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Abstract

Eleven Canadian public university educators who used OERSs in their teaching practices were
interviewed about their lived experiences with obstacles and affordances encountered when
adopting, modifying, and/or creating OERs. The reflective lifeworld phenomenological approach
was used for data collection and analysis. The results were viewed through self-determination
theory’s regulatory styles. Educators reflected on their experiences with several obstacles
including, lack of time, perceived poor quality of OER textbooks, and difficulties using
Pressbooks to modify and/or create OER textbooks, even though the educators appeared to have
good technology skills. OER affordances included the ability to modify resources, OERs were
easy to find, and OERs aligned with the participants’ teaching practices. Results found educators
were motivated to use OERs primarily to ease their students’ financial burdens and have up-to-
date teaching and learning material. All participants were externally motivated to engage with
OERs and two were intrinsically motivated when creating OERs. The essential meaning of the
phenomenon is understood as a device rooted in educators’ motivation to support students
beyond the classroom. This research contributes to the growing body of qualitative OER
research. The results and recommendations may be useful to educators who are considering

using OERs and to teaching and learning centres that support OER use.

Keywords: OER, open educational resources, university teaching practices, higher education,

self-determination theory, phenomenology
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Chapter 1: A Phenomenological Study of the Lived Experiences of University Educators as
They Use Open Educational Resources

Canadian educators in universities have a myriad of facilitation resources at their
disposal, including textbooks, required readings, assignments, lecture notes, and links to online
material. Some educators turn to open educational resources (OERSs), which are often digital
resources, such as videos, photos, PDFs, quizzes, textbooks, and lesson plans. OERs are
“teaching, learning, and research resources that, through permission granted by their creator,
allow others to use, distribute, keep, or make changes to them” (BCcampus, n.d.-d, para. 1).
These educators may look to OERs to find new ideas, inspiration, prepare for teaching, and
supplement existing lesson plans (de los Arcos et al., 2015, p. 22; Masterman & Wild, 2011, p.
ii), find and use flexible teaching material (Hylén, 2006, p. 6), and gain access to the best
possible teaching resources (Canvas, n.d., para. 2; Hylén, 2006, p. 6).

Armellini and Nie (2013) believe including OERs in the curriculum improves the quality
of teaching material, particularly when resources are created by recognized institutions,
evaluated by learners, and are content current (p. 16). McGreal et al.’s (2016) findings indicate
OERs are an asset to some educators who customize resources, particularly when OERs are
created or used in a different geographic location and then modified so they are “relevant to an
instructor’s or an institution’s particular context and culture” (pp. 1-2). Such customizations
result in personalization of both the facilitation and learning experiences. Subsequently, Pounds
and Bostock (2019) concluded that educators who adopted OERs into their teaching practices
also “increase teaching efficiency, increase [the] quality of teaching, and reduce economic and

geographic barriers to education” (p. 695).



Educators are increasingly aware of the financial barriers facing students in addition to
tuition (Belikov & Bodily, 2016, pp. 241-242; Jhangiani, 2017, p. 142). Some educators actively
seek out no-cost resources as an alternative to textbooks offered by traditional publishing
companies in an effort to decrease the financial pressure on students. Ultimately, educators
control the educational resources used in courses, such as textbooks, and these decisions have a
financial impact on their students. Additionally, researchers have discovered the cost of
textbooks sold by publishing companies may be a barrier to some individuals who wish to
continue their academic pursuits (Belikov & Bodily, 2016, p. 242; Ministry of Advanced
Education, Skills and Training, 2019, p. 1; Stovall et al., 2019, p. 371). Open textbooks are an
option some educators are considering and easily accessible through the growing number of open
textbook repositories (for example, see Thompson River University, (2021b) for active OER
textbook repositories). Some repositories are created and maintained by universities, such as
State University New York and University of California, Davis, whilst other repositories are
maintained by NGOs, such as BCcampus, or not-for-profit organizations, such as ISKME
(Institute for the Study of Knowledge Management in Education).

Educators who adopt, modify, and/or create OERs face numerous challenges that must be
weighed against the potential value to students and educators alike. OER adoption challenges are
well documented and often include references to the educational knowledge and skills needed to
use OERs (Wolfenden et al., 2012, p. 3), copyright comprehension (Armellini & Nie, 2013 p. 17;
Mishra, 2017a, p. 371; Wild, 2012, p. 20), locating OERs (Jhangiani et al., 2016; Masterman &
Wild, 2011; Wild, p. 26; Wolfenden et al., p. 2), the quality of OERs (Jhangiani et al.; Hylén,
2006, p. 7; Wild, p. 22), institutional and/or peer support (McAndrew et al., 2012, p. 4; Wild, p.

6; Wolfenden et al., p. 9), technology skills (Andersen, 2010, para. 10; Armellini & Nie, p. 17;



de los Arcos et al., 2015, p. 24), and time invested in locating and adapting OERs (Armellini &
Nie, p. 17; Wolfenden et al., p. 2).

Despite challenges to OER adoption, some educators actively seek out OERSs to augment
their teaching; however, they are in the minority as OER uptake is limited (Commonwealth of
Learning, 2017, p. 7; de Langen, 2018, p. 96, McGreal et al., 2015, p. 173; Mishra, 2017a, p.
375). Nonetheless, OER awareness appears to be increasing in the United States. Seaman and
Seaman (2019) found educators in American universities and colleges have an increasing
awareness of OERs with 54% (N = 4100) of participants stating they had no awareness of OERs
(p. 7). This is an improvement from the 2014 study commissioned by the same company that
found 65.5% (N = 2144) of participants were not aware of OERs (Allen & Seaman, 2016, p. 11).
In Canada, McGreal et al. (2015) believed OER use by Canadian educators was increasing (p.
163); however, adoption “remains in its early stages” (p. 173). Unfortunately, data are not yet
available to substantiate either of McGreal et al.’s claims. Nonetheless, in 2014 the provinces of
Alberta, British Columbia, and Saskatchewan signed an OER Memorandum of Understanding to
promote the creation, use, and sharing of OER material in their higher education institutions
(Government of Alberta, Government of British Columbia, & Government of Saskatchewan,
2014).

Importantly, education in Canada is provincially funded, thus, such provincial
partnerships must be established without the aid and support of a national OER strategy at the
federal level (McGreal, 2017, p. 295). Increasingly, provincial governments are funding
organizations, such as BCcampus, Campus Manitoba, and eCampusOntario, with a mandate to
increase OER offerings. Additionally, universities across the country are encouraging OER

adoption, such as Kwantlen (Kwantlen Polytechnic University, n.d.-b), Ontario Tech (Ontario



Tech University, 2020), PEI (University of Prince Edward Island, n.d.), and SAIT (Southern
Alberta Institute of Technology, 2021). The Canadian OER movement continues to grow,
particularly with the sustained efforts by the BCcampus-led initiative known as the Canada OER
Group, which brings together higher education educators and administrators from across the
country to collaboratively work on OER offerings (BCcampus, 2019).

Researchers remain largely silent about how educators who adopt, modify, and/or create
OERs may overcome obstacles and sustain OER use in their teaching practices. Belikov and
Bodily (2016) note educators are seeking more information about OERs and question the
“specific pedagogical benefits or access to empirical studies that validate the effectiveness of
OER” (p. 239). Seeking OER effectiveness indicates some educators are interested in exploring
OER use, but, for a variety of reasons, will not move into the OER realm until more information
is acquired. Educators who have adopted, modified, and/or created OERs have first-hand
knowledge they could share that may assist others with overcoming some of these obstacles.
Indeed, OER scholars have called for researchers to examine how OER educators have overcome
challenges to adoption (Amiel & Soares, 2016, p. 132; Belikov & Bodily, p. 244; Clements &
Pawlowski, 2012, p. 12; Masterman & Wild, 2011, p. v), but this area of OER research has yet to
be explored.

The purpose of this phenomenological inquiry was to explore how OER educators
teaching in Canadian public universities in the 2018-2019 academic year perceived and
described their lived experiences and reflections with using, sharing, modifying, and/or creating
open educational resources. This study focused on university educators who use OERs in their
teaching practices and explored their approaches to using OERs through their reflections and

recollections of their lived experiences of overcoming the obstacles to OER adoption, modifying,



and/or creating. | used semistructured interviews to uncover meaning in the educators’ OER
experiences. Results from this study provided insights into how OER educators experienced
OER challenges and narratives exploring how they managed these obstacles.
The Problem

Researchers have yet to fully explore how educators, who sustain a practice of adopting,
modifying and/or creating OERS, met and experienced OER obstacles. Rich descriptions of
personal experiences by OER adopters, modifiers, and/or creator are needed to provide
meaningful and realistic recommendations to changes in practice and recommendations for
further research. McAndrew et al. (2012) call researchers to action:

Wide interest is not enough in itself to build new approaches and collaborations. We also

need to understand what appears to be working ... The world of OER is one where we

need to monitor activities and spot the actions that people are taking and examine their

impact, and to research the ways to design, measure, and use resources in a more open

way. (p. 2)

Other researchers state university educators face a number of OER challenges (de los
Arcos et al., 2015; Jhangiani et al., 2016; Johnstone, 2005; Porter, 2013; Wild, 2012).
Recommendations by researchers were not always embraced in practice despite the published
information about OERSs and challenges to OER uptake. These recommendations included
increasing awareness of OER repositories (Amiel & Soares, 2016, p. 133; Belikov & Bodily,
2016, p. 243), which could assist educators with finding appropriate resources and may lead to
increased funding to support OER creation. Finding OERs could be achieved through teaching
release time or paid time off (Jhangiani et al., p. 33); however, scholars also called for further

research to examine the different types of OER adoption by users (Weller et al., 2015, p. 360),



the impact of OERs on educators’ practices (Weller et al., pp. 359-360), and ways to foster
educators’ use of OERs (Masterman & Wild, 2011, p. 60). Additionally, speaking with educators
who have experienced OER adoption, modification, and/or create is the only means to accurately
identify obstacles to OER uptake. Consequently, discovering how current OER adopters,
modifiers, and/or creators overcame or mitigated their OER is valuable information for
researchers and educators seeking to overcome these impediments.
Background and Context

OER is a global movement with Canada, the United Kingdom, and the United States
leading the efforts. This dissertation focused on the Canadian context, although many other
countries continue to contribute to the OER movement. In the Canadian province of British
Columbia (BC), BCcampus is a provincially funded independent organization that supports
teaching and learning practices in BC’s postsecondary institutions. This organization provides
excellent examples of how provincial government funding can assist postsecondary educators
with OERs, and professional development opportunities that reside outside of their institutions.
The organization’s successful open textbook project continues to add to its collection, which
currently maintains over 300 open textbooks (BCcampus, n.d.-a); thus, making BC a Canadian
leader in OER use. In the neighbouring province of Alberta, a community of practice was
initiated when the Campus Alberta Open Educational Resources initiate came to the end of its
three-year mandate in 2017 (Alberta OER Community of Practice, n.d. “Provincial initiative”
section). Unfortunately, the organization’s website shows no activity after 2017. In central
Canada, eCampusOntario is a provincially funded organization that supports online learning and
researches technology-enabled learning (eCampusOntario, n.d.-a, “Committed to the evolution”

section). It also supports open communities through hosting events that support OERs and open



educational practices (eCampusOntario, n.d.-b, “Open communities” section). The website also
has an OER textbook search function that provides links to open textbooks and ancillary
resources. Along with BCcampus, eCampusOntario is one of the two major Canadian OER
repositories. Finally, eCampusOntario also assists with customizing OERs, and introduces digital
tools, such as Pressbooks, to aid with OER creation (eCampusOntario, n.d.-d, “Welcome to the
open library” section).

