendation – definition and scope of youth work
The European Training Strategy Competence Model for youth workers to Work Internationally

The European Youth Strategy
The current European Youth Strategy is a political instrument endorsed by the European Commission that informs about
the priorities and the objectives in the field of youth work, as well as the core areas of action, and measures foreseen in
youth policy cooperation. One of the focuses of the document is the current disengagement of young people from
traditional forms of involvement and the need to empower them to be dynamic actors in society:

“Europe cannot afford wasted talent, social exclusion or disengagement among
its youth. Young people should not only be architects of their own life, but also
contribute to positive change in society. […] Young people show an interest in
politics and are socially active: 53% engage in organised activities, nearly one
third are active volunteers and others support a cause through media attention
or consumer choice. Yet, they tend to turn away from traditional forms of
participation” (pp. 1-2).
Also, the document underlines that “this generation is the best educated ever and among the most creative in using
Information and Communication Technologies and social media.” With these two elements, the Commission
recommends listening to young people and empowering them by “tapping the potential of social media, equipping youth
with digital skills and fostering critical thinking and media literacy” and “supporting ‘learning to participate’ and raising
interest in participatory actions across Europe and beyond through Erasmus+” (pp. 3-4).
To create such opportunities for young people, the policy paper underlines the importance of innovation in the sector to
find new ways to respond to young people’s needs and interests. There is a concrete call for “innovative ways of bringing
young people together” (p. 5) and “supporting grassroots activities addressing recognition, innovation and capacitybuilding of youth work under Erasmus+” (p. 7).
Moreover, the strategy emphasizes the relevant role of youth work in “providing a safe environment for [young people] to
gain self-confidence, and learn in a non-formal way” (p. 6) and generally stresses the importance of the implementation
of quality tools that invite youth workers to learn and adapt to the new trends and needs of young people, through
technology and new pedagogical practices.
The document also mentions the need to reach out to young people with fewer opportunities, by creating an effective
inclusion strategy and volunteering opportunities that promote solidarity and their competence development.

The European Charter on Local youth work
The European Charter on Local youth work was launched in 2019 and is based on a large consensus among a variety of
stakeholders - including international organisations, regional bodies and local municipalities – on what should be the
main principles of youth work and the concrete guidelines in order to promote quality in local youth work. The Charter
functions “as a check-list around which stakeholders can gather and discuss what measures might be needed for the
further development of youth work” (p.1).
The document states very clearly the central role that young people should be given in the context of youth work,
referring that they should be the primary stakeholders in the field and be stimulated to develop their competences as
citizens as well as their interests and talents. (p. 1):
Additionally, it suggests that youth work is value-based and should follow several core principles such as: being based
on voluntary participation; respond to young people’s needs and ideas; involve young people in all stages of the process;
contribute to their personal and social development; promote critical thinking and creativity; promote human rights and
democratic values and be inclusive (p. 2). These core principles really put the focus on three main aspects, namely the
role of the young person, the learning environment, and the values. To act according to these principles, the Charter
states that youth workers need to:
“Create an enabling and trustful environment that is actively inclusive,
empowering and socially engaging, creative and safe, fun and serious, playful
and planned; to engage young people in all stages of the youth work process; to
support young people to self-organise; […] to continuously and critically reflect
on how their own actions, as well as local objectives, methods and ways of
organising activities comply with the core principles.” (p.5).

Lastly, yet centrally, the Charter also stresses the need for monitoring, impact evaluation and evidence-based research
in the field of youth work.

The Council of Europe Recommendation on youth work
The CoE Recommendation on youth work consists of a list of recommendations from the Committee of Ministers to the
CoE member States, based on previous resolutions from several relevant stakeholders and regional institutions. The
document recognises the importance of youth work and advises the governments of member states to invest in the
development of quality youth work by establishing a framework for the education and training of youth workers that
takes into account new trends, and “strengthen the capacity of youth work to respond to the changes and trends in our
society and the emerging challenges faced by young people”. It recommends that youth work should be:
[…] “engaging young people in the creation, preparation, delivery and evaluation
of initiatives and activities that reflect their needs, interests, ideas and
experiences. Through this process of non-formal and informal learning, young
people gain the knowledge, skills, values and attitudes they need in order to
move forward with confidence. […] It should be characterized by accessibility,
openness and flexibility and at the same time promote dialogue between young
people and the rest of society.” (p. 4)

The European Training Strategy Competence Model for youth
workers to Work Internationally
This model aims to contribute to the recognition of youth workers in society by describing the competences youth
workers should develop in order to work internationally. The document acknowledges the different realities of youth
work in Europe and focuses specifically on the competences needed to work in non-formal learning contexts.
Each competence is described through four dimensions: attitudes, knowledge, skills and behaviour.
The competences identified in the document are:
1. Facilitating individual and group learning in an enriching environment;
2. Designing programmes;
3. Organising and managing resources;
4. Collaborating successfully in teams;
5. Communicating meaningfully with others;
6. Displaying intercultural competence;
7. Networking and advocating;
8. Developing evaluative practices to assess and implement appropriate change.
9.
The first two competences listed seem to have a direct correlation with our research topic and are therefore given
special attention here.
Facilitating individual and group learning in an enriching environment refers to the youth worker’s capacity to choose,
adapt or create methods to address young people’s needs and interests. This competence entails, among other abilities:
understanding group processes and mechanisms; capacity to use different methods and encourage creativity; skills to
choose appropriate methods according to people’s needs and learning objectives; readiness to trust young people and to
allow the possibility for failure as part of a learning process (pp. 24-25).
Designing programmes involves being able to implement the non-formal learning principles to educational processes
while addressing the group’s needs. It implies having knowledge about young people’s contexts but also about how to
tailor different methods and approaches to create adequate learning processes that motivate and engage young people.
Moreover, it requires a willingness to work on values and to involve young people in the designing process itself where
possible (pp. 26-27).

Conclusions
The current European Youth Strategy does not mention LXD or any design practices specifically for youth workers. But it
does have a strong focus on engaging young people and mentions the need for youth workers to adapt to the new needs
and interests of young people to truly connect with them. It also stresses the importance of using digital tools and
finding innovative ways to reach out to all young people. Especially those with fewer opportunities. This capacity to
adapt and create innovative programmes for young people is closely related to LXD, as the concept is founded on the
capacity to design meaningful and authentic learning experiences for each learner.
While setting guidelines for youth work practitioners, neither the European Charter on Local Youth Work nor the CoE
Recommendation on Youth Work mentions LXD or any similar practice directly. However, they both clearly state the
importance of establishing learning environments that are playful, meaningful, and engaging, but also promote autonomy
and the development of critical thinking skills. The importance of involving young people throughout the process - from
designing to implementing, and evaluating activities and projects - is highlighted in both documents. This clearly
indicates the need for youth workers to have the tools and the capacity to design learning experiences in a learnercentred approach.
The Competence Model for youth workers to work internationally mentions as specific competences the facilitation of
individual and group learning in an enriching environment and the design of programmes. Both of these are concepts
closely related to LXD and contain many common elements.
In other words, LXD seems to be a new concept in the field of youth work and non-formal learning, but mostly in
semantics. The concept of designing learning processes or establishing rich learning environments that are engaging
and learner-centred while taking the learner’s needs into account has been, and is, part of European youth work and nonformal educational practices.
Several concepts are in focus in the youth work sector, which are also part of the backbone of learning experience
design. Among these are:
The active participation of young people in all stages of the learning process, including its design;
The focus on young people’s needs and interests;
The capacity for youth workers to be creative, innovate and adapt to new realities and contexts;
The capacity to combine and create methods and approaches that result in meaningful learning experiences;
Adherence to non-formal learning principles.
These dimensions are fundamental to international youth work and correlate to aspects of LXD. These correlations
contribute to our understanding that LXD can be an innovative approach that assists youth workers to fulfil their
mission of supporting young people’s personal development and active involvement in society. Crucial for both LXD and
European youth work is the learner-centredness and the contextualisation of the approach. However, with regards to the
value focus, which is so important in European youth work, LXD is not automatically on the same page. Youth work
promotes human rights, participation, democracy and intercultural dialogue. These values are important layers to add
when adapting existing LXD tools to this field.
Another very important aspect of the design process in youth work is that young people should be co-designers
whenever possible. This aspect of the learners being actively involved in the design process of their own learning
experience is not fully present in the LXD design original concept but needs to be seriously reflected upon if LXD is to
become relevant for this field.
Based on the reviewed documents there is a clear need to create learning experiences in digital environments that
young people know and use. We find that LXD is a constructive response to the need for innovation and creativity in the
field, potentially also covering for digital environments. As a whole, it fuels out-of-the-box thinking and represents a new
opportunity for the kind of competence development of youth workers that these documents request and promote.