Such provincial initiatives are sporadic, as indicated by the closure of the Alberta sites.
This is just one of the many challenges facing educators. Unfortunately, only one comprehensive
qualitative study provided information about OER challenges faced by Canadian educators.
Jhangiani et al.’s (2016) study of some BC OER users found 10 important obstacles to use (see
Figure 1). These researchers found myriad challenges facing educators who chose to adopt OERs
(p. 19).

These challenges are not unique to Canadian educators. Using quantitative data,
researchers have identified a plethora of challenges to OER adoption (de los Arcos et al., 2015;
Hilton 111 et al., 2013; Kelly, 2014; McKerlich et al., 2013), but do not provide sufficient insights
into how these obstacles may be overcome. Furthermore, scholars have yet to adequately
examine how some university educators have experienced these challenges. Indeed,
understanding the discrepancy between OER users and nonusers may require further
investigation, but gaining a deep understanding of how university educators overcame or
mitigated obstacles and continue to create, modify, use, and distribute OERs may provide
important information about innovative teaching practices. This new knowledge may provide the

impetus for nonusers to experiment with OERs. Thus, to gain a richer understanding of OER



Figure 1

BC Educators’ Most Significant Barriers to OER Adoption

Difficulty finding relevant OER
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Note. BC postsecondary educators (N = 78) survey responses indicate their top 10 barriers to
OER adoption. From “Exploring faculty use of open educational resources at British Columbia

post-secondary institutions,” by R. Jhangiani, R. Pitt, C. Hendricks, J. Key, and C. Lalonde,

2016, BCcampus Research Report, p. 19.



adoption, researchers must explore the paths, experiences, and practices of those who have
successfully met and mitigated or overcome some OER challenges.
Rationale

Recommendations by some OER researchers were not founded on the lived experiences
of educators who experienced obstacles of OER adoption, modification, and/or creation. For
example, researchers have uncovered a number of challenges that potential OER adopters may
face, such as the lack of time (Belikov & Bodily, 2016, p. 241; Clements & Pawlowski, 2012, p.
12; McGill, 2014, Table 2), finding relevant resources (Belikov & Bodily, p. 241; de los Arcos et
al., 2015, p. 24; Masterman & Wild, 2011, p. 19), lack of institutional or peer support (Jhangiani
et al., 2016, p. 28; McAndrew et al., 2012, p. 4), and copyright comprehension (Amiel & Soares,
2016, p. 123-124; de los Arcos et al., p. 15; Pirkkalainen & Pawlowski, 2013, p. 12). OER
scholars have made a number of recommendations, such as changes to international copyright
laws (Masterman & Wild, p. v; Nikoi & Armellini, 2012, p. 179), changes to institutional
policies to encourage the development and dissemination of OERs (de los Arcos et al., 2014, p.
35; Jhangiani et al., p. 33), and changes to OER repositories to increase awareness and make
resources easier to locate (Amiel & Soares, p. 134; Clements & Pawlowski, p. 12; Dichev &
Dicheva, 2016, p. 34). Such recommendations are valuable; but are beyond the control of
individual educators.

Additionally, some recommendations were put forward without consulting current OER
adopters, modifiers, and/or creators to discover how they overcame or mitigated OER
challenges. For example, scholars studying educators’ OER use recommended changes to
teaching practices (Masterman & Wild, 2011, p. v), increasing technology training (Clements &

Pawlowski, 2012, p. 12), and using current courses to pilot OER use (Jhangiani et al., 2016, p.
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34); however, these recommendations were not based on the reflected lived experiences of
educators who used OERs. Additionally, White and Manton (2011, p. 13) discussed the
perceived lack of quality of OERs as a challenge to adoption, but also questioned whether the
true challenge was production quality or educational value. Understanding such gaps between
OER usefulness and educational value is not yet known from the perspective of OER adopters,
modifiers, and/or creators.
Purpose and Research Questions

The problem is that researchers lack understanding of educators’ experiences and
perceptions of OERSs, particularly the challenges OER educators face. Therefore, the purposes of
this phenomenological study were to explore how OER educators teaching in Canadian public
universities in the 2018-2019 academic year perceived and described their lived experiences and
reflections with adopting, modifying, and/or creating open educational resources. This study
used the following research questions to guide the investigation:
RQ 1: How do educators describe and perceive their experiences with obstacles to using OERs?
RQ 2: Upon reflection by educators who have implemented OERS, how do they describe and
perceive changes to their educational practices?
Potential Contributions of This Study

According to Hylén, (2007), adopting OERs is touted as a possible strategy to
overcoming many challenges facing universities today, such as increased competition between
institutions, the globalization of higher education, and the impact of rapid technology
development (p. 9). Hylén stated OERSs and free content are “economic drivers” that could lead
to cost reduction by universities through sharing educational resources (p. 59). Instilling a sense

of cooperation amongst educational institutions (p. 59) may result in the increase of globalization
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of higher education. (p. 19). Indeed, OERs contribute to globalization when they are shared,
adapted, and/or translated (p. 19). Finally, Hylén believed that OERs are a technology
development that has the potential to become a “major educational tool” (p. 9) and as students
advocate for increased use of digital technologies in the classroom, OERs can “strengthen co-
operation among educators within the institution ... and [the] quality in the educational offer to
students” (p. 124); thus, OER adoption by educators could play a crucial role in overcoming
some of these institutional challenges. Many OER studies use quantitative methods (for example,
Hylén, 2006; Jhangiani et al., 2016; McKerlich et al., 2013; Kelly, 2014; Perryman & Coughlan,
2014) to gain a broad understanding of challenges facing potential OER adopters, modifiers,
and/or creators. Although scholars recommended further research into overcoming
implementation obstacles (Amiel & Soares, 2016, p. 132; Belikov & Bodily, 2016, p. 244;
Masterman & Wild, 2011, p. v), gaining an understanding of the lived experiences of OER
adopters has yet to be explored. Indeed, Hannon et al. (2014) found the critical issue was support
for OER teaching practice (p. 137), which may be further realized through investigating this
phenomenon.

One intention of this study was to decrease the existing knowledge gap and increase
information about challenges to OER adoption, modification, and/or creation through a
phenomenological study. Providing first-hand narratives from OER adopters, modifiers, and/or
creators answers the call from scholars for a deeper understanding of OER challenges. Recording
lived experiences from OER adopters and attempting to “contemplate and theorize the various
ways things [such as challenges to OER adoption] manifest and appear in and through our being
in the world” (Vagle, 2014, p. 22) may assist other current and future OER educators

Additionally, this study may be useful to postsecondary institutions’ teaching and learning
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centres that provide support and professional development opportunities to educators.
Furthermore, results and recommendations from this study may be useful to university librarians
if they wish to prepare guides or similar support material for potential OER adopters. This study
contributes to the growing OER literature and begins filling the gap in the literature concerning
OER adoption, modification, and/or creation through recounting the descriptions of educators
with sustained OER use. The results and recommendations generated from this research provide
insights that may be useful to educators who wish to explore using OERs, expand their OER use,
or incorporate other educational technologies into their teaching practices. Ultimately, it is hoped
that this research will pause the readers and cause them to reflect on their personal OER and
educational strategies, beliefs, and practices.

Assumptions, Scope, Study Limitations, and Delimitations

Two critical assumptions guided this inquiry. First, it was assumed that some OER
adopters were merely finding resources or information on the internet and using these resources
without realizing they are not open for reuse, redistribution, or remixing, (Allen & Seaman,
2016, p. 11; Belikov & Bodily, 2016, p. 240; Masterman & Wild, 2011, p. 13; Wild, 2012, p.
18). The second assumption was that it would be challenging to locate Canadian educators who
use OERs, as opposed to readily available copyrighted internet resources.

The geographic scope was limited to universities located in Canada. Additionally,
educators at all levels of employment in Canadian public universities regardless of tenure or
employment status were included in the study. This allowed for a broad examination of ranges of
experiences regardless of participants’ employment status. This study did not provide an

understanding of how educators use various technologies, including those used to adopt, modify,
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and/or create OER material, although participants identified specific technologies and described
these challenges.

Data generalization predominantly limited this qualitative study. Specifically, participants
were self-selected and volunteered because of their interest in the topic, time available, and
willingness to share their OER lived experiences for research. Therefore, the views, opinions,
and/or lived experiences of all university educators in Canada were not taken into account.
Researchers confirmed that data acquired through qualitative methods are not generalizable
(Berg, 1995, p. 179; Creswell & Plano Clark, 2011, p. 174).

This study had five delimitations. The first delimitation was maintaining a focus on OER
use and not the specific types of OERs educators use, such as open textbooks or repositories.
This allowed participants to provide the depth of details of their experiences without excluding
any of the many types of resources. The second delimitation was not delving into institutional
support of OERs. Institutions play a considerable role in supporting educators’ adoption of new
technologies; however, including institutional support considerably broadens the study and
moves the focus away from educators’ motivation to use OERs. Thirdly, open educational
practices were outside the scope of this research. According to Cronin (2017), open educational
practices are “a broad descriptor of practices that includes the creation, use, and reuse of open
educational resources (OER) as well as open pedagogies and one sharing of teaching practices”
(p. 1). Thus, open educational practices include educators who actively engage with OERs and
includes the support systems put in place, such a funding and policies, which were not included
in this research project as the focus of the dissertation was on exploring challenges to OER use.
open educational practices were not actively studied, although educators may identify some open

educational practices as challenges or helpful toward OER adoption, modification, and/or
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creation. The fourth delimitation was global and national sustainability of OERs and the financial
stability of OERs. This study focused on educators’ use of OERs, therefore, the final delimitation
is that student-created OERSs will not researched.