2.3 Is LXD relevant in schools and universities?
Introduction and relevance of the selected documents
Schools and universities constitute what we have referred to as the formal education sector. Formal education takes
place in a distinct, institutionalised environment, with learning goals that are externally set, and generally the same for
all the learners of the given setting . The learning progress is monitored and assessed, with recognition given at the end
in the form of a diploma or certificate subject to an exam or other test (Chisholm and Hoskins, 2005). Curricula in the
formal education sector are different from country to country, or between school districts even. However, in this section
we have aimed to locate more overriding strategies and approaches applicable in the formal education sector. Some of
the reports reviewed are of global organisations, including UNESCO, whereas a few of our sources are European. All in all,
they give us a useful insight into how learning experience design figures in schools and universities.
As such for the formal education sector, the following documents have been selected and reviewed:
Learning: The Treasure Within by UNESCO
Revisiting Learning: The Treasure Within, by UNESCO
‘Teaching Thinking’ and ‘Thinking to Learn’: An Urgent Curriculum and Pedagogical Design Challenge, by UNESCO
Teaching for the Future: Effective classroom practices to transform education, by OECD.
Teaching Practices and Pedagogical Innovation, by OECD
Innovative Teaching And Learning Research - 2011 Findings And Implications
National Initiatives in Learning and Teaching in Europe, by the European University Association
European Schoolnet’s 2018 Annual Report

Learning: The Treasure Within
The report “Learning: The treasure within” was issued by UNESCO in 1996, and it combines a so-called utopic vision
about education with research data that supports it. The document starts by underlining the importance of education
and its “fundamental role to play in personal and social development” (p. 11), opposing the very common understanding
of education as just a step towards future employment.
In the first part of the report, the authors analyse the social challenges that have been emerging in the 1990s and how
education has had the opportunity to address these problems in an innovative way. From a knowledge-driven society
and, therefore, a knowledge-focused formal education system, social problems emerged, such as a mismatch between
supply and demand on the labour market, school failure, lack of social, intercultural, communication and critical thinking
skills. With this, the report highlights that education “not only must it adapt to changes in the nature of work, but it
must also constitute a continuous process of forming whole human beings - their knowledge and aptitudes, as well as
the critical faculty and the ability to act“ (p. 19).
The report highlights that the formal education system is required, but that it should adapt to changes in society, such
as a shift from knowledge-driven society to learning society, where we should be learning to know, learning to do and
learning to be. In other words, the education system should be aiming for acquisition, renewal and use of knowledge.
Education in this sense is understood as a “social experience through which children learn about themselves, develop
interpersonal skills and acquire basic knowledge and skills” (p. 23).
Adding to this the inspiration that the “school should impart both the desire for, and pleasure in, learning, the ability to
learn how to learn, and intellectual curiosity (p. 19)”, as well as “educational contents should be designed to stimulate
a love of learning and knowledge and thus develop the desire and provide the opportunities for learning throughout life”
(p. 24).
It is relevant to mention that the report had a consultative character, whose purpose was to inspire, raise questions and
provoke change in education policies and systems.

Revisiting Learning: The Treasure WiThin
This document is an updated review of the report “Learning: The Treasure WiThin”, which tests the former report’s
resistance to time with regards to desirable changes in education policies and systems. It adds to the concept of
lifelong learning, which the original document mentioned as a desire and proposed innovation. Lifelong learning is
nowadays an important part of any education policy - at least in Europe. The author emphasizes the understanding of
“quality education” founded on the four pillars of learning, which include: “the elements of pedagogy, curriculum, and
teacher trainer methodologies, as well as outlining a direction for the reform of teachers and teaching” (p. 6), and
“inspired by an integrated conceptualization of the quality and relevance of education that provides the cognitive, moral
and cultural dimensions of learning” (p. 6).
This report confirms the relevance of its predecessor report on education’s role and practice, and adds the importance
of innovation in pedagogical methodologies and teachers' approaches and behaviours.

‘Teaching Thinking’ and ‘Thinking to Learn’
This paper analyses and describes a variety of approaches that promote teaching for understanding and thinking and
also curriculum and pedagogical design models.
Education has become more complex, challenging school systems to prepare their learners to constantly adapt.
Knowledge is not the only valued asset anymore. This situation has caused a paradigm shift in the conceptions of
learning. As this paper highlights, there has been a shift from teaching and learning to thinking to learn. This shift
includes going from individual reflection to collaborative learning; from learning to acquire knowledge to learning through
knowledge; from assessment ‘of’ learning to assessment ‘as’ and ‘for’ learning.
Further, the paper analyses the concept of learning and how it occurs, adding that there is no perfect way of learning or
teaching. However, there are some guidelines that help maximize the learning process: firstly, to make the process
learner-centred; second, to pay close attention to prior knowledge that helps explore individual learners’ experiences
and pre-conceptions; and third, to realise that many learners need the chance to play with concepts, observe
phenomena through experimentation, and to discuss their ideas to learn fully.
Going through a variety of pedagogical models, including ‘Bloom’s Taxonomy’, ‘Teaching for Understanding’,
‘Understanding by Design’, ‘Making Thinking Visible’, and ‘Deep Learning’, the paper locates some crucial common
ground: Learning should be learner-centred and should feature self-assessment and reflection while reinforcing the use
of culture to support and shape learning. They further emphasise the value of team collaboration, and, as a collective,
highlight expectations, language, time, modelling, opportunities, routines, interactions and environment as important
aspects for a fruitful learning experience.
We should stress that the New Pedagogies for Deep Learning “aims to transform teachers into designers of learning
experiences that build learners’ global competences, using real-life problem solving and authentic assessment” (p. 13).
Lastly, as a final reflection, the authors invite continued reflection about the capacity and capability of education
systems to be innovative and creating, opening themselves for the design and implementation of deep, relevant and
transformational educational experiences for the betterment of life-long learning.

Teaching for the Future: Effective classroom practices to transform education

3

This report is a combination of desk research and the outputs of the 2017 edition of the Qudwa Global Teachers’ Forum.
The report emphasises the relevant role that teachers have in the transformation of educational systems and its
processes. Teachers have become facilitators of active learning for ever-more diverse audiences, whereas before they
were meant to provide uniform instruction. Within this shift lies work in smaller groups, encouraging self-evaluation
among students, longer, more flexible projects, and communication technology, to name a few.

Finding the right balance between knowledge and competence-based learning is necessary. As is teachers’ need for
support in adopting and integrating competency-based teaching strategies. That support embraces the need for more
autonomy in the classroom, the need for acquiring different techniques and learning from and with their colleagues, and
constructive interaction between peers, both towards its own end and to foster research and use of new methodologies
and strategies. Having a holistic approach to education is held up as a potential way forward in innovative teaching,
along with a general variety of educational methods. In the end, the report leaves it quite open as to how innovation can
be applied in practice.
3 - https://www.qudwa.com/en

Teaching Practices and Pedagogical Innovation
The report, which uses data from a 2008 survey on the working conditions of teachers and the learning environment in
lower secondary schools in 23 countries, focuses on two aspects of school development: Classroom teaching practices,
and participation in professional learning communities.
At the beginning of the 21st century, socio-constructivist ideas became prominent in normative approaches to
classroom teaching. However, research on school effectiveness suggests that practices based on these theoretical
ideas are insufficient to foster student learning. This requires teaching practices that go beyond teacher-centred
instruction, that are cognitively activating and confront students with challenging content. Thus, a combination of
different practices is most promising for supporting both cognitive and non-cognitive student development, namely:
Enhanced activities including challenging tasks and content; student-oriented, supportive practices; and teacherdirected practices that provide structure and clarity.
Across systems, it is clear that high-quality instruction must surpass teacher-centred instruction to stimulate and
challenge students. Student motivation is enhanced by both autonomy and social relatedness, as well as structured
teaching and good classroom management. This report suggests that the main driver for advancement in teachers’
professional practices lies with developing a large repertoire of classroom teaching practices and granting autonomy
and isolation to cooperatively reflect pedagogical practice (p. 111).

Innovative Teaching And Learning Research - 2011 Findings And Implications
The ITL research report reflects on the conditions that can support education renewal in a way that can help students
develop the skills they will need in the next decades of the emerging world. The ITL worked with a very diverse sample of
countries and schools, both in contexts where practices of innovation are common and in contexts where they are just
beginning. The starting point of the document is the reflection on the gap between innovation and technological
advancements on the one hand, and educational systems which are often considered slow to innovate on the other
hand.
Even if in many countries “blackboards and chalk have been replaced by laptops and data projectors, the majority of
students are still in their traditional roles as information consumers rather than problem-solvers, innovators, and
producers” (p. 11). It is clear that a lot of innovative learning environments can be found around the world, however, they
are not common and not available to the majority of students.
The document emphasises that “education systems must evolve to meet the needs of the students and societies they
serve, changing their mission from knowledge transmission to preparation for future learning” (p. 11). One finding of the
research report is that innovative teaching practices are more likely to flourish when particular supportive conditions
are in place. These conditions include:
“Teacher collaboration that focuses on peer support and the sharing of teaching practices;
Professional development that involves the active and direct engagement of teachers, particularly in practising and
researching new teaching methods;
A school culture that offers a common vision of innovation as well as consistent support that encourages new types
of teaching” (p. 12).
Innovative teaching in this report refers to the main three categories of practices:
1. Student-centred pedagogies that promote personalized and powerful learning for students;
2. Extending learning beyond the classroom in ways most relevant to knowledge-building and problem-solving in today’s
world;
3. ICT is seen not as a goal itself, but as a tool which can support learning opportunities for the students.
The report also reflects on the student experience. Teachers who took part in the research confirm that since they
applied student-centred, collaborative approaches into their praxis they observed learning outcomes in line with the
21st-century skills, like collaboration, problem-solving, critical thinking, independence, creativity, resourcefulness, and
ICT skills (p. 17). Another outcome of the report was that innovative teaching happens more in environments where
teachers have access and participate in programs of professional development. As far as the development programme is
concerned, the role of hands-on activities is emphasised, along with practising teaching methods and conducting
research rather than observing demonstrations and listening to lectures.
Summing up, the report holds that an effectively-designed collaboration and professional development opportunities
matter and make a difference. Despite these findings, the report states that innovative school environments of the sort
idealised by the report, are few and far in between for the countries investigated (p. 24).

National Initiatives in Learning and Teaching in Europe
This report, from the European Forum for Enhanced Collaboration in Teaching (EFFECT) project, is based on interviews
on national learning and teaching initiatives, with experts from 28 European higher education systems.
In all the systems analysed, organisers of teaching enhancement are commonly individual higher education institutions,
through their centres for learning and teaching or faculties of education. According to the report, the main obstacle for
the enhancement of learning and teaching is that research is valued more than teaching, both in terms of recruitment
and career promotion (p. 5), making the two appear as competitors, rather than as interconnected activities (p. 20).
Respondents also pointed to low levels of pedagogical skills of the academic teaching staff as one of the obstacles for
the development of learning and teaching. Teachers should not only know their disciplines, but must also possess
pedagogical skills and knowledge, such as teaching strategies, classroom management and students’ approaches to
learning. This should be taught in a systematic way by higher education institutions to their academic teaching staff.
However, in most of the systems, the incentivisation for teaching enhancement remains very limited.
Only four of the 28 countries mapped have a national strategy or framework for learning and teaching: Austria, Ireland,
the Netherlands and Norway. Teaching enhancement is explored practically everywhere, with hopes growing that this
will lead to a more systematic approach towards its improvement. As some systems are ahead, there is a good
opportunity here for exchange and mutual learning. Collaboration, in particular at European levels, could help to review
and transform approaches and structures that are taken as a given but may no longer be fit for the purpose.

European Schoolnet’s 2018 Annual Report
European Schoolnet is a network of 34 Ministries of Education from across Europe, leading educational innovation at
European level. As a major international think-tank, European Schoolnet operates key European services in education on
behalf of member Ministries of Education, the European Commission, as well as industry partners.
The mission of European Schoolnet is to support education stakeholders in Europe in the digital transformation of
education processes. For this, the network provides concrete evidence and data in the area of innovation in education
on which to base policy recommendations. Schools and teachers support their teaching practices and sustain a
network of schools engaged in innovative teaching and learning approaches. The report provides concrete examples of
policies and projects in the field of educational innovation.
TeachUP (Teacher Upskilling) is a policy experimentation, which tests two different instructional design approaches in
Initial Teacher Education (ITE) and Continuous Professional Development (CPD) by delivering online courses on new
teacher competencies in four areas: Formative assessment, personalised learning, collaborative learning, and creative
thinking (p. 8). The overarching theme of the TeachUP courses is the changing role of the teacher, focusing on the idea
that their role is changing from transmitter of knowledge to learning coach, helping students understand their own
learning so that they themselves can learn or teach better. Another innovative project mentioned is NESTT (New
European Settings for Teachers and Teaching) aiming to understand how students prefer to learn in formal, non-formal
and informal settings.
The shift towards transversal competences,
multidisciplinary and interdisciplinary learning, new
pedagogical approaches as well as increasingly
technology-rich and flexible learning environments is
challenging schools. For example, Future Classroom Lab
(FCL) 4 is an inspirational learning environment in
Brussels, that allows stakeholders including policy and
decision-makers, teacher trainers, industry and school
staff to explore innovative approaches and technologies,
and engage in discussion on ICT, pedagogy and learning
space design (p. 10).

4 - https://fcl.eun.org/

Conclusions
From analysing the documents above, there are clear and recurrent issues. On the one hand the limitations and
challenges of the current educational system and its institutions, which often struggle to effectively change outdated
visions of education with their focus on knowledge acquisition, teacher-centred approaches, and lack of authentic
collaboration between teachers, between institutions and with other stakeholders. On the other hand, research shows
that there is significant data that has been supporting new practices for quite some time, and many projects
implementing innovative approaches in formal education settings.
Through an examination of basic and often implicit assumptions about teaching and learning, a deeper understanding of
educational processes and outcomes is gained. This implies an open discussion and critical reflection of teachers’ own
behaviours, roles and practices, as well as of school culture, customs and structures. Several strategies can support
the process: Action research, coaching, mentoring, and collaborative and collegial decision making.
Especially when it comes to focusing on learning and on creating learning experiences, it is worth mentioning that the
literature on professional learning communities suggests a shift of focus from teaching to learning. It is up to the
teachers to help all students to find their individual route to knowledge and competence. This implies a strong sense of
responsibility and accountability for student outcomes.
It is also confirmed that in most countries there are national policy documents which support innovative teaching. The
problem is the gap between the documents and what really happens in the classrooms. Very often teachers lack the
guidance to understand and especially know how to implement the policy in their everyday teaching.
While innovative, high-quality teachers are key for all our education systems, with the concurrent challenge now being
to move forward on developing innovative schools and supporting whole school change management. Schools can no
longer be considered isolated learning environments. As technology continues to pervade every aspect of society, there
will be an increasing need to link formal, non-formal and informal learning opportunities that take place in and out of
school. There will be an increasing focus on connecting the school with its community.
For this reason, Learning Experience Design seems to be a skill needed in the field. Providing more training for teachers
on this topic would build teachers’ capacity to critically rethink and discuss their role; to develop a learner-centred
approach; to understand the need to cooperate with other stakeholders, primarily from the non-formal sector; to gain
self-confidence to implement new strategies in the classroom and create a vivid learning environment for students at
all levels.

2.4 The relevance of LXD in museums and learning
centres
Introduction and relevance of the selected documents

The only global organisation in the museum field is The International Council of Museums (ICOM). ICOM establishes, and
advises on professional and ethical standards for museum activities, including education, or “communication to society
of the world’s natural and cultural heritage, present and future, tangible and intangible”.5 As such, we found publications
issued or edited by ICOM, particularly their International Committee for Education and Cultural Action (ICOM CECA) to be
of relevance for our inquiry into learning experience design in museums, and museums as a learning arena. ICOM
publications are international, not European. But European institutions are heavily represented throughout the
organisation, with strategies, challenges, and recommendations applicable for museum-based learning centres in
Europe too. The reviewed documents include reports from conferences, handbooks, and tool kits, as well as the most
current strategy document of ICOM.
As such, for the museum sector, the following documents and websites have been selected and reviewed:
ICOM Strategic Plan 2016-2022.
Running a Museum: A practical handbook, ICOM, 2004.
Education Toolkit: Methods and techniques from museums and heritage education (2017), Arja van Veldhuizen, ICOM
CECA.
“Lifelong learning in European museums”, Conclusions of the European Museum Forum Workshop (2004), CoE.
Old Questions, New Answers: Quality criteria for museum education.
Best practice 8: A tool to improve museum education internationally.
5 - https://icom.museum/en/about-us/missions-and-objectives/

ICOM Education 28: Cultural Action, Chapter “A museum in service of society: How museums can develop democracy
as a way of life for citizens of today and the future”, pp. 177-194.
Websites:
https://advisor.museumsandheritage.com/features/education-museums-creating-learning-culture-participationoutreach/
https://advisor.museumsandheritage.com/features/exhibition-design-museums-creating-exceptional-experiencesinnovation-imagination/

ICOM Strategic Plan 2016-2022
The ICOM Strategic Plan mainly covers content related to either the organisational structure of ICOM as an organisation
or how it can offer the best possible service to its members. However, ICOM makes it clear that they expect quality in
the educational part of their members’ museums.
Pointing out the development of museums as learning centres, the report states:
“ICOM is a powerful voice in advancing the traditional values of collecting,
conserving, documenting, researching and educating which remain the bedrock
of museum practice the world over. But today, museums are doing so much
more.
Museums have discovered ways to add significant value to their traditional
roles through creative programmes, which realise the potential of their
knowledge and skill to reach out to alienated and vulnerable groups in their
communities, to promote intercultural dialogue, to provide experiential learning
for those who have missed out on conventional education or to create
programmes that tap into the benefits of culture.
Museums have embraced all of this and more without forgetting their
responsibilities to their traditional duties and audiences, and to schools and
learning” (p. 5).

The strategy does not list anything concrete on how to increase the quality of educational activities or their design
processes. But it is a guide towards increased professionalism of all parts of the museum sector, through publications,
conferences, and other projects. Specific mentions are made about trainings, study visits and general exchange
between museums.

Running a Museum: A Practical Handbook
The handbook consists of 12 individual chapters on how to run a museum in general. It covers ethical considerations,
curation, people management, marketing, and more. Of relevance for our review are mainly the chapters that cover
design of exhibitions (Herreman, pp. 91-104), care for the visitor (Woollard, pp. 105-118), and education programmes
(Brüninghaus-Knubel, pp. 119-132).
In general, the handbook stresses that the planning, designing and producing of a museum, and all its parts – including
educational services – is teamwork that requires a number of activities or processes that run simultaneously and
sometimes loop back and forth. A key question when designing exhibitions and educational programmes are what the
museum aims for and what they wish to achieve with their museum. It is an interdisciplinary approach, and a museum
must also consider things like conservation of objects, cleaning of visitor spaces, and choice of building materials.
Any museum has different audiences to accommodate, and the handbook describes how a feedback loop is required to
know one’s audience well. The visitor is not to be viewed as a “consumer” of knowledge, but partners in the process of
learning. This responsibility to the visitor must be fitted in with the overall aims of the institution.

The chapter suggests the following, basic principles for designing educational programmes in museums (p. 124):
1. Start from the knowledge and life experience of the audience
2. Provide opportunities for conversation and discussion that help students to handle new ideas and to develop
reasoned arguments
3. Offer first-hand experiences for the senses and the mind including:

Looking

Describing

Touching

Moving

Drawing

Playing

4. Let the student or other visitor find his/her personal expressions for what they experience
5. Allow the opportunity and time for individual exploration
6. Plan any programme of educational visits carefully, taking into account e.g. the schedule of the local school year, the
season of the year, and the time of day
7. Allow the group time to adjust to the new teaching and learning space in the museum
8. Build into the programme preparation before the visit and the follow-up to the visit
9. Evaluate each visit or organised programme and consider possible changes for the next time.
The report, as a whole, is a kind of textbook for museum staff and leaders, published as an alternative to the shortage of
specialist training programmes which prepare people for the profession of museum education. However, there are many
well-established practices and approaches in the education part of the sector, including interactive methods such as
workshops, role-playing, or tactile interaction with museum objects.