The above assumptions, coupled with limited geographical scope, limitations, and
delimitations resulted in a tightly focused study with clearly defined boundaries and goals.
Consequently, this study provided rich descriptions and narratives of how some university
educators experienced OER challenges and continued to participate and contributed to the
growing OER movement.

Researcher Bias

The researcher cannot be separated from the data; therefore, acknowledging the
researcher’s position in qualitative studies is imperative (Creswell 2009, pp. 177-178). | am a
sessional university facilitator with a combined 17 years of experience as a university and
college facilitator, in addition to two years as a corporate instructional designer. | currently
design and create Creative Commons licensed videos at the university in which | work. My
experiences in higher education with using and creating open licensed materials influences my
perceptions of university educators and their motivation to use, share, modify, and create OERS.

I acknowledged the following biases when conducting the study’s indepth interviews and
data interpretation and analysis:

e | am an educator who uses OERs.
e | believe OERs challenge traditional content creators, such as textbook publishing
companies, and the notion of universities as dispensers of knowledge.

e | believe that incorporating OERs into instructional material is beneficial to students.
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e | believe using, modifying, and/or creating OERs improves and evolves the personal
educational practices of educators.
e | enjoy using and trying new technologies for facilitation and evolving my educational

practices.

| also acknowledge that acquiring and honing educational and technological skillsets to
adopt, share, modify, and/or create OERs is difficult and time consuming. Involving oneself in
OERs has numerous challenges and often overcoming one challenge leads to additional
obstacles. It is also impossible to conquer all impediments because each educator’s approach is
unique, as is how they incorporate OERSs into their teaching practices. Additionally, emerging
technologies may make using OERs easier for some educators but more difficult for others,
depending on their comfort and skills using technology. Although I have experienced and
overcome some OER obstacles, | maintain there are numerous challenges facing educators, even
those who sustain OER use; therefore, | endeavoured to learn about educators’ lived experiences
on the OER journey and how, or if, OERs changed educators’ educational practices as they
continue to meet challenges.
Definitions

Several terms used throughout this study require clarity because of multiple or contested
definitions. This section briefly explores these terms and provides definitions for these terms.
OERs

This study adopts the definition of OERs from the William and Flora Hewlett Foundation
(2018, “OER Defined”), which defines OERs as “Teaching, learning, and research materials in

any medium — digital or otherwise — that reside in the public domain or have been released
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under an open license that permits no-cost access, use, adaptation, and redistribution by others
with no or limited access.”

Other leading organizations in the OER movement (Cape Town Open Education
Declaration, 2007; OER Commons, 2018) along with OER experts, (Downes, 2011; Wiley, n.d.),
have yet to agree upon a definition of OERs. The Cape Town Open Education Declaration states
that OERs “should be freely shared through open licenses, which facilitate use, revision,
translation, improvement and sharing by anyone” (para. 8). The OER Commons defines OERs as
“teaching and learning materials that you may freely use and reuse at no cost, and without
needing to ask permission” (“Getting Started with OER”). Wiley maintained that OERSs should
adhere to the 5Rs: retain, reuse, revise, remix, and redistribute, all under an open license that
provides resources for free and perpetual permission to use the resources (para. 1). Alternatively,
Downes stated, “Open educational resources are materials used to support education that may be
freely accessed, reused, modified, and shared by anyone” (para. 1). These definitions by leading
OER organizations and experts are not congruent, particularly around the concept of “free.”
There is an agreement, however, that the resources are licensed for reuse either through an open
license or placed in the public domain.

With the William and Flora Hewlett Foundation’s definition in mind, it should be
acknowledged that OER materials are teaching and learning materials and not scholarly output,
such as journals, books, book chapters, and conference papers. Scholarly outputs are not created
specifically for teaching and learning, although educators create these materials and may
distribute them under a CC license. Examples of OERs are open licensed videos (YouTube),

open textbooks (BCcampus), lectures and course material (onlinecourses.com), open licensed

photographs (Flickr), and open licensed graphics (Pixabay). OERs should not be confused with
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open educational practices, although they do overlap and influence each other (Bossu, 2016, p.
20). According to Conole and Ehlers (2010), open educational practices include OER creation
and reuse, but also includes policy makers and managers “to provide the infrastructure to support
the OER” (p. 2), which are not OERs and are beyond the scope of this study.
Intellectual Property Rights Licenses

This study includes issues surrounding intellectual property rights, specifically public
domain, Creative Commons (CC), and copyright-protected materials. Public domain materials
are creative works that are not protected by copyright or other property laws and are owned by
the public. Expired copyrights are in the public domain, as are materials freely given to the
public by the creators of the materials. These works may be freely used without obtaining
permission (Stanford University Libraries, 2019 para. 1). CC is an open license scheme that rests
between the extremes of copyright and public domain. It allows creators to share their resources
with others to maintain some rights to works without users seeking prior permission or paying
fees (Creative Commons, 2021d, “Is Creative Commons Against Copyright?’ para 1).
Conversely, the Canadian Intellectual Property Office stated, “copyright means the sole right to
produce or reproduce a work or a substantial part of it in any form™ (2018, para. 5); thus,
permission must be obtained from the copyright owner before an item can be reproduced,
modified, exhibited, or stored. Of importance to educators is fair dealing, which, according to the
Copyright Act (2017, section 29) allows educators to legally reproduce and distribute some
copyright-protected materials under specific restrictions and within certain guidelines. Chapter
two of this study contains a detailed exploration of intellectual property rights as they pertain to

educators.
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Other licensing schemes exist and should be acknowledged, although they are not
discussed in this study. For example, the GNU operating system applies its general public license
to its software program source codes and to the GNU Free Documentation License (GFDL) to its
source code manuals; however, these documentation licenses are not used by educators outside
of computer studies, as manuals are sold for a profit, have “special rules for Endorsement
sections [to] make it possible to use the GFDL for an official standard,” and the manuals must
contain “sections that state our political position about free software ... that cannot be changed
or removed” (GNU, 2020 “Why don’t you use the GPL for manuals?” paras. 3 and 5).
Additionally, the GNU license is used exclusively for software programs and can only be used
with other resources, such as books and videos, if a machine-readable source code is included or
a “written offer to send the ‘source’ code’ later” is provided (GNU, “Why don’t you use the GPL
for manuals?” para. 2). Interestingly, the GNU uses a CC license for its website.

Educators

Faculty may refer to the teaching body within university schools or departments, which
may be confused with faculty who are employed by universities. The teaching body consists of
all professors, limited-term lecturers, sessionals, and instructors who teach students or facilitate
learning for a semester in universities. In this study, preference is given to the word educator as
this differentiates it from faculty, meaning the department. Finally, educator is a term applicable
to the various types of university teaching positions.

Overview of the Study

The dissertation contains five chapters. Chapter 1 provided the context of this study.

Chapter 2 begins with presenting the theoretical framework, then delves into the relevant

literature surrounding obstacles and the theoretical underpinning that guides the research. This
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includes a critical review of current OER practices in addition to the historical context and its
relevance to this study. In Chapter 3, I will present the research methodology and research
design. Chapter 4 presents the study’s results, including a detailed description of the themes used
for data analysis. In chapter 5 | will explore the meaning of the results and discuss how these are
viewed through the theoretical framework, in addition to recommendations for future

researchers, and implications for educational practices.
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Chapter 2: Theoretical Framework and Relevant Literature Review

This chapter begins with a review of theoretical framework through which the data were
interpreted. Next, | review the relevant literature, which provides context to the study. The
literature review begins with a brief history of OERs and explores how educators use OERs. |
follow this with an investigation of five challenges to OER uptake as identified in previous
studies. | conclude the chapter with a review of how educators acquire teaching skills and
knowledge in the university context and some of the external pressures that affect their teaching
practices.
Theoretical Framework

The theoretical framework is a combination of the organismic integration theory from
Ryan and Deci’s (2017) self-determination theory and a tripartite taxonomy of intrinsic
motivation (Carbonneau et al., 2012; Vallerand et al., 1992). Self-determination theory is a meta-
theory explaining “the social conditions that facilitate or hinder human flourishing” (Ryan and
Deci, p. 3) and includes “an approach to human motivation and personality ... that highlights the
importance of humans’ evolved inner resources for personality development and behavioral self-
regulation” (Ryan & Deci, 2000b, p. 68). The five remaining minitheories found in self-
determination theory (cognitive evaluation theory, causality orientations theory, basic
psychological needs theory, goal contents theory, and relationships motivation theory) did not
address the needs of the study.

According to Ryan and Deci (2000a), individuals possess various motivations that
provide the impetus for tasks and actions that are measured by motivation orientation, which are
extrinsic, intrinsic, and amotivation (lacking motivation) and the level, or degree, an individual is

motivated to take action and persevere (pp. 54-55). Motivation is further segmented into
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regulatory styles that fall along a continuum of relative autonomy, which is the foundation of the
organismic integration theory. Ryan and Deci (2017) described organismic integration theory as
extrinsic motivation seen through an individual’s regulatory style, which are external regulation,
introjected regulation, identified regulation, and integrated regulation (see Figure 2). The four
regulatory styles represent “how regulations and values can be internalized in distinct ways” (p.
184). Additionally, the researchers note regulatory styles coexist “within a behavioral domain,
and often several will be operative as motivation even within a single activity” (p. 184). This
indicates the fluidity of the styles.

Concisely, external regulation is the motivation for action that is dependent upon
compliance, punishment, or rewards, which are often perceived as controlling by the individual
(p. 184). The autonomous nature afforded to university educators does not remove external
regulation from this study as educators may sometimes feel pressure to participate in OERs
activities. The introjected regulatory style is an internalized motivation that is somewhat external
as there is a “sense that one ‘should’ or ‘must’ do something or face anxiety and self-
disparagement” (Ryan & Deci, 2017, p. 185); thus, the pressure to conform or assimilate is
internalized. Identification regulation is also internalized but is not as extrinsically regulated as
with the introjected style. Identification occurs when an individual consciously identifies with
values and behaviours that are important to them (p. 187). Integration is the final extrinsic
regulatory style. It also represents the fullest type of internalized extrinsic motivation and is the
most autonomous. Integration occurs when an individual holistically embraces a new value or
attitude, and possibly modifies previously held values or attitudes, so the new value or attitude

becomes fully integrated with the individual (p. 188).
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Self-Determination Theory

Behavior Non-self-determined Most self-determined

Intrinsic
Motivation

Motivation Amotivation
Controlled (i.e., non-self- Autonomous (i.e., self-determined) motivation
determined) motivation
Regulatory Non- Introjected Identified Integrated Intrinsic
Rezulati Regulation Regulation Regulation Regulation
Style egulation
Locus of Im I Somewhat Somewhat
persona Internal Internal
Causality External Internal
Relevant Nonintentional,  Compliance, Self-Control, Personal Congruence, Interest,
Regulatory Nonvaluing, External Rewards Ego-Involvement, Importance, Awareness, Enjoyment,
Processes Incompetence, and Punishers Internal Rewards Conscious Synthesis with Self Inherent
Lack of Control and Punishers Valuing Satisfaction

From “Self-Determination Theory” by L. Legault, 2020. In V. Zeigler-Hill and T. Shackelford (Eds.), Encyclopedia of Personality

and Individual Differences, p. 4. http://doi.org/10.1007/978-3-319-24612-3 1162 Copyright 2020 by Springer
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Amotivation is the lack of intention not to act or the “perceived inability to attain an
outcome” (Ryan & Deci, 2017, p. 191). Amotivation is a separate regulatory style from extrinsic
and intrinsic motivation because these possess the intention to act. Using OERs as an example,
some educators may be amotivated, meaning these educators likely find no or little value with
adopting, modifying, and/or creating OERS, see no rewards to using OERS, or have no intention
of using OERs (p. 190).

Organismic integration theory applies to various forms of extrinsic motivation and does
not delve into intrinsic motivation. To fill this gap in the theory, Vallerand et al. (1989, as cited
in Vallerand et al. 1992, p. 1005) put forward a tripartite taxonomy of three intrinsic motivations:
intrinsic motivation to know, intrinsic motivation toward accomplishment, and intrinsic
motivation to experience stimulation (Carbonneau et al., 2012, p. 1149; Vallerand et al. 1992, p.
1005). Including the tripartite intrinsic motivation taxonomy augments the organismic
integration theory, providing a theory in greater detail and specificity of higher internalized
intrinsic motivation (Table 1).

Succinctly, the intrinsic motivation to know is related to the constructs of exploration,
pleasure from learning, and curiosity (Carbonneau et al., 2012, p. 1149; Vallerand et al., 1992, p.
1005). Intrinsic motivation toward accomplishment refers to mastery motivation, or competence,
and describes individual achievement, rather than outcomes; thus, it is referred to as undertaking
an activity for the satisfaction of the experience or the attempt to create something (Carbonneau
etal., p. 1149; Vallerand et al., p. 1005). Finally, intrinsic motivation to experience stimulation is
referred to as actions undertaken related to the constructs of aesthetic experiences,
stimulating sensations, and fun (Carbonneau et al., p. 1150; Vallerand et al., p. 1006). The

tripartite taxonomy illustrates that intrinsic motivations are highly internalized.
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Intrinsic Regulation

Internal Perceived Focus

Relevant regulatory
processes

Intrinsic motivation
to know

Intrinsic motivation
toward
accomplishment

Intrinsic motivation
to experience
stimulation

Defining features

Related to
exploration, learning
goals, learning
intrinsic
intellectuality,
intrinsic curiosity, an
inner drive to seek
opportunities to learn
more about a specific
topic

Engaging in an
activity for the
satisfaction and
pleasure derived from
attempting to surpass
oneself or trying to
accomplish or create
something related to
mastery, intrinsic
challenge and
creativity

Related to aesthetic
experiences,
sensation seeking,
fun and excitement
derived from one's
engagement in the
activity for
stimulating
sensations,
excitement or
aesthetic enjoyment

Adapted from “The Academic Motivation Scale: A Measure of Intrinsic, Extrinsic, and

Amotivation in Education,” by R. J. Vallerand, L. G. Pelletier, M. R. Blais, N. M. Bricre, C.

Senecal, and E. F. Valliéres, 1992, Educational and Psychological Measurement, 52(4), pp.

1004-1006.
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The components of organismic integration theory and the tripartite taxonomy fit
seamlessly together to illustrate how they complement each other. This study’s data were
interpreted, and the results discussed through the lenses provided by the regulatory styles,
focusing on the four extrinsic motivational styles and the tripartite taxonomy. Additionally,
situating the results from this study within a theoretical framework that combines self-
determination theory’s regulatory styles with the tripartite framework provided a tight focus on
psychological motivation allowing for well-defined phenomenological interpretation of obstacles
to OER use as described by participants. Gaining an understanding of how educators
implemented OERs and their descriptions of perseverance when encountering OER obstacles
afforded insights into their motivation to continue using OERs.

Open Education Resources

The following literature review concentrates on studies published after 2009, although
academic OER literature began surfacing in 2002. Rapid changes in technology employed in
sharing, modifying, and creating the materials continues to impact educators’ use of OERs.
These changes include the evolution of the internet from static web pages, known as Web 1.0, to
today’s Web 4.0, with intelligent interactions between humans and machines (Aghaei et al.,
2012, pp. 1-2; Almedia, 2017, p. 7041) and continuous software innovations that allow educators
to easily share, modify, and create OERs. Research conducted more than 10 years ago may no
longer be applicable to today’s OER adopters because of these advances in technology. Details
of the literature review search strategy and article management can be found in Appendix A.
The Past and Present

Educators shared teaching resources prior to the emergence of OERs but sharing

materials with peers occurred primarily within the same institutions and/or departments
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(Masterman & Wild, 2011, p. 13; White & Manton, 2011, p. 10). The development of the World
Wide Web augmented this sharing culture to go beyond the walls of the institution and laid the
foundations for learning objects, which first appeared in 1994 (Frantiska, 2016, p. 1). Learning
objects are small digital entities designed for reuse in multiple contexts and, if applicable, across
disciples (Cohen et al., 2015, p. 158). Additionally, they are referred to as self-contained objects
that may or may not be part of a larger group of resources and have descriptive metatags attached
to them to assist with discoverability (Frantiska, p. 2). The term granularity refers to the small
size of learning objects, which affords educators the ability to use a number of objects to create
complex resources; however, the promise of learning objects as the panacea for educational
resource sharing did not materialize. Weller (2014) contends the failure was three-fold: lack of
educational context, lack of discoverability, and the lack of critical mass, which signifies the
economical unsustainability of creating and disseminating the objects (pp. 70-71). These
challenges also pertain to OERs, which | discuss in subsequent sections of this chapter.
Nonetheless, learning objects provide solid underpinnings for the current era of open educational
resources, and, in many ways, are similar to OERSs.

The escalated need to share educational resources occurred at the dawn of the 21t century
with the growing acceptance of online learning. This major change in education delivery
methods increased costs for institutions as they needed to quickly create new digital learning
resources (Weller, 2014, p. 68). An unparalleled explosion of resource creation occurred as
universities invested time and money in online learning, resulting in quality print and multimedia
teaching resources (Anderson & McGreal, 2012, p. 382). Three important events occurred in
2002, establishing it as a seminal year for OERSs. First, the term open educational resources was

initially used at the UNESCO forum on the Impact of OpenCourseware in Higher Education in
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Developing Countries to describe educational resources with an “open provision” for the “use
and adaptation by a community of users for noncommercial purposes” (United Nations
Educational, Scientific, and Cultural Organization, 2002, p. 24). Next, MIT (Massachusetts
Institute of Technology) foraged into the unchartered territory of Open Courseware (OCW).
MIT’s initiative saw all teaching materials for 50 courses released onto the internet for easy and
free access by the public. The initial success of OCW led to the release of 500 courses in the fall
of 2003 with the momentum of course releasing continuing to date (Massachusetts Institute of
Technology, n.d., graphic). As 2002 drew to a close, CC introduced its first open copyright
licenses scheme, which allowed for distribution of creative work without prior permission or
payment (Creative Commons, n.d., “History — Creative Commons licenses”).

The William and Flora Hewlett Foundation laid the groundwork prior to 2002 with
funding the UNESCO forum (United Nations Educational, Scientific, and Cultural Organization,
2002, p. 1) and MIT’s OCW project (Weller, 2014, p. 72). Between 2001 and 2005, the Hewlett
Foundation supported several institutions and organizations, including MIT and CC, with grants
“in excess of $40 million to ... develop and provide online access to open educational resources”
(William & Flora Hewlett Foundation, 2005, p. 2). Arguably, the Hewlett Foundation’s financial
support of OERs was the catalyst responsible for the development and continued sustainability of
the global OER movement. Clearly, a number of influential organizations are involved in OERs,
but Coughlan et al. (2018) noted “the developmental trajectory of OERS as a loosely organized
concept and movement” requires further research (p. 1), which implies the lack of a cohesive or
unified movement amongst organization, institutions, and educators.

In recent years, several universities and colleges have created courses and entire

programs that use only OERs and freely available material: thus, dispensing with commercially
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produced teaching and learning resources. For example, in 2013, Tidewater Community College
piloted the first zero textbook cost (ZTC) program, also known as z-degree and TXTO in the
United States. In this Florida college, educators removed all commercial components from 21
courses, replacing them with OER material (Wiley et al., 2016, p. 5). BCcampus recognized
ZTC’s potential and, in the summer of 2017, issued a request for proposals from faculty in
postsecondary institutions in BC and the Yukon to compete for $35,000 grants to develop ZTC
programs (BCcampus, 2017). Kwantlen Polytechnic University (KPU), the Justice Institute of
British Columbia, and Thompson River University, all located in BC, received grants. KPU
created a Certificate in Arts program, the Justice Institute launched Law Enforcement Studies
diploma, and Thompson Rivers will introduce its ZTC Certificate in General Studies during the
2019-20 academic year (BCcampus, n.d.-c, para. 3; Caldwell, 2019, paras. 4-5).