Education Toolkit: Methods and techniques from museums and
heritage education
This toolkit focuses on the choice and application of didactic methods and techniques in the context of museum
education work. As in other fields, the report emphasises that choice of method is contextual and must be based on
content, target group and aims. The development process of an educational programme is outlined simply as Initiation –
Definition – Design – Implementation – Evaluation.
The toolkit also gives a few general tips with relevance to the design process, such as: combining techniques and
methods; incorporating different perspectives; pre-testing; and taking the diversity of the group into consideration.
Furthermore, the need for evaluation of the performance of the programme over time is pointed out, which can be aided
by asking whether the programme is still challenging and fresh on its 100th run. Also, keeping in mind the educators;
will they be as motivated running the programme after many iterations?
The toolkit lists 18 different methods with a detailed description, of which most require facilitation, attractive visual
materials, good questions for self-reflection, clear and well-organised text when needed, content relevant for the target
group, and good organisation of logistics.
Lastly, the toolkit repeats the importance of asking oneself what the vision of learning is at the museum, and if your
chosen learning format will have the desired learning effect on the audience.

Lifelong learning in European museums, Conclusions of the
European Museum Forum Workshop (2004) Handbook, CoE
This handbook - the result of a Lifelong Museum Learning project in the framework of the Socrates Grundtvig programme
(2004-2006) - focuses on the learning that adult visitors can experience in museums.
The handbook highlights that the museum’s role is widening to now include processes of active engagement, lifelong
learning, social change, and intercultural dialogue, often involving new audiences. A museum is about increasing one’s
skills, knowledge, understanding, values, feelings, attitudes, and capacity to reflect, and effective learning, in such
settings, leads to change, development and the desire to learn more.
In addition, a museum must be inclusive, invite ever wider participation, be proactive with regards to understanding its
audiences, and committing to understanding how people learn - including adults. Relevant characteristics of adults’
learning in museums are useful to keep in mind when designing learning programmes and situations for adults in
museums and galleries. Key characteristics include (pp. 16-17):
Autonomy and self-directed learning, and the possibility to be actively involved;
The accumulated life experiences of an adult to which new learning must be connected;
Goal-orientation. Signposts must be clear and purpose relevant. Better yet when emotions are evoked and engaged
(such as curiosity, anger, wonder, pleasure);
Practicality. Adults often want to focus first on those things that are most useful to them in their work or lives.
Broadly speaking there are four main approaches to learning in museums: instructive or didactic (museum regards itself
as the teacher and visitors as the receptive audience), active or discovery learning (with great use of interactive
learning experiences), constructivist (visitor knowledge is integrated through evaluation and the activity of audience
advocates), and social constructionist (museums are sites in which social, cultural, historical and political knowledge
is constructed and negotiated) (p. 20).
Putting the learner at the centre, and understanding individual learning styles is important, as it informs how a person
goes about the learning process. To create the best possible opportunity for learning to take place, it is important that
the exhibitions and presentations in museums offer ingredients that connect to each kind of learning style. To improve
on this, a museum must monitor how their visitors learn, in addition to keeping track of what their visitors learn. This
form of interaction places museums in the bracket of non-formal education in that it is rarely aligned with a formal,
didactic educational model.
The museum environment plays an important role in promoting understanding, not least in that it can build a unique
experience, rich in cultural and emotional values, and involve the visitor or learner. Furthermore, there is a growing
awareness - also within museums - that the social roles of museums are changing. More learner-centred approaches
mean that museum staff need additional training. Museum educators, in particular, need to keep improving on how to
focus on learners, activities, partnership, equal opportunities and empowerment, and research and development.

Old questions, New answers: Quality criteria for museum education
A few of the chapters in this report emphasise the importance of education as part of a museum’s operations, more
than how education or learning experiences are designed. Hein (pp. 9-18) points out that the current trend of museums
is for them to be visitor centred, not object centred, with the experience of the visitor the dominant emphasis. He
further argues that museum education should not be simply about passing on knowledge, but rather to practice
“progressive” education, which means working to improve society. An understanding among museum educators of
educational theory and practice as well as the museum’s moral purpose or political aim is required for this to be
effective. Gesché-Koning (pp. 43-48) elaborates on the role of the museum educator, pointing out that they are to be
eye-openers of their audiences, stimulating critical reflection.
A text from CECA-Brazil (pp. 64-72) holds that museum education is non-formal in nature and that it, therefore, must be
designed through dialogue with the different target groups or audiences of the museum. Educators must also familiarise
themselves with the different ways in which their audiences learn, whether visually, by hearing, tactile, taste, smell, or
other. The point of the learning experience is that it circulates around meaning to people’s lives. To achieve such a goal,
the design process must take into account the characteristics of the audience, such as culture and motivation to visit.

Best practice 8: A tool to improve museum education
internationally
This booklet describes 10 innovative, good practices from museums worldwide, compiled through research of the
members of ICOM CECA. We found the cases of Rijksmuseum Teekenschool, the National Museum of Singapore, and the
National Palace Museum of Taiwan to be particularly relevant for our study.
Rijksmuseum’s "Learning to see by doing" was developed over a 5-year period through dialogue with the audience. A
variety of programmes were offered to pupils, students, teachers, and families, including a two-hour immersive theatre
experience. Input collected in a survey led the institution to the development of a more connected programme concept,
put together by the most requested parts of existing education and the expectations of the visitors. The main
conclusion was that people wanted to search by themselves, ask a guide upon need, or use some educational tool to
explore the exhibition. At the same time, it became clear that the common thread was to learn to see actively by doing
an activity.
In Singapore, the museum combined elements of both facilitated and self-facilitated approaches to form the concept
Artefactually Speaking. Students were issued a passport to help them autonomously explore the galleries of
Singaporean history. The passport would help them identify artefacts they were curious about, and they could then
approach museum educators at will to get additional stories or ask questions. This helped them relate artefacts to
contemporary issues and thereby invited them to think about topics such as a sense of belonging, connections and
national identity.

Science

Technology

Engineering

Arts

Mathematics

The Magic STEAM Train Project in Taiwan was an educational outreach initiative to engage primary and secondary school
pupils. The museum was combined with a tour bus reaching out across the country for STEAM learning (Science,
Technology, Engineering, the Arts and Mathematics). The learning yielded for the museum by this experience improved
their interdisciplinary digital projects, including digital interactive installations, multimedia exhibitions, e-learning, and
digital educational programmes. Lessons learned included the benefits of combining scientific and humanistic
disciplines, and the new possibilities it gives museums. Also, the outreach element of the project shed new light on how
and why to create interactive education that combined a physical classroom with virtual learning, such as data link
between museum and schools, and sharing educational resources through online cloud platforms.

Museum education with digital technologies: participation and
lifelong learning

This paper by RICHES (Renewal, Innovation and Change: Heritage and European Society) explores various questions
related to digital technologies, cultural heritage, museum learning and learning frameworks, as well as the role of the
museum in a lifelong learning society.
More and more content has become available online on museum websites and other platforms. To increase cultural
participation and learning, various paths have been tried, including co-creation, allowing social tagging of online
collections, or communal work with volunteers who transcribe archival materials for digital publishing projects. This has
also proven to be inclusive and accessible forms of learning also for disabled people through digital applications tailored
to their needs.
The paper holds that digital strategies should be a part of a museum’s mission to enrich education and engage
audiences. But one must be careful to develop frameworks that shape a coherent and sustainable pedagogy for digital
learning. This goes hand in hand with a functioning framework for measuring and evaluating the outcomes of learning
with digital technologies, all of which is required to increase the recognition of museums as places of lifelong learning.

ICOM Education 28: Cultural Action
This paper contains a case description of how a museum in Denmark facilitated transformative processes for citizens
and positioned itself as a fundamental institution for the development of democracy.
The project "Young Voices Unheard", implemented by the Workers Museum, was centred on young people´s place in
democracy today and how the museum can contribute to raising the democratic self-confidence of young people living in
Denmark. The idea was to transform a museum into an educational institution by using learning theories as the
foundation for design processes for exhibitions and public programmes. In developing the programme they emphasised
the value of learning partnerships and co-creation with individuals and organisations, making sure that as many as
possible felt ownership. They thereby built an audience through the design process. The evaluation of the programme
revealed that the process was well-received, with an increased number of new young people visiting the museum and
changing their attitudes towards participation and democracy.

Website of Museums + Heritage Advisor
This website is a portal of case studies, features, commentary, and news about trends, projects and innovations in the
museum sector. For our project, we found these two articles to be of particular relevance:
Exhibition Design in Museums: collaborating with the public to create more meaningful experiences (Adrian Murphy,
1.9.2017)
Education in Museums: creating a learning culture through participation and outreach (Adrian Murphy, 7.11.2017)
In short summary, the articles argue that education and learning in museums and galleries are becoming more important
in connecting communities, providing additional inspiration to both children and adults, and fostering a culture of
participation. By also responding to societal challenges such as health, well-being, and immigration, museums provide
opportunities for the more isolated, vulnerable and marginalised members of society.
More and more museums are now consulting the public before they decide on the tangibles of an exhibition, denoting the
clear shift towards a visitor-centred approach. There is a consensus that all exhibition design roads should lead to an
enhanced visitor experience. Inclusion is a part of that, impacting the whole design process in itself.
Concrete examples include:
The National Museum of Computing in Bletchley, which runs a series of relaxed openings for children with autism
spectrum disorder;
The Workers Museum in Copenhagen where they have worked with refugees and immigrants;
Turner Contemporary in Margate where they have worked with adults with mental health issues;
Helsinki City Museum’s permanent exhibition “Helsinki Bites”, which was shaped by public consultation;
The Postal Museum and Mail Rail in London where the onus is on connecting visitors through stories;
The Museum of Making in Derby which has used human-centred design to transform an old factory into a space for
innovation and creation.
For all these projects there is a new vision of what civic institutions can achieve, and a view of design as cooperation
and collaboration. This way of approaching the development of a museum has a political dimension: It provides
recognition of the civic responsibility of museums to engage and make their resources meaningful, highlighting that they
only make sense if made by the input of local people; and it shows the role of museums in telling us something about
our shared history, engaging us and binding us together.

CONCLUSIONS
Our review underlines that museums are places of learning with very high potential. The recognition of this potential is
increasing for all audiences. This is not lost on the museum sector itself, as it is showing will, capacity, and openness
to take on board input from other institutions, fields, and their audiences themselves, with evaluation and feedback
loops being a frequently used mechanism. This applies also to the design of learning experiences, to which a lot of
attention is already given within the sector itself.
Although there is no mention of the specific concept ‘learning experience design’ as such, many of the central features
of this approach are already present in the museum sector, not least through the basic principles for designing
educational programmes, as listed in Running a Museum: A Practical Handbook. There is a keen awareness of the need
for a learner-centred approach in museums, with many institutions striving towards ever-more active engagement of
their audiences, more interaction, and dialogue both before and after taking part in either exhibition or other learning
programmes of a museum.

The field is demonstrably far from static, with more digital platforms being implemented, and community outreach
programmes being tested. Generally speaking, there seems to be growing confidence in museums themselves regarding
their societal role and responsibility; That they are uniquely placed to improve society in a different way than schools or
youth centres. The design processes referred to in our review underscore and reflect that connection to the community,
and the roots that a museum both guards and challenges.
The sector challenges itself to increase the professionalism and competence in all parts, including museum educators,
not least to be better able to accommodate different learning styles of different audiences. Training of staff is identified
specifically as one useful means towards that end. Given the objectives of our project, the conceptualisation of ‘learning
experience design’ and our focus on the design process as conducted by educational staff, we find that our connection
with the museum sector is highly relevant.
The concept of LXD is not mentioned specifically anywhere. But some of the key elements of this approach to design
thinking of learning experiences are already in place in the museum sector, including the important feedback loop and
testing of learning practices. Many museums are a bit different from other learning arenas in that they often have
physical objects that require professional conservation and curation. In one sense, this could be limiting for their use in
a learning practice, or at least for the way museums tend to think about learning and education. Practices similar to LXD
are a part of museum design as it is. But LXD still offers a complementary approach to the design of learning or
educational programmes museums can offer as a supplement to their exhibitions, especially to groups.

2.5 Part conclusions
To recap learning experience design; It is the process we go through to create a sequence of actions which support
someone – the learner – to learn something effectively.
All in all, our review does not reveal LXD to be known, as such, in the three sectors of education and learning on our list.
However, we find that the primary elements of learning experience design – the crux of it if you will – are present in all
three sectors.
There is an overwhelming keenness among planners and practitioners alike to ensure that the learners are active
throughout the entire learning process, whatever it may be. Even on the part of museums, the trend is that visitors are
considered to be learners, not simply consumers of a visit. The content should be holistic, with value-based questions
and conundrums given more weight than the more knowledge acquisition-based regimes of the past. This also knits in
well with the autonomy all three sectors, at least on paper, strive to afford the learner, holding that the learners are
encouraged to search for information and answers by themselves according to their own learning styles.
Learning, and the development of a learning experience, is a collective effort. We see an intention in all three sectors to
truly involve not only the learner, but the context from which the learner comes, meaning the whole community. The
strategies of all three sectors are keeping track of the same development of assessment and evaluation. Teachers and
other educators are to be encouraged to self-reflect upon their own role and performances. And the importance of a
feedback loop from the learners of any learning experience is stressed, as one should never settle for the unchanging
functioning of any given learning experience for all learners.
Considering the dynamism of various landscapes of learning, we can easily imagine the need for any type of educator to
keep developing and learning themselves. For teachers or youth workers to be semi-regularly involved in competence
boosting training courses or classes, is something we would expect. But we are intrigued to find that this is an area of
focus also for museum educators, namely training of educational museum staff. We find this goes hand in hand with the
focus on evidence-based research linked to impact of learning.
Lastly, and perhaps more centrally, the three sectors are committed to understanding how people learn. Key terms that
feature regularly include evoking emotions, hands-on learning approaches, and innovative, pedagogical methodologies
and programmes. All sectors are also in agreement that ICT tools have a potentially high degree of usefulness, but that
they are exactly that, tools, not goals in their own end.
We find a high level of care and responsibility in all three sectors with regards to that and how the students, visitors, or
young people learn something constructive and useful. While the term learning experience design not featuring as such,
there is a demonstrable degree of similar thought inherent in practices and strategies for museums, schools,
universities, and youth organisations alike.

3.1 The use of LXD in 3 fields – Viewed by practitioners
We have looked at learning experience design and how it has developed, and which elements are included in learning
experience design. Drawing on this background we have reviewed a variety of strategy- or other guiding documents and
reports from 3 different sectors of education. We now turn to our own inquiry of educators from the same 3 sectors
within our networks in Europe, to gauge what the ruling understanding is of learning experience design, and understand
which challenges people have connected to it.

3.2 The survey
We designed a survey which would help us collect information about how education professionals from different fields
design learning experiences. We collected nominal data about gender, profession, age, most frequent place of
educational implementation. And then we collected scale-data of what extent our respondents consider various
elements connected to learning experience design, such as the learner’s learning preferences, and the place and
environment of learning. Furthermore, we got more in depth on challenges, solutions, methods and tools our
respondents encounter when designing learning experiences.
The questions were selected and formulated to help us cross-check and analyse across a width of educational
experience to garner insight into the following research questions:
1. Which tools and approaches educators utilise when designing learning experiences, and which challenges do they
face in this process?
2. How can learning experience design help educators towards designing better learning experiences?
The survey was distributed to a targeted audience, consisting of people the project group knew to work within the
various strands of education. We were looking for a varied sample of respondents, covering formal and non-formal
education, and people working in schools, universities, museums, organisations, youth centres, and freelancers.
Our survey yielded 80 complete responses, with respondents from 17 different countries. The majority of responses
were from people living in Portugal (32,5%), Spain (21,25%) and Norway (16,25%). 27 of our respondents identified as
male, 51 as female, and 2 as other.
We further collected information about the age profiles of the respondents, as shown in Table 1, and were also asked to
select which profession they felt most connected with, and allowed for multiple selection. Table 2 shows the full
spread.
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Table 1: Age bracket
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Table 2: Professions

There were many more professions given by the respondents, but Table 2 contains the only professions that had more
than 2 selections in total.
Lastly, we asked our respondents how many years of experience they had in working with young people, and how many
years experience they had in designing learning experiences. The results show that we have a generally very experienced
sample group in our data set, as shown in Table 3.
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3.3 Collected data and analysis
Regularity of design
We asked how regularly our respondents design learning experiences, with the alternatives being ‘Daily’, ‘Weekly’,
‘Monthly’, or the undefined ‘Other’.
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Figure 1: How regularly do you design learning experiences?
(Gender)
Figure 1 shows that few respondents design learning experiences either weekly or daily, overall. Only 8,75% of
respondents design on a daily basis. However, teachers design learning experiences daily with the highest regularity, at
26,1%, as shown in Figure 2.
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Figure 2: How regularly do you design learning experiences?
(Profession)
The option ‘Monthly’ being the most frequently selected for most professions. However many have also selected ‘Other’,
perhaps implying that many design at less frequent intervals than monthly. The professions ‘Youth Worker’, ‘Trainer’, and
‘Educator’ all have a higher selection rate for ‘Other’ than the average of our sample, and thus significantly higher than
the more formal educational professions, ‘Teacher’ and ‘Lecturer’. It is likely that these non-formal educational
professions are more project-oriented.

How our respondents design learning experiences
We also asked our respondents to select how often they either design learning experiences from scratch, adapt
methods to fit their purpose, or use methods without making any significant changes.
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Here, there is a gender division, as Figures 3.1-3.3 reveal. Female respondents design from scratch more frequently,
with one third selecting ‘Most of the time’, and 40% opting for ‘Often’. This compares to 14,8% and 22,2%, respectively,
for male respondents for the same two frequencies of designing from scratch.
Teachers design from scratch less regularly than other professions, but have the highest rate of adapting methods, with
26,1% selecting either ‘Often’ or ‘Most of the time’, as shown in Figures 4.1-4.3. The data also shows that all
professions generally adapt methods more frequently than they design from scratch.
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There is a trend towards the less experienced respondents being less rigorous in their approach, with more respondents
using methods without making significant changes more frequently. However, as our sample size, for the most part, has
many years of experience, both working with young people and designing learning experiences, this trend is weak.
All in all, the data set indicates that there is a high degree of consciousness around the need to contextualise learning
experiences, by either creating methods from scratch or adapting them to fit their purposes. It seems to support our
main assumption of the project, namely that LXD, or at least design thinking, is a potential useful approach for all types
of professions involved with education.
Going more into concrete descriptions respondents have given on how they design learning experiences, we found that
nearly half (31 out of 80) have an incomplete understanding of the meaning of “designing a learning experience”. They
have described it more as imagining activities interesting for learners, using creative methods and tools, or simply
mentioned the steps of any activity implementation. These responses particularly lack the learners’ centred approach
and the consistency of the steps that constitute the design of the learning experience.
Among the 49 respondents that have some familiarity with LXD, the first steps are quite similar: The identification of
learners’ needs and the definition of desired learning outcomes. The environment in which the learning experience will
take place is mentioned by a small minority (less than 10% - all from the non-formal education sector). Some others are
talking generically about checking resources. Many also leave out any mention of exploring the learners’ characteristics
– meaning the diversity of the group they are designing for, with descriptions of the steps taken being quite generic.