KPU continues to overhaul its programs and innovate with ZTC offerings. As of late
2020, KPU offers 845 courses that meet the ZTC criteria (Kwantlen Polytechnic University,
2020), including North America’s first ZTC four-year degree, which is a Bachelor of Arts in
General Studies (Kwantlen Polytechnic University, 2019). These initiatives impacted 27,754
students enrolled in the ZTC courses and 313 educators teaching the courses (Kwantlen
Polytechnic University, n.d.-a, Table 3 and Table 4).

Universities in the United States continue to add ZTC, such as City University New York
(2019) and the University of Hawai’i (Meinke, 2018), whilst Colorado is moving forward with
state-wide training opportunities for all university educators to help them create OER courses
focusing on ZTC (Colorado Department of Higher Education, 2019). Canadian universities
continue moving forward with ZTC, particularly in BC higher education institutions where

Barker et al. (2018) found increased OER textbook adoption (p. 323), particularly in social



29

sciences disciplines (p. 322). BCcampus (n.d.-b) believes open textbooks has saved nearly
148,000 BC students approximately $14.5 million in 40 BC postsecondary institutions, with
almost 700 BC educators using open textbooks, whilst Campus Manitoba attributes just over $1
million in student saving from using OER textbooks (2019, para. 3). Although these are
impressive numbers, the majority of courses and programs offered by Canadian universities
require students to purchase textbooks.
How Educators Use OERs

Large OERs, such as textbooks and entire courses, or granular OERs, such as graphics or
short videos, are used by educators to gain fresh ideas or inspiration for teaching material (de los
Arcos et al., 2015, p. 22; Masterman & Wild, 2011, p. ii) and to supplement teaching and
learning materials, such as required textbooks (Masterman & Wild, p. 16, p. 22). Discovering
relevant OER material remains a challenge, particularly as some scholars believe that educators
do not often visit OER repositories, such as Connexions (cnx.org) and OpenLearn

(open.edu/openlearn), to discover resources (Dichev & Dicheva, 2016, p. 34; Masterman &

Wild, p. 18). Instead, OER educators locate resources using search engines (Dichev & Dicheva,
p. 34; Weller, 2014, pp. 79-80), which may lead educators to sites such as YouTube, Slideshare,
and community-driven repositories, such as Wikiversity; however, colleagues and personal
friends often provide OER recommendations (Clements & Pawlowski, 2012, p. 9). Regardless of
how the resources are located, OER educators select appropriate resources based upon
provenance, quality, relevancy, and ease of use (de los Arcos et al., 2014, p. 26; Masterman &
Wild, p. 20). Educators either use the resource without modifying it or they adapt or modify it to
suit their needs. Creating bespoke material is another option but creation is time consuming and

requires some level of technical competence. Not surprisingly, reuse is more widespread than
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modifying, with creating OERs the least prevalent (de los Arcos et al, p. 14; Jhangiani et al.,
2016, p. 12).
Reusing OERs

Researchers believe educators have normalized reusing OERs (White & Manton, 2011, p.
10), allowing educators to augment courses with comprehensive content (Allen & Seaman, 2016,
p. 7). The granularity of OERs impacts their use. For example, smaller resources can be quickly
added to support material, and, similar to learning objects, allow educators to insert multiple
resources to create units or lessons (Armellini & Nie, 2013, p. 17; McGreal, 2012, p. 2; Thille,
2008, p. 171). White and Manton posit OER reuse occurs in five steps:

1. Deciding to reuse an OER.

2. Discovering the resource.

3. Selecting the resource.

4. Designing how the resource will be used.

5. Delivering the resources within the learning context (p. 10).

These steps illustrate reuse complexity in its simplest form. Each step, however, may be
perceived as an obstacle to adoption, and, if the process is too arduous, an educator may reject
using OERs as an effective addition to teaching practices. Additionally, educators who reuse
resources have a number of obstacles to overcome, such as copyright comprehension or unclear
copyrights (Jhangiani et al., 2016, p. 19; Pirkkalainen & Pawlowski, 2013, p. 12; Taylor &
Taylor, 2018, “Challenging factors - expertise” section) and finding suitable resources (Allen &
Seaman, 2016, p. 31; Pirkkalainen & Pawlowski, p. 11). Similar to OER modification and
creation, scholars have investigated obstacles to adoption but fail to provide educators with

recommendations to overcome the challenges.
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Modifying OERS

One key advantage of OER use is the legal ability to change, or modify, resources, which
may be achieved through updating information in the resources or improving the quality
(Armellini & Nie, 2013, p. 16). According to Petrides et al. (2008), educators occasionally
modify and combine several resources found in repositories to the extent that entirely new
resources are created; however, educators must have good working knowledge of the required
technology (p. 113) and the resources must be easily remixable. For example, modifying some
digital resources, such as videos or PDFs, are problematic (McGreal, 2012, p. 3; Ovadia, 2019, p.
83) as special software and skills are required in addition to the time invested to learn the
technologies and the time needed to modify the resource. Ovadia noted that educators were often
prevented from modifying CC licensed YouTube videos because access to the raw files is
required (p. 83).

Additionally, understanding copyright and open licensing can be arduous when several
resources are involved in a remix as each resource may have a different CC license. Modifying
becomes more complex if copyrighted materials are used, as seeking permission to use these
materials can be both time-consuming and expensive (Hylén, 2007, p. 60). The advent of CC
licensing increased OER creation and sharing; however, Kelly (2014, p. 39) noted the perceived
quality of OER material is a factor in its adoption, whilst Hilton 111 et al. (2013, p. 47) found the
strength of OERs are its flexibility and allowing educators to rearrange, revise, and remix
resources.

Technological advances may render some OERs lost. Ovadia explains that proprietary
formats that are no longer supported may trap resources from being used or modified as the

software to open the OER is not long available or useable (p. 83). The researcher recommended
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using Open Document to “future-proof” resources (p. 86), which allows educators to download
the file, work with the content, and reintubate the resource without relying on other servers (p.
86-87) and proprietary software.

Modifying resources may not be an easy task and appears to be time consuming. Scholars
have yet to discover how OER adopters overcome or mitigate these and other challenges and
have not yet delved into why OER educators go to such lengths to modify resources. It is unclear
if these OER modifiers prefer a higher level of personalized resources or if adoption and
modification are related to the proprietary textbooks they use, as the textbooks may not meet the
needs of the students or educators.

Sharing OERs

Cronin (2017) emphatically stated “education is about sharing knowledge; thus, openness
is inherent in education” (p. 2); however, researchers found that educators are more likely to
reuse and modify OERs but sharing resources is not common, least of all publicly (de los Arcos
et al., 2014, p. 14; Jhangiani et al., 2016, p. 18). This implies a double standard and does not
conform to the altruistic roots of OERs. Sharing resources may be more common when sharing
amongst peers at the same institution or department, but it remains unclear why some educators
will use OERs but not share resources they have modified. This may indicate that some OER
adopters have not fully integrated the essence of open into their educational practices. Indeed,
they may encounter challenges that have yet to be identified by scholars, but if these
impediments do exist, then some adopters have overcome the obstacles. Hylén (2007) suggested
some educators do not want to share their resources because they surrender control of the
materials (p. 67), but researchers have yet to investigate this. Ironically, the purpose of the open

movement and CC is to relinquish most, if not all, control of modified or created OERs. As
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David Porter pointedly stated, “It’s what education is about: sharing what you know with others.
Don’t hoard it, share it!” (Klassen, 2012, “David Porter”). Further investigation into this
phenomenon may identify hidden or obscured challenges to OER adoption and provide
additional information about OER rejection.

Creating OERs

Creating and sharing are the currencies used in the world of Web 2.0. From maintaining
personal Web pages, to posting on social networks, uploading videos, and commenting on
YouTube videos, we live in a participatory culture. Arguably, the highest levels of OER
engagement are OER creation and dissemination (Wild, 2012, p. 17), as it requires motivation,
the ability to create, and competent use of technological resources (Tuomi, 2013, p. 64). Good
working knowledge of CC and fair dealing are required in addition to knowing how and where to
disseminate the OERs. Unfortunately, there is relatively little research on examining the steps,
obstacles, and accomplishments of individual educators who create bespoke OERs. McKerlich et
al. (2013) found 29% (N = 154) of faculty and staff created OERs, mostly tutorials and quizzes
(pp. 96-97). Further information pertaining to the content of the tutorials was not forthcoming,
and, therefore, it is unknown what types of resources were created.

The size and complexity of an OER are likely factors educators consider prior to creating
an OER. For example, sharing a photo on Flickr or Pixabay requires much less technical
expertise and time than creating a textbook. Indeed, textbook creation may seem daunting but
resources, such as Moore and Butcher’s (2016) “Guide to Creating OER Textbooks” and
BCcampus’s “Open Education Self-Publishing Guide” (n.d.-a) provide educators with guidance
throughout the process, whilst Mays (2017) took at different approach and reached out to OER

experts to contribute to “A Guide to Making Open Textbooks with Students.” The presence and
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availability of such guidebooks indicates that educators are interested in textbook creation and
some are willing to devote time and effort to such an enterprise.

Hylén (2007) recognized that individuals produced OERs of their own initiative (p. 10),
and, therefore, these educators must develop additional skills than what is required to modify
OERs. OER educators may review online professional development material offered by various
institutions, such as the Commonwealth of Learning (n.d.), University of British Columbia (n.d.),
and University System of Georgia (n.d.), to acquire and hone their skills. These online resources
further support educators’ interests in OER creation, particularly those seeking to create open
resources. Additionally, such materials are available on a just-in-time basis, which allows
educators to view and act upon the information provided when the educators require the
information and when they have the time to implement OER strategies. Reviewing and applying
online material supplied by the institutions may enable participants to create quality OERs,
increase copyright comprehension, address software questions, reduce time to create and modify
resources, and increase individual participant’s reputation amongst peers. Such instructional
generated material seems easily available, but self-paced online courses offered within
universities for professional development could be useful for those seeking entry into
modification and creation.