One example that characterises this is this response from a female educator who is experienced working with young
people, but with relatively little experience designing learning experiences:
R14: Thinking about the main goal, trying to know the group and its energy/main features/age, thinking about
available time and materials, creative and practical options, participation possibilities, variety of options, welcome
and leaving moments besides main activities.
Or this, from a very experienced, male teacher who designs from scratch regularly:
R33: First, check learning goals and thematic; Second, sketch intentions and expected outcomes; Third, research
and recall the methods I used or experienced and the subjects I want to teach (produced knowledge on the
subjects); Fourth, design the session in topics and leave some space for "improvisation", often using the Kolb model
and other times using a simple grid or just topics on my paper notebook.
As mentioned above, we find that those working most directly in non-formal education, such as youth work trainers
generally have a more direct focus on the learning space. One case if this quite experienced female trainer, who covers
all the main steps of learning experience design:
R53: I take into account the number of participants, topic, time, any other relevant information. Then I consider the
venue, goals and methods, tools to be used. I imagine a few scenarios and then I make a visual outline of the program. I
try to imagine how they will feel, think, behave, react throughout the program. Whenever I have an opportunity I ask for a
sanity check from someone close to me to validate my ideas and settings. If I have a lot of time I create a persona and
imagine their journey throughout my program. I try to arrange activities to suit more than one learning preference or
intelligence type so that people feel connected, involved.
All in all, well over half the respondents are considering some or many of the steps of learning experience design. But in
most cases, some important aspects are missing, compromising the learner-centredness of the approach. We find that
there is a higher likelihood of missing these steps among those working in formal education than other fields. We are
left with 32 of the 80 respondents who have covered just about all the steps of learning experience design, as the
project group understands and applies it.
Some of the narrative responses allude to tools used when designing learning experiences, however mostly implied.
When asking our respondents which tools they typically use when designing learning experiences, we see that the
unspecific ‘Pen and paper’ and ‘Computer’ dominate, selected by, respectively, 75% and 76,3% of the respondents. It
needs to be noted that we predefined a selection of alternatives for potential tools, based on our own experience. This
closed question was open for multiple selection. In addition there was a later question in which respondents could
elaborate on the tools they tend to use.
The closed question, which is developed in Figures 5, shows that many more male respondents have selected ‘No
specific tool’ (29,6%) than female respondents (5,9%). ‘Session outlines’ are also far more frequently used by trainers
than any of the other professions, with more than 70% of those identifying as trainers having selected this alternative.

Figure 5.1: Which tools do you
typically use? (Gender)

Figure 5.2: Which tools do you
typically use? (Profession))
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Awareness of the space around the learning experience
The setting of a learning experience matters. Our respondents have overwhelmingly replied that they consider the
setting, or environment, in which a learning experience is taking place. Almost 88% of our respondents consider this to
an extent of 4 or 5 out of a maximum 5, as Figure 6 shows. Teachers pay the least amount of attention to it among the
professions listed, perhaps a reflection of their primary learning setting being more static than for the other professions
our survey pinpoints in the educational field.
Female respondents demonstrate a much higher awareness of the environment of the learning experience than male
respondents do. 66,7% of female respondents have selected 5, with a further 23,5% having selected 4. The
corresponding rates for male respondents is 44,4% and 37%, respectively.
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Figure 6- Do you take into account the environment of
the learning experience? (Profession and Gender)
Despite these high response rates for all professions and genders, only 6 respondents out of the total 80 explicitly
mentioned environment or learning space when describing the steps they typically take when designing learning
experiences. However, we also asked how our respondents prepare and organise the environment in which the learning
experiences is to take place, if they at all take it into account. 13 have not left any comment, 26 have given very general
answers without much detailed information, with the remaining 41 respondents outlining with some specificity how
they take the environment into account.
This very experienced, female museum educator describes an awareness of the specifics of the institution, practical
arrangements and content, as well as how the environment of the experience could impact the learners:
R12: Planning: Practical considerations (the number of chairs, size of the room, weather conditions), an assessment of
the impact of museum objects and themes on display with consideration to type of group (e.g. children, adults, minority
groups, students with special needs etc). Prepare by getting to know my audience, the group, close dialogue with the
teacher, look at evaluations and feedback and make necessary changes.
This input from a female youth worker pays close attention to the sensory encounter of a learning environment on a
participant:
R76: While trying to prepare the environment I always think about the 5 human senses and look at each activity in a
holistic way. Make the place comfortable, inviting, put some music (make a playlist), check the lighting, the smells,
and prepare it according to the activity, its methods and goals.
Knowing that teachers pay the least amount of attention to the learning environment, among the main professions in
our sample of respondents (see Figure 5), the narrative descriptions reveal a bit more about this profession group’s
typical interaction and awareness of their learning environment. The classroom is, naturally, the most common learning
environment for a teacher, which the responses reveal.
R29: I usually do this kind of thing in a classroom, at the school. So I have to take it into account. Usually students
work in groups.
R39: My classroom is always organised... I always teach in the same space. Sometimes, I go outside

But there are variations also here:
R36: I usually work in my classroom, so I know what we can do and how much space we have there for group or lab
work. However, starting from last year, we also had lessons in the forest where I had to plan extra time to get there,
and to talk about instructions and safety.
R42: Once decided the optimal environment, I contact the institution, the neighborhood, the association, etc. and
propose the learning experience (it must be feasible).
Learning experiences take place in a variety of places and settings. Looking deeper into the main categories of
professions that were predominant among our respondents, we found that there were five primary places or settings
utilised; ‘Outdoors’, ‘Classroom’, ‘Museum/Learning Centre’, ‘Training Room’, and ‘Youth Centre’. For this question,
portrayed in Figure 7, multiple selection was possible, meaning that each respondent could select more than one place
or setting.

Figure 7 - In which places or settings does your learning
experiences take place? (Profession)
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‘Outdoors’ and ‘Classroom’ have a selection rate of more than 50%. But we see that nearly all trainers (92,9%) make
use of training rooms, but that other settings also are much used, such as the outdoors (55,6%). All lecturers have
selected ‘Classroom’ as one of their places to implement learning, whereas teachers have a 78,3% score for
‘Classroom’. The same two professions have a high incidence of ‘Outdoors’, at 63,6% and 56,5%, respectively. We also
see that youth workers do not conduct their learning experiences in youth centres as often as one might think, with only
48% of them selecting this place or setting.
While it is easy to think of a fixed place or environment, such as a classroom, as a limiting factor for a learning
experience, there are many factors mentioned that contribute towards making all learning environments pull their
weight when it comes to making the whole better. In the end, there are many other things that require consideration
besides the physical space. In that regard, we find this response by a very experienced, male youth work trainer to be
pertinent:
R56: Setting is important but most important is the "context". For me "context" means a mix between environment,
people and settings. Finding the right mix is also possible in environments that are not properly suitable. But it is not
the environment alone that creates the possibility of creating a good learning environment.

Group size
Learning experiences can be had individually or in groups of different sizes and compositions. People in the education
field encounter various group sizes, so our respondents could select multiple options when answering the question of
how many learners typically featured in their learning experiences. Most commonly, our respondents work with ‘Big
groups’, meaning 16-30 people.

Figure 8: How big are your groups? (Profession)
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Among all professions, more than half have also selected medium groups, where lecturers is the only profession of
which a high rate of the respondents design for very big groups (more than 30 people), with 45% selecting this group
size. For small groups, the non-formal professions of trainer and youth worker have a response rate of more than 50% far more than all the other professions.

Learning goals or objectives
We asked our respondents what are the most typical goals or objectives of the learning experiences they design. We
predefined a few much-used objectives for educational sessions and programmes, and allowed for multiple selection
also here. Our set of proposed objectives were: ‘Skill improvement’, ‘Knowledge development’, ‘Awareness raising’,
‘Value- or attitude related’, and ‘Facilitate understanding’.
The data shows that youth workers, trainers and the more undefined profession educators all have awareness raising as
their most typical objective for their learning experiences. Teachers and lecturers uphold knowledge development as
their most typical objective. Teachers give less importance to value- and attitude related goals, and awareness raising,
which have the two lowest percentages of any correlation for this question, at 47,8% and 52,2%, respectively.

Figure 9: What are the most typical objectives? (Profession)
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Respondents of all professions have clear goals or objectives in mind when they design learning experiences. Figure 10
shows that 53,75% of the respondents have selected 5/5 when asked to which extent they define goals or objectives
when designing learning experiences. 35% have selected 4/5. Female respondents pay closer attention to this than
male respondents, with 64,7% selecting 5/5, compared to 33,3% among male respondents.

Figure 10: To what extent do you de ne learning goals or objectives?
(Gender and Profession)
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As for how our respondents define the goals or objectives of their learning experiences, there are some that are fairly
general, though depending largely on the work context. Examples from educators included:
R12: The objectives of the learning experience should have a clear divide between knowledge, skills, experience and
competency outcome. The students must always be aware of what the objectives of the learning experience are.
R14: The impact that we intend to create or the stipulated goal of the project.

And from teachers:
R22: Based on the learning outcomes of the curriculum.
R27: I start from a pre-determined approach (syllabus) and after some formal assessment(tests) I get a more clear
picture which aspects I should focus more on.
And from trainers and youth workers:
R56: It depends on the setting. "Goal" is not so important in my opinion, the most important thing is to ease a new
perspective. Important is to give a tool to the person who undergoes the evaluation and who is aware that there is
something different, a change.
R57: Try to make them as specific as possible while - at the same time- leaving room for the unexpected to result!
R66: I try to have a general aim or objective and several specific objectives. I try to use "smart" objectives.
R75: I normally think of the possibilities the learning experience potentially brings. So, what do I think is possible to
reach through the experience. It becomes like a list of possibilities, which not all will be reached. I for sure leave the
space for some added value learning results that were not on my list.
There is a lot of variety for all professions. All professions also reveal that it is not uncommon - although not entirely
common either - to give emphasis to the personal contact with the learners and their feedback also when defining or
updating learning goals.

Assessment
Designing a learning experience necessitates keeping an eye on who one’s learners are, and what their learning
preferences, styles, or needs are. Our respondents, overall, pay close attention to this, with 88,75% rating their extent
to either 4 or 5 out of a maximum 5, as shown in Figure 11. There is no discernible pattern by the age of our
respondents, but we do see that female respondents have a significantly higher rate of 5/5 than male respondents, with
49% selecting this option, compared with 30% for their male counterparts.
Among professions, teachers have a flatter curve than most other professions, with nearly one in five selecting 3 and
less than 40% selecting 5. While we might think that the non-formal professions of trainers and youth workers pay very
keen attention to the learning needs of their participants, these two professions have such relatively low rates of 5/5,
comparable to that of teachers.
For years of experience, both for working with young people as well as experience in designing learning experiences,
there is a trend towards the more experienced taking learning needs more into account.

Figure 11: To what extent do you take into account the learners’
learning needs? (Gender and Profession)
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With regards to learning needs and how to assess these, we asked respondents to explain in their own words how they
go about this. This showed some key differences in how the various main types of education professions go about
assessing the learning needs of their learners, as well as concrete, descriptive steps they conduct in order to assess
learning needs.
Most educators mentioned aspects that were connected to the context, purpose, curriculum (school plan), and the
group itself, with examples including:
R7: Again here it depends on the context and purpose. When it is an analysis of practices, definitely learning needs
are assessed in a collective way, where all participants can reflect and share their learning needs, in order to find
common needs.
R15: Considering the context of the reunion, studying the social and age context of the group.
Among other important ways to assess, we notice that prior experience and participatory approach are highlighted:
R19: If I have the time and the opportunity I will work with a smaller group of youth as I develop the activities.
Mostly, however, I use the knowledge I've acquired through many years of working with youth.
Adding to the participatory approach to assessment, 3 respondents mentioned how it is important to cooperate or have
a dialogue with other teachers that are involved with the same group:
R11: Ask their teachers or leaders beforehand. Check on their schooling plans.
When it comes to the specific method for assessment, desk research was mentioned 3 times:
R14: Sometimes I look at other institutions, how do they work with learners. I also look for some information on the
Internet. There are lots of studies that can be useful at my work.
A further 3 respondents highlighted surveys or questionnaires as specific tools used. One respondent mentioned
creating a persona as a useful method which can provide a different look:
R21: Another thing is to take a closer look at the roles, age, profession, interests- creating a persona.
Our teacher respondents have a largely different preference than the educator respondents. Teachers have focused more
on the methods and tools than the approaches. This includes self-assessment, surveys, evaluation, quizzes, and
observation were among the tools mentioned. However, looking at the explanations of methods shows that a very
common step is to ask learners directly about their learning needs:
R34: I work with classes during one or two semesters, thus, I assess the learning needs after a first conversation in
big group and then during each weekly session.
R44: I talk to them and observe their behaviour.
R37: While working with them for a longer time, I generally notice if someone needs more time or learns better
visually, or while working in groups etc. I take that into consideration while planning future lessons.
As we have seen before, getting to know one’s students is held up as a key way forward:
R48: When you know the learners, then it is from the experiences with the group that you know that. If not, I try
various things - different tasks, surveys, self-assessments.
R37: As I get to work with the same students for a whole academic year, it usually take me up to a month to get to
know them and their learning needs.
A general tendency that can be seen from the ‘Teacher’ respondents is the focus on interactive ways of assessment
with the advantage when holding groups for a long term. This group mentioned more technical tools from research
methodologies as secondary options:
R48: When you know the learners, then it is from the experiences with the group that you know that. If not, I try
various things - different tasks, surveys, self-assessments.
The trainers focused heavily on tools of assessment which are based on research methodologies, such as
questionnaires (often included in application forms for training courses), interviews, and surveys:
R56: Interviews.
R59: Previously through application form. In the beginning through activities to identify the needs.
This group of respondents have responded with a tendency to share all options they knew without describing in much
depth. That means we cannot conclude in any way which tool trainers find most useful. However, context is mentioned
by this group too as being crucial to consider:
R57: It depends on the setting. If the context allows you to use tools, paper, devices or other I use them other
elements I leave space for an oral evaluation which is then taken up again from a more formal moment.

The interactive way of assessment that “asking learners directly” constituted was mentioned several times. However,
no strong trend shows, and it looks as if a mix and match approach is the common way to go for trainers.
Among youth workers we find, in many ways, a kind of synthesis of learning points gathered from the above described
groups. Many youth workers double up as either trainers for short-term projects or educators as longer-term
engagements. It is therefore not surprising that the responses from this group presents something of a mix of the above
groups. One intriguing point is that youth workers have also picked up on the relevance of cooperating with different
stakeholders when assessing learning needs:
R70: Asking previously to the institutions where the target groups came from or through inscription forms.
R80: I ask questions and try to have as much info as possible before hand, not only from the learners but also from
other stakeholders (teachers, parents, friends), it is also very good to have an overview of the bigger context in
which the learners live and grow.
However, also youth workers largely listed questionnaires (or similar information garnered from application forms) as
frequently used tools:
R68: Normally, we include this question in the application form for participation, if not then we send separate forms
to be filled by learners or during the first day of the event we gather those needs and adjust agenda.
R78: Before the project some questions to the group and in the first day activities for this assessment.
One particular note connected to the importance of context and target group for youth workers came from an individual
working in a museum:
R75: In the museums case, the parents (normally are very young people enrolled in these activities) have to enrol in
a form where they are asked about specific needs of the kid/ youngsters (e.g.: dyslexia, autism, disabilities).

This sentiment demonstrates the importance of acknowledging that in order to truly understand real life learning needs,
the education professional needs to be aware of special needs or different abilities the learners have.
Looking for more general trends or tendencies, regardless of profession category, we should keep in mind first that
45,8% of respondents said they always perform assessment, 36,1% said they do it often, and 18,1% said they do it
sometimes.
According to our respondents, there are two primary tendencies regarding how to assess:
1. Taking care of the proper context
2. Using your prior experience
By context we popularly mean everything around the learning experience, but the actual learning experience itself. This
could include the purpose context, meaning, for example, if the learning experience is a one-off session or part of a more
extensive cycle. And group context entails understanding the uniqueness of the group of learners, both individually and
as a group, including their different abilities, background, and previous experience. Group context also includes the group
dynamics that comes up when these people come together as a whole.
Since there is no specific way of figuring out the context besides recognising elements connected to the learning, prior
experience becomes all the more important:
R12: If there is not time to do this, I work from previous experiences with the same age group and type of group to
try to assess what their learning needs might be.
Any education professional gains more experience by practicing, and thereby also potentially recognises different
learning needs more easily. Learning to observe similarities between different participants supports the creation of
patterns of types of learners. This could prove beneficial as you would be able to customise a learning experience faster.
But there is also the risk that relying too heavily on prior experience fails to put the actual learner of the current
situation in the centre.
Our respondents have mentioned a variety of means to assess their learners’ learning needs. The most frequently
mentioned were ‘Methods’ and ‘Tools’. Among the tools mentioned we find interviews, observations, desk research,
surveys or questionnaires, evaluation forms, and more. Surveys and questionnaires are the most mentioned tools.
Among the responses that focus on what surveys or questionnaires can provide:
R37: My students fill out a survey that has questions like "How do you like to learn?", "Describe one time when you
had fun while learning".
R79: The participants answer some questions in advance, related to their learning needs within the topic.

Assessment is complex, and there are many views on how to go about conducting it. Our respondents highlight that
information can be gathered from different sources, as different stakeholders or contacts can have different pieces of
information about your learners. For example, for longer-term learning settings like schools, there are previous teachers
who know the pupil from former classroom settings, parents who know the pupil (their child) privately, friends or
classmates, current teachers, as well as the pupil him- or herself, to mention a few.

We can see that those of our respondents who work in long-term learning give extra importance to the complexities of
assessment and use all the background information they can get:
R11: Ask their teachers or leaders beforehand. Check on their schooling plans.
R13: In dialogue with teachers, group leaders, and audience.
R38: We're always in touch with teachers and professionals of education to know the changes and what is going on
in the classrooms.
For those of our respondents who work primarily with shorter-term learning experiences like training courses, key
stakeholders for assessment of learning needs include hosts of a learning activity, the facilitating trainers, affiliated
organisations or other supporting structures of the participant, and the participant him- or herself.
Acknowledging the different roles different stakeholders can play in this part, our respondents point out the following
points:
R81: Asking to the organizer evaluating the information.
R79: If they have not applied, and I act as a hired trainer to do some short trainings, I am in contact with the contact
person that might know some more in advance.
R50: Depends on what I can find out and what I am told!
Having compiled a lot of data on various aspects of our respondents’ practices, as well as connected elements, we now
turn our focus towards what could help people better and more conscious designers of learning experiences.

Challenges and how to overcome them
The stand-out challenge our respondents have selected from our predefined list is ‘Lack of time’, with 67,5% of
respondents selecting this as one of their typical challenges. It is worth noting that lack of time has a diminishing trend
- although quite weak - for increasing age. Relatively few respondents have selected ‘Lack of creativity’ as a challenge,
with only 21,25% of respondents selecting this alternative. ‘Lack of support’ is most notable among quite young
respondents, aged 26-35 years of age, with 42,9% of respondents in that age group having selected this alternative.
A significantly higher percentage of male respondents then female have selected ‘Lack of structure’ as a challenge, with
33,3% compared to 17,7%. Whereas many more female respondents have selected ‘Lack of ideal conditions’ than male
(43,1% compared to 22,2%). Only one teacher (4,4%) selected ‘Lack of skills’ as a challenge, with ‘Lack of time’ being
by far the most frequently selected challenge for teachers, as it is for all professions. Lecturers, however, have a high
rate also for ‘Lack of ideal conditions’, with 63,6%.