OERs are also created on a large scale by some universities, such as The Open University
(2019) in England and the University of Michigan (n.d.). These OERs are used in the
universities’ open courseware offerings, which educators from outside the institutions may
modify for their own purposes. These universities take a collaborative approach to creating
OERs by creating inhouse repositories and creation mechanisms. From this, several models have

appeared, such as OERu’s open design and development approach (WikiEducator, 2015), and
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the CORRE workflow by Witthaus et al. (2011). When reviewing these processes, it is apparent
that educators and their expertise are a small part of large projects, which can include project
managers, instructional designers, video production personnel, and legal assistance. Individual
OER creators could use these workflows as guidance, but they may be overwhelmed as the
details required for such projects as these are beyond the needs of individual OER creators
seeking to make granular resources; however, educators may consider consulting instructional
designers at their university as they may be able to help educators create structured workflows
and/or assist with technical issues. Alternatively, Meinke’s (2017) OER workflow for educators
provides them with an individualized approach, breaking the process down into five distinct
phases (see Figure 3). Meinke’s work is an excellent example of how experts, such as librarians,
may assist educators, but it is also problematic. Meinke often suggested consulting an OER
specialist, which may pose a challenge to some educators who do not have access to an OER
specialist. Nonetheless, the diagram illustrates many decisions and challenges OER creators face
from the idea of adoption through to publishing.
Challenges to OER Adoption, Modification, and Creation

Scholars have successfully identified challenges to OER adoption (for example, Belikov
& Bodily, 2016; de los Arcos et al., 2015; Jhangiani et al., 2016; Pirkkalainen & Pawlowski,
2013), with a fairly consistent list of obstacles facing university educators who wish to adopt,
share, reuse, modify, and/or create OERs. The five challenges of discoverability, lack of quality,
copyright comprehension, confusion between digital resources and OERs, and lack of time, are
next presented to be an illustrative rather than an exhaustive list that briefly explores some key

challenges educators face with OER adoption. Additionally, these challenges are linked to
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establish connections between obstacles and to draw attention to similarities of the recommended
changes to practice suggested by scholars to overcome the challenges.
Discoverability

Finding OERs on the internet remains a serious challenge to OER adoption (Belikov &
Bodily, 2016, p. 240; Masterman & Wild, 2011, p. 19; Xu, 2018, p. 86) and there appears to be
no one best approach to OER discoverability. Similar to other obstacles to OER adoption,
discoverability of OERs was linked to other impediments. For example, White and Manton
(2011) suggested educators use search engines, such as Google, as a starting point, but noted this
was dependent upon the discipline. They found the information presented was nonacademic or
incorrect for some subjects (pp. 14-15). Indeed, Xu found educators frequently used Google and
YouTube to discover resources (p. 86). Using Google may be problematic as researchers noted
that some educators confuse digital resources found on the internet with OERs (Belikov &
Bodily, p. 240; Seaman & Seaman, 2019, p. 6) and did not have a clear understanding of
copyright, particularly open licensing (Jhangiani et al., 2016, p. 19; Nikoi & Armellini, 2012, p.
179; Pirkkalainen & Pawlowski, 2013, p. 12).

White and Manton (2011) also recommended searching OER repositories (p. 15);
however, Moore and Butcher (2016) found educators were challenged when searching for OERs
in repositories because there was “no single repository or search facility for users to find open
materials. Resources are dispersed across the internet, and a multitude of search techniques are
needed to find them” (p. 5). Although Xu’s study (2018) was small, with only 16 educators
interviewed, the researcher asserted “most faculty” were not aware of OER repositories,
databases, or libraries (p. 86). The lack of awareness was exacerbated with the challenge of

locating useful repositories, (Amiel & Soares, 2016, p. 133). Once inside an OER repository,
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educators may legally use these resources, which “allow educators to share, manage and use
education resources” such as lesson plans, videos, quizzes, presentations, and learning activities
(University of British Columbia, 2017, p. 3); however, locating relevant OERS in repositories
also posed a challenge (Dichev & Dicheva, 2016, p. 32; Pirkkalainen & Pawlowski, 2013, p. 13).

Overcoming the challenge of discoverability is manifold because of the connections with
other obstacles. Nonetheless, to enhance discoverability, Dichev and Dicheva (2016) suggested
tagging all resources with metadata to indicate licensing (p. 34). Using search parameters, such
as a Boolean search, would allow anyone using the internet to search for items by the licenses
attached to the item. Hylén (2007) also suggested using metadata to describe the resources but
acknowledged a disparity between descriptions and actual search terms (p. 100). This, however,
assumes a level of digital literacy by the searchers, and the willingness and ability of people who
post digital resource to include the license in the metadata. A more practical solution is to enlist
the assistance of institutions’ librarians of learning technologies, to help educators locate reliable,
discipline specific sites or repositories where OERs reside (Armellini & Nie, 2013, p. 18; Wild,
2012, p. 7). Other researchers suggested a university’s instructional designers may be helpful to
educators with locating resources and assisting with the OER adoption process (Miller & Homol,
2016, p. 352; Ren, 2019, p. 3483; Xu, 2018, p. 86).

University-created repositories, such as MIT’s OCW and OpenStax CNX, were created
for the purpose of providing OERs to educators within and outside of the institutions. Such
institutions’ sites were referred to by Dichev & Dicheva (2016) as unconnected islands. These
researchers believed the lack of connectivity results in multiple searches in multiple sites, which
causes repository searches to be a tedious and an unproductive task (Dichev & Dicheva, p. 32).

This does assume, however, that educators discovered a number of repositories relevant to the
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topic prior to beginning the search process. Arguably, OERs and OER repositories are easily
found if the correct search parameters are used. It is not yet understood how some educators are
able to find OERs whilst other educators state that OER discoverability is one of the principal
hindrances to adoption.

Aside from repositories, OERs are available from a number of sites, such as specialized

content sites (a list is available at http://open.ed.ac.uk/how-to-guides/where-to-uploadshare-your-

resources/specialised-content-site/), OER search engines (a list is available at

https://www.jisc.ac.uk/guides/open-educational-resources), and by employing the CC search

engine (https://search.creativecommons.org). These resources are easily found using “where can
I find OERs” in a Google search. Some university libraries (Brock University, 2020; Thompson
River University, 2021a; University of Winnipeg, 2021) maintain web pages devoted to assisting
educators with finding OERs, including repositories; therefore, even though participants in OER
studies constantly state that discoverability is a critical issue, it appears that OERs are fairly easy
to find, which then leads to asking why these resources are not known or used and why
participants seeking specific OERs are not locating them.

Allen and Seaman (2016) found participants’ attitude towards OERs was a factor in
resource discoverability. “Proponents of OER can take a ‘glass half full” approach,” they stated,
whilst nearly half the educators with “the ‘glass half empty’ approach ... report it was hard to
find OER” (p. 42). White and Manton (2011) suggested educators searching for OERs should
“have realistic expectations of what is available on the Web and refining search methodologies is
a key digital literacy” skill (p. 14). Finally, Levey (2012) placed the onus on educators to find

repositories and construct a solid search strategy using precise search terms (p. 131).
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These three studies clearly moved the responsibility of understanding how to search for
OERs from technology tools and institutions to educators. Of particular interest is Allen and
Seaman’s (2016) research, which suggested educators’ expectations and attitudes effect
discoverability, but researchers have not examined this further. Belikov and Bodily (2016) also
suggested additional research is needed to explore the use of models to overcome the issue of
discoverability (p. 244).

Anderson and Leachman (2019) suggested librarians could host workshops that
concentrate on how educators could search for OERs and gain an understanding of various
licenses. They noted that such workshops received “poor attendance” and suggested future
workshops be “in tandem with ... small-grants programs” in an effort to increase attendance (p.
9). Clearly, discoverability is a critical issue, but further actionable recommendations for changes
to practice to mitigate obstacles to OER adoption are needed. | recommend further research into
uncovering how OER educators successfully search for resources and then disseminate these
techniques to educators.

Copyright Comprehension

Educators who wish to use or create OERSs require rudimentary knowledge of copyright
and CC and know where to find current information about how to use, reuse, distribute, modify,
and create CC resources. Nonetheless, researchers found some educators had yet to acquire an
appropriate level of copyright knowledge (de los Arcos et al., 2014, p. 15; Jhangiani et al., 2016,
p. 19; Mishra, 2017a, p. 371). This lack of knowledge places the educators and their
postsecondary institutions in legal jeopardy with statutory damages ranging from $100 to $5000
for using copyright-protected material for noncommercial purposes without obtaining a license

to use them (Copyright Act, 2017, section 38.1(1)). The statutory damages are purposely low so
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as not to cause undue financial hardship on individuals who break the law (Geist, 2012), but for
educators and their institutions, the damage may also affect their reputations. Alternatively,
copyright holders have the option of seeking statutory damages or actual damages, which may be
awarded higher than the statutory damages maximum.

In Canada, copyright applies to “every original literary, dramatic, musical and artistic
work” (Copyright Act, 2017, section 5 (1)) that meet the conditions of copyright as per the
Copyright Act, which received Royal Accent in 2012. Additionally, the Act also covers
performers’ performances, sound recordings, and communication signals (Copyright Act,
sections 15 and 21). The copyright holder maintains the rights “to produce, reproduce, perform
any translation of the work” (Copyright Act, section 3 (1) (a)) including converting written work
into dramatic work (section 3 (1) (c)), and public exhibition of the work (section 3 (1) (g)). The
copyright holder may rent, lease, or sell the rights for full or partial use of the copyrighted-
protected material.

According to the Council of Ministers of Education Canada (CMEC), the modernization
of the Copyright Act provides the legal framework for educators and learners “to use publicly
available internet materials in their educational pursuits” and clarified the use of copyright-
protected material for educational purposes, known as fair dealing (CMEC, n.d., p. 1). Fair
dealing is applicable to educators working at nonprofit education institutions and allows the use,
reproduction, and distribution of copyright-protected materials for research, education, and for
certain noneducational purposes, such as satire and news reporting (Copyright Act, 2017,
section. 29). The essence of fair dealing allows educators to copy and distribute, both physical
copies and through the institution’s learning management system, provided attribution is given to

the author or creator or the materials. This is applicable only for excerpts of copyright-protect
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materials distributed to students or for teaching purposes. Some Canadian educators may
erroneously be under the impression they can freely use any and all copyright-protected
materials for teaching and researching, as these fall under the fair dealing clause of the Copyright
Act; however, this is a misconception as there are restrictions to fair dealing, and restrictions to
CC licensed materials.

Canadian educators must be aware of the following seven fair dealing guidelines before
using copyright-protected materials:

e Short excerpt may be used for research, education, private study, criticism, review, new
reporting, satire, and parody.

e The source, author or creator of the copyright-protected material must be attributed.

e Each student may receive a short excerpt of copyright-protect material in the form of a
class handout, via a post on the course learning management system, or as part of a
course package of readings.

e A short except is defined as a maximum of 10% of the copyright-protected material, one
chapter of a book, one article from a periodical, and an entry from references such as a
dictionary or encyclopedia.

e Educators cannot copy or distribute multiple short excerpts from a single copy.

e Educators should seek additional guidance from their institution if they exceed the limits
of the fair dealing.

e Fees charged to students for the use of copyright-protected materials are expected to
cover the costs, including overhead costs, and not be used for profit by the institution or

educator (CMEC, 2016, pp. 2-3).
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Although these seven guidelines appear uncomplicated, the Act specifies numerous restrictions,
exemptions, and circumstances; therefore, consulting a copyright expert is advisable.

The Canadian Copyright Board (2018) establishes royalties paid for use of copyrighted
materials that is “entrusted to a collective-administration society” and supervises licensing
agreements when the “copyright owner cannot be located (“Raison d’étre,” para. 1). The Board
maintains a two-step process to determine if permission is needed to use copyright-protected
material. Michael Geist, a professor of law and Canada Research Chair in Internet and E-
Commence Law, summarizes the process as follows: The first step is the amount of material,
with 2.5% determined as the maximum amount that may be used without obtaining a license
(Geist, 2015, para. 5). If more than 2.5% is used, then an educator who wishes to use the material
must “test” how the material will be used. This includes ensuring the material is for research,
education, private study, or certain other noneducation related purposes. Finally, educators must
employ a six-factor analysis to determine whether the materials are used correctly under fair
dealing. These factors are purpose, character, amount, alternatives, nature, and effect of the
dealing (Geist, paras. 7- 14). Copyright-protected materials need not meet all of the conditions in
the six-factor analysis; however, even though the material meets these conditions, the copyright-
protected material must still be used according the free dealing guidelines as defined in the
Copyright Act.

Many Canadian university libraries (for example, Ontario Tech University, 2020; Simon
Fraser University, 2021; University of Victoria, 2021) provide educators with online information
about fair dealing and how they may use copyright-protected material and remain compliant with
the Copyright Act. Such university resources, for the most part, do not provide extensive

information, but instead allow educators to understand copyright at a high level. Conversely, the
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lack of details may consequently leave both the institution and their educators open to legal
action by copyright holders. In contrast, the Copyright Act may be too time consuming for
educators to read and correctly interpret. To support educators’ use of copyright-protected
materials, some Canadian universities periodically offer copyright workshops to educators (for
example, Ryerson University, 2016; Thompson Rivers University, n.d.). Online interpretations of
the Act may provide an alternative to educators, such as the CMEC published Copyright Matters,
a user-friendly comprehensive interpretation of the fair dealing guidelines specifically for
educators, which may be adequate to provide a basic knowledge of fair dealing. Nonetheless,
these online resources cannot replace the expertise of universities’ copyright librarians who can
help guide educators through the proper use of copyright-protected materials.

Similar to copyright-protected materials, educators who use open licensed resources must
understand the open licensing scheme. The open license de facto standard is CC (White &
Manton, 2011, p. 3), resulting in the CC licensing scheme becoming “firmly associated with
openness and OER” (McAndrew et al., 2012, p. 6). Seaman and Seaman (2019) argued CC is a
modification of copyright and not an alternative to copyright (p. 5) and Allen and Seaman (2016)
stated the “barriers to adoption of open licenses has been simplified to the point that simply
attaching an image or a piece of code can be a proxy for a legal deed” (p. 132). The licensing
scheme offers alternatives to the extremes of public domain and traditional copyright (see Figure
4). Broadly, CC licensing allows resource creators to share their work for others to use with
specific obligations and restrictions for users of the licensed materials. Creators may share
resources by posting materials in OER repositories, on their personal blogs, or in online
collections of artifacts, such as Pixabay (photos), YouTube (video), and SoundCloud (audio).

Creators who wish to apply an open license to their work must consider how they want others to
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The Creative Commons Licensing Scheme
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use the resource and affix the appropriate CC license to the resource, indicating the correct use
and reuse of the resource.

Educators seeking teaching resources encounter a variety of CC licenses. These licenses
appear as easy-to-use alternatives to copyright-protected materials, or at the very least may be
used in conjunction with fair dealing copyright-protected materials. However, CC licenses may
be troublesome for educators who wish to mix several CC resources with different licenses as
not all CC licenses are compatible for remixing (Friesen, 2013, p. 84). For example, educators
must be aware of the CC license attached to each resource they wish to mix together. According
to CC, all resources require attribution (BY), whilst other CC licenses require the user not to edit
or remix the resource (BY-ND). The mixing of resources with different and noncompatible CC
licenses may be an issue if embedding a small BY-ND video clip within a new video.
Additionally, some resources require the same license be attached to all new works the resources
are used in (BY-SA). Whilst educators can use noncommercial resources (BY-NC) these
resources cannot be mixed with BY-SA resources because some materials are restricted with the
BY-NC license. This may not appear to be an onerous constraint, but CC recognizes 26 license
combination restrictions when remixing CC materials and notes a further five license
combinations that may prove troublesome (see Figure 5).

Such license restrictions indicate that educators who wish to create or modify CC
licensed resources must be aware of the limits of the licensing scheme prior to working with CC
licensed materials. CC licenses were “drafted to be enforceable around the world” and “the
licenses have never been held unenforceable or invalid” (Creative Commons, 2021b, “Are
Creative Commons Licenses Enforceable in a Court of Law?”’). CC maintains a wiki with a list

of global court decisions related to CC licenses (Creative Commons, 2017), but CC does not
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provide information about statutory damages or actual damages. Whilst the list of decisions is
relatively short, it nonetheless illustrates the global enforceability of CC and the willingness of
courts to uphold the rights of CC license holders.

Both fair dealing and the BY-NC license may confuse some educators who believe
universities operate as commercial businesses. The argument is educators cannot use any CC
licensed resources because students pay tuition to enroll in courses (McAndrew et al., 2012, p. 5;
Hylén, 2007, p. 77); thus, universities are making money. The Copyright Act offers clarification
with identifying educational institutions as “a nonprofit institution licensed or recognized by or
under an Act of Parliament or the legislature of a province to provide ... postsecondary
education” (2017, section 2). Although the Copyright Act does not delve into CC resources, CC
(n.d.) stated it “works to minimize legal, technical, and social barriers to sharing and reuse of
educational materials” (“History — Education”). This support for educational resources appears
to reject the premise that public universities are commercial businesses and encourages the use of
BY-NC licensed resources by postsecondary educators in publicly funded institutions.

Further confusion surrounds whether or not educators can release resources they have
created or modified because it is unclear if the university owns this material or if educators are
owners (Hawkridge et al., 2010, p. 163; Nikoi & Armellini, 2012, p. 173). For example, in
Australia, employers generally own the copyright to materials created by an employee in the
course of their work (Bossu et al., 2014, p. 7), which also applies to the university-educator
relationship (p. 16), but universities do not retain the rights to educators’ scholarly works (p. 17).
This situation varies by country but may also apply differently to institutions within the same

country; therefore, educators should consult their university copyright librarians for clarification.
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Figure 5

Various Levels of OER Adapter’s Licenses
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Note: In the Creative Commons adapter’s license chart, the grey boxes indicate licenses that may
not be used in an adapter’s license. Yellow boxes indicate licenses require caution, as future
users must be aware of the original CC license. Green boxes indicate an adapter may use when
licensing the resource. Adapted from “Adapter’s License Chart” by Creative Commons (2021a)
https://creativecommons.org/fag/ - if-i-derive-or-adapt-material-offered-under-a-creative-

commons-license-which-cc-licenses-can-i-use
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Interestingly, confusion surrounding permission for use also abounds in OER
repositories. Amiel and Soares’s 2016 study of repositories found only 22% of resources clearly
stated the CC license, with some material confusingly licensed as “all rights reserved” and others
using the most restrictive CC license of BY-NC-SA (p. 130). Copyright confusion may also
occur when both the copyright symbol ©, which indicates all rights reserved, appears in
proximity to the CC license (Amiel & Soares, p. 123). This may result in confusion about the
usability of the material and the extent the materials may be used.

Individual educators cannot address the OER repository issues discovered by Amiel and
Soares, as these matters rest with the organization that houses the OERs. Educators can,
however, seek out copyright workshops or seminars within their institutions (Armellini & Nie,
2013, p. 18; Masterman & Wild, 2011, p. 57; Wild, 2012, p. 7) or review the CC site themselves
to gain a better understanding of how the various licensing schemes work. Indeed, Mossley
(2013) recognized that copyright comprehension “is one of the biggest concerns for those
coming to OERs for the first time” (p. 12) but contended copyright comprehension for
educational purposes was not difficult once an understanding of permissions was gained (p. 12).
Clearly, copyrighted materials pose an obstacle to adoption; however, it is not yet known if the
key challenges to OER adoption are the lack of CC licensing comprehension, confusion over
ownership of material created by educators, or other copyright comprehension issues. Perhaps
copyright may be a perceived obstacle because educators believe it is complicated, it is time
consuming to understand, or is in the domain of lawyers.

Recent studies recommend educators seek the assistance of university librarians to
navigate CC licensing and other copyright issues (Ovadia, 2019, p.79; Reed & Jahre, 2019, p.

240); however, OER scholars have not yet put forward a call for further research into educators’
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copyright and CC licensing comprehension. This in itself is interesting, as researchers recognized
copyright comprehension as a critical issue and do not agree upon changes to practices. The
recommended changes in practice appeared practical for the most part. However, it is surprising
that researchers have not yet acknowledged that open licensing information is easily accessible
on the internet for those seeking clarification of copyright issues. With this in mind, I suggest
disseminating the CC licensing scheme to all educators via email at the beginning of each
academic term. The copyright librarian’s contact information should also be included as support
for educators who have questions. OER researchers could use such information dissemination
campaigns for further studies and they should consider working with their institute’s public
relations researchers to both implement such a program and study the results.
Confusing OERs With Digital Resources

Closely aligned with copyright comprehension is the confusion between OERs and
digital resources found freely on the internet (Falconer et al., 2013, p. 41; Masterman & Wild,
2011, p. 13; White & Manton, 2011, p. 3). Many freely-available resources found on the internet
are copyright protected and not usable without prior permission from the copyright holder.
Researchers found educators were not always aware that resources found on the internet were
copyrighted and permission must be obtained prior to use (Masterman & Wild, p. 41; Seaman &
Seaman, 2019, p. 6; Taylor & Taylor, 2018, “Expertise — Copyright” section.). Additionally,
some educators believed all resources found on the internet may be used if the materials are
correctly cited (White & Manton, p. 4), which may stem from the practice of citing sources
whilst writing research articles. Conversely, Taylor and Taylor found some educators avoided
OERs because they feared copyright infringement (“Expertise — Copyright” section.). Clearly,

confusion between freely-available resources and free-to-use resources ultimately rests with
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educators’ lack of understanding of copyright laws. For example, de los Arcos et al. (2014)
found that only 26.8% (n = 215) of the educators in the study, who were aware of the open
licensing and familiar with CC, were concerned with permissions for using or modifying a
resource (p. 14). This indicates that approximately a quarter of the educators who understand CC
intentionally disregard licensing.