Figure 12.1: What are the biggest challenges or dif culties? (Gender)
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Figure 12.2: What are the biggest challenges or dif culties?
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To face these challenges one of the most frequent indicated solutions (46,25%) is to keep a positive attitude, being
flexible and creative in order to cope with the situation and find ways for overcoming constraints. Many respondents
(43,75%) cite cooperation with colleagues or peers for support or feedback as a way of finding new ways. For example
this very experienced, male teacher:
R33: Using creativity, empowering resources, finding colleagues who are willing to work together.
Or this similarly experienced, female youth work trainer:
R5: Consult with other colleagues, design the structure that fits for me, ask for support from my colleagues,
encourage myself "not knowing everything", trying out some new things.
Less frequently mentioned solutions include the use of personal resources (17,5%), particularly putting in extra-hours,
or investing in research, training, self-development (16,3%). For example as described by this very experienced, female
teacher:
R27: I ride myself like a mule. It often costs me my personal time. I try to attend online courses, webinars and get
fresh ideas from others in my field.
Somewhat surprisingly, involving the learners as central parts of the solution process was listed by only a few (8,75%),
same as better preparation and design of the learning experience (8,75%).

Overall, the trend is that teachers rely heavily on cooperation and positivity, in addition to putting in more work hours.
Trainers also lean on good cooperation, but in addition place emphasis on good preparations and design of the learning
experience, also meaning that research is part of their tool box. Among educators we find a varied mix of means, with
cooperation with peers being the most common. Youth workers turned out to be the group that had the most concrete
and varied means and tips. Cooperation and feedback from peers were frequently featured also among this group. But
also testing is mentioned, for example by this female youth worker:
R76: I talk with peers, I test the activities first, I prepare it the best possible way, trying to predict some things that
may happen without losing flexibility.
Having such challenges in mind we formulated a selection of tools and approaches we figured could be useful to
address some of the challenges people typically face when designing learning experiences. Our list of predefined
alternatives consisted of ‘Simple instructions step-by-step’, ‘Examples of session outlines’, ‘Online support group’, ‘Easy
access to inspirational content online’, and ‘Practical training course’.
The most selected tool our respondents think could help them design learning experiences are ‘Easy access
inspirational content online’ (66,25%) and ‘Practical training course’ (65%), as shown in Figure 13. For both of these,
though, the rate is decreasing the older the respondents get. Fewer of the older respondents have also selected
‘Examples of session outlines’ than is the case for younger respondents, with age group 26-35 having a 67,9% selection
rate and age group 36-56 having a selection rate of 66,7%. Less than half of our respondents have selected
‘Instructions step by step’ (45%) or ‘Online support group’ (48,75%).

Figure 13: Which tools could help you? (Gender and Profession)
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Female respondents have generally selected more actively among the alternatives provided than male. Male
respondents have a higher percentage than female only for ‘Instructions step by step’ (55,6%), whereas female
respondents have significantly higher rates for all the other five main tools listed. Particularly high is ‘Easy Access
content online’ (78,4%. ‘Practical training course’ scores high among both male and female respondents, with 59,3%
and 68,6%, respectively.
Trainers have the highest selection rate for ‘Practical training course’ (85,2%), although Teachers too have a high rate
(69,6%). Among Lecturers, around half or less have selected any of the five main tools listed. For Youth Workers and
Educators, ‘Easy access content online’ are the most frequently selected, at 72% and 79,3%, respectively.
When asked to identify tools, approaches or strategies that could help in the process of designing learning experiences,
we got 38 suggestions from the respondents. A couple mentioned tutorials, 3 suggested concrete training opportunities
would help, 4 proposed online databases or tool banks, and another 4 mentioned multiple choice or flow templates, or
similar stepwise frameworks. The most frequently suggested means was, in various forms, cooperation and peer
learning among practitioners, such as this from a female educator based in a museum:
P13: I think cooperating in interdisciplinary groups can be inspiring and building some creativity, also over the
internet.

Or this male youth worker suggesting to draw on storytelling to share real life experiences gone well as well as gone
badly:
P79: I would add a circle of stories where people share their own ways in which they have dealt with such
challenges. I love stories because they allow us to see the many layers of such a process which include not only
ideas, but emotions, relational knowledge, improvisations, mistakes, surprises and so on.
And in line with the learner-centredness of learning experience design, this male teacher highlights the importance of
getting to know your learners:
P37: Personally, I feel like the experience is the best tool, so visiting similar places, checking other projects, and
spending a lot of time with the learners. More time you spend with them, your strategies will be better and you will
gain experiences and different tools.
The same sentiment is baked into the suggestion of a guide, or manual, made by a very experienced, female museum
educator:
P12: A guide on how to create an exhibition in museums where education and pedagogy is at the heart of the
process, i.e. a guide that recommends to start with educators and their students' needs and not with researchers.
The suggestions given by the respondents provide a mix of options that would most probably contribute to the challenge
of lacking support and resources - at least content related resources. As for the biggest challenge, which, by some
margin, was a lack of time to design learning experiences, the suggestions made could potentially help make more
educational professionals more proficient, confident, competent and efficient so as to save a bit of the time available.

3.4 Part conclusions
The exact concept of learning experience design is largely an unknown quantity, with a high number of respondents
leaving out learner-centredness – one of the defining elements of LXD – in their answers. Despite this incomplete
understanding of the particular concept, the data shows that there is a high level of consciousness around the need to
contextualise learning experiences. This awareness cuts across the variety of professions within education we have
targeted.
We find some noteworthy differences for different professions, many of which follow a divide according to formal- or
non-formal education. The purpose of a learning experience, for one. In the professions that base themselves more on
non-formal education, such as youth worker or trainer, the most frequent learning objective is awareness raising. Among
the more typical professions within formal education, the dominant learning objective is knowledge development.
The aspect of time spent with one’s learners is also of relevance. Some of the teachers have
noted that they are bound, to a large extent, by what the curriculum defines for a given
subject. On the other hand, though, teachers are often the ones who get to spend the most
time with a given group of learners, thereby getting to modify and adapt approaches, methods
and objectives according to the specific needs of their learners.

The data set brings out a variety of ways of assessing learners’ needs. Observation seems to be the most trusted
approach for teachers and others who work with a group of learners for an extended period. Experience of the
respondent also plays a clear part here. However, the awareness and motivation to get an understanding of one’s
learners learning needs, is clear to see among all identification categories of the survey. Other approaches mentioned
include collective reflection, questionnaires, personas-approach, and quizzes.
The use of learning objectives also varies, with some seeing them as the be-all and do-all. Others view their learning
objectives more loosely as a list of possible opportunities a given learning experience may provide. This latter approach
could also be a response to dynamics that arise during the learning experience, demonstrating adaptation to changing
learning needs as things proceed.
Adaptation is very much a leading way of preparing learning experiences. Very few respondents design their output from
scratch with high regularity. Adapting existing methods and approaches, though, is very common for the entire field of
education. Looking at challenges to LXD, the most frequently selected response is lack of time. Producing a
constructive learning experience takes place within a context, with work settings and other factors playing a role.

While teachers may have more time together with a given group of learners – or pupils – they tend to have less
availability to alter the learning environment than trainers or youth workers. Although there is a high awareness that
learning needs also includes the place, or learning environment, the professions are leaning more towards the learning
spaces that are more traditionally linked with their profession. Though by no means an absolute truth, teachers are
mostly using classrooms, trainers use training rooms, and so forth.
The survey data also points out that experience is a great asset for assessing learners’ learning needs, as well as
designing the actual learning experience. The more you do, the more you know, or become aware of; By no means an
unfair remark with which to conclude. And yet the very same factor – experience – brings with it one potential blind
spot, as found in our survey data. With lots of experience, and particularly when time is limited – as it often is when
preparing a learning experience – we run the risk of resorting to what we already know. This may be neither the most
learner-centred approach, nor the most context-suited way to go.

4.1 Conclusions
We entered into this project with the assumption that learning experience design would be a useful and practical
concept for educators of non-formal education, first and foremost. As part of this research report, we have also looked
at the use of LXD in other fields of the educational field.
To come back to our own simplified working definition:

· Learning Experience Design is the
process of deciding and designing
what experience works better for
someone to learn something.

Neither our desk review nor our survey has revealed a deep knowledge of this exact concept, rather showing it to be a
quite unknown quantity. However, both the desk review and the survey have shown that the type of approach LXD is, is
also very much used by educators in all fields we have looked at. Designing learning experiences in a learner-centred
way, conducting various forms of research to get to know one’s learners, as well as non-chronological steps of
formulating something, testing, and revising.
The review of key guiding documents for the three sectors in our sights, shows a significant awareness of the learner.
This goes for formal education, youth work and museums alike. The learner must be engaged and kept active throughout
the learning experience. To achieve that end, there needs to be a feedback mechanism, building an understanding of the
wishes and needs of the learner. Our survey respondents have listed several concrete methods of collecting such
information in advance. These help uncover also the context the learner comes from, which goes towards incorporating
various ways – and paces – of learning.
We find it encouraging to see that the kinds of documents we have reviewed, frequently bring in the importance of
combining emotions with hands-on learning approaches, and vary the methods and pedagogical methodologies used.
This means they are putting increased emphasis on understanding how people learn, not just what the institution wants
to put across.
It is also tangible that all sectors are encouraging its practitioners to develop their own reflection skills, first and
foremost; To raise the questions of what is their role and how are educators perceived in these roles. This type of
reflection aids the effort of never allowing for a learning experience to get too settled, or too set. All sectors stress that
the field of learning is a dynamic one that changes frequently and swiftly. That something functions today does not
mean it will automatically function tomorrow.
It is with all the data collected and reviewed in this report that we have proceeded to develop the further outputs of the
“Design2Learn”-project, leading to a more practical manual on how to use an LXD approach, as well as the formation of a
Pool of Trainers of LXD

5.1 Annexes
Attachment 1: Survey questions
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