In addition to using or remixing freely-found internet resources, some educators stored
collections of digital resources on their computer for later use (Harley, 2008, p. 201). It is unclear
if these collections contained open-licensed resources, copyright-protected materials, or a
mixture. Understandably, once an educator discovers a potentially useful resource, it is more
efficient to download, save, and add to a personal collection than it is to bookmark the resources
and hope that it remains available for future use. The problem arises when a copyright-protected
resource is retained on a computer, as this contravenes the Copyright Act. OER researchers have
yet to discover the prevalence of private resource collections or the licenses of resources within
the collections; nonetheless, the use of personal resource repositories should be examined to gain
further insights into resource curation practices by both OER adopters and educators who do not
use OERs. Additionally, gaining some knowledge of how or if these resources are metatagged
may be useful to OER researchers and creators.

To increase knowledge and assist educators with understanding that free access does not
necessarily equate with free to use, Jhangiani et al. (2016) recommended librarians and
universities’ teaching and learning centres disseminate information about the use of copyright
resources, which the authors suggested would increase OER adoption (pp. 32-33). Clearly,
confusion between OERs and freely available digital resources is also related to discoverability

of OERs. Whilst increasing copyright knowledge may be helpful, so too might be using metadata
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to indicate licensing of resources. Levey (2012), however, contended that metadata will not solve
the problem of poor resource retrieval skills (p. 134), which falls under the domain of digital
literacy skills. The American Library Association (2013) defined digital literacy as “the ability to
use information and communication technologies to find, understand, evaluate, create, and
communicate digital information” (p. 1). Although this definition is widely used, it is not always
agreed upon (Hadziristic, 2017, p. 18). Nonetheless, at the core of many digital literacy
definitions is the ability to search for relevant materials, evaluate the information, and process
the materials or information; however, for educators challenged with OER adoption, this appears
not to be a strong skill set. These skills would correspond with knowing and utilizing advanced
searches using public search engines, finding OERs through search engines, discovering relevant
OER repositories, and effectively and efficiently finding resources in repositories.

Some educators may lack the required digital literacy skills to navigate copyright
comprehension and open licensing, but this perceived problem may be because of lack of time or
simply lack of interest. Falconer et al. (2013) suggested promoting awareness of open licensing
and “encourage people to differentiate between resources that are openly licensed and those that
are free of charge” (p. 47), but the researchers failed to provide recommendations to execute
“encouragement.” Finally, both research teams of Masterman and Wild (2011) and White and
Manton (2011) acknowledged this critical issue but failed to provide any recommendations to
change of practice or to conduct further research. This may be the result of the close relationship
between confusing open resources and free material and copyright comprehension. Nonetheless,
this critical issue needs further exploration to discover its relationship with copyright

comprehension and uncover how educators who use OERs address this obstacle.
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Understanding how educators search for OERs has yet to be pursued by OER scholars.
Gathering data through interviews or observations of OER adopters and rejecters could yield
useful data that may contribute to further insight into educators’ knowledge of copyright and
open licensing and resource search processes that might lead to a deeper understanding of OER
impediments.

Lack of Quality OERs

Some educators bemoaned the lack of quality of OERs (Belikov & Bodily, 2016, p. 242;
McAndrew et al., 2012, p. 6; McGill, 2014, Table 1), although it appeared that educators who
adopted OERs into their teaching practice had a higher perception of OER quality than educators
who have yet to adopt OERs (Belikov & Bodily, p. 242; Jhangiani et al., 2016, p. 5; Mishra,
2017b, p. 79). This could be indicative of preconceived notions about OERs and may be related
to rejecting OERs prior to trialing or observing how they are used in practice. Such subject bias
requires further investigation as OER scholars have yet to study if there is a change in attitude
after OER adoption. Quality has a different meaning to different people in different contexts
(Clements, et al., 2015, p. 1100); however, Mishra (2017b) noted quality has many attributes,
including accurate and authentic information about the OER, appropriateness of content, and
reusability (pp. 68-70). Such attributes may be at the forefront for educators as they search for
and evaluate potential OER teaching material, but Mishra also found “The real measure of a
material’s quality is based on the students’ learning outcomes and whether/how it helps them to
learn better” (p. 81). This may indicate that some educators put time and effort into remixing
several OERs or modifying lower quality OERs to meet their needs. Canadian researchers also

point out that educators employed at research-intensive universities had a higher regard for OER
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quality than those at teaching-intensive universities (Jhangiani et al., p. 5), although,
unfortunately, the researchers did not offer an interpretation of this finding.

Other OER scholars raised the question of comparing commercial resources against those
created by educators, stating, “it should be obvious to everyone that a teacher’s job is different
from that of a publisher” (eLIG, 2005, as cited in Geser, 2007, p. 25). Presumably very few
educators have the training to create textbook quality resources because that is not their area of
expertise. Additionally, entire enterprises are in place to create high quality resources, which an
individual educator will find difficult to compete against.

Individual educators do have the ability to create small resources, known as granular
resources, of high quality. It is perhaps the small size of the resources that makes this possible.
For example, individuals who have a specific skill set can create quality short videos, podcasts,
or graphics. Photos, for example, can have multiple uses in various contexts. These skills may
not lend themselves to larger projects, such as hour-long videos, regular lengthy podcasts, or a
series of intricate graphics complemented with corresponding text. A participant in Luppicini’s
(2008) study on educational technology stated that university educators face the challenge of
“being a jack of all trades and a master of none because there are so many things associated with
addressing learning and performance needs that there is no way to be an expert in all areas” (p.
290).

Judgments placed on OER quality deter some educators from sharing their resources for
fear of being criticized by their peers and the fear that their resources will be remixed to a lower
standard (McGill, 2014, Table 1). This may be viewed as an obstacle for educators wishing to
move from reusing to remixing and deter some educators from increasing their technology

skillset. For educators who fear others will remix their resources to a lower quality, they may
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release their work with a CC no derivatives license (BY-ND), but as seen above, a license does
not necessarily stop people from using or reusing or remixing resources. Additionally, once a
resource is remixed it may lose its original license when shared because of poor or missing
metadata or improper license application. For example, a public domain resource may be
remixed with a CC noncommercial (BY-NC) resource to create a new resource that could then
be released with a no derivatives license (BY-ND) free for commercial use, or be copyright
protected. Data connecting the relationship between sharing and quality has yet to be gathered,
leaving OER scholars unable to speculate further.

Educators often compare traditionally published textbooks against OER counterparts,
particularly when assessing to adopt the new textbook for a course. Fischer et al. (2017) found
Canadian educators who provided online reviews of textbooks (n = 44) tended to provide lower
rating for OER textbooks than their American counterparts (p. 151). The authors speculated
Canadian reviewers may have higher standards and the textbooks were not “equally useful in
different educational systems,” the reviewer’s contexts may be different, and “average scores
may hide difference among various groups of rates” in international studies (p. 151). Although
not specific to OER textbooks, Jhangiani et al. (2016) found Canadian OER adopters rated the
quality of the resources higher than educators who had not adopted OERs (p. 16). One study
participant stated OER textbook authors were creating more interactive e Textbooks with links to
videos and other resources, thus making the OER textbooks more comparable in quality to
traditionally published textbooks (p. 26). Another participant appeared to miss the “extras”
included with traditionally published textbooks, such as instructor resources (p. 21), which

impacted the overall quality of using an OER textbook. This is fortified by the Canadian



56

Association of Research Libraries that found “quality control and content vetting” remains a key
challenge to educators seeking to adopt OER textbooks (2014, p. 3).

The perceived poor quality of OERs is contested by Mossley (2013), who believed
community-agreed standards were beginning to emerge, particularly in repositories; thus, even
large amounts of low quality OERs will not be able to inundate and hide high quality OERs (p.
14). It is, however, unclear if educators, who believe there is an abundance of low-quality
resources, know how to use search engines to find the materials or are searching within OER
repositories. This leads to the concern that some educators, who do not have the necessary skills
to find OERs, likely do not know how to find quality OERs.

McGreal et al. (2016) believed the underlying assumption about OER quality perpetrated
the low-quality myth (p. 5), which concurred with Hylén et al.’s (2012) claim, “It is sometimes
suggested that materials given away for free cannot be of high quality” (p. 21). Combating these
preconceived notions may be problematic, as quality is not controlled; however, educators
seeking to use OERs should have realistic expectations, particularly as quality is subjective.

Scholars have put forward possible avenues to address OER quality issues. One approach
is through an open-source method, similar to how Wikipedia is updated and edited (Coffin, 2012,
p. 18). Likewise, open users could vote for or review resources, such as used with the
Connexions project (Yuan et al., 2008, p. 18). Another suggestion was a peer-reviewed process
comparable to the academic journal-publishing model (Coffin, p. 18), which appeared similar to
McGreal et al.’s (2016) suggestion of peer-assessment (p. 6), but unfortunately the researchers
did not elaborate on the possible processes. MIT and the Open University UK are two examples
of institutions housing repositories of learning resources created by production teams and

educators employed at the institutions. Universities are increasingly creating OER repositories to
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house resources, both granular and courseware, for use by their educators. Some university
repositories are also available to outside educators.

D’ Antoni (2008) reasoned “The OER movement would benefit from an exploration of
current international quality-assurance mechanisms and general guidelines and, potentially, from
linking with existing quality-assurance agencies” (p. 17). In 2015, Clements et al. responded
with the creation of a learning object repository quality assurance framework. The framework
provided guidance when building or updating repositories but did address the quality assurance
of individual OERs. Suggestions for OER quality assurance echoed Jhangiani et al.’s (2016)
proposal that institutions commit to a process for reviewing their OER offerings (p. 32).
Conversely, Clements and Pawlowski (2012) advised educators to increase their technology
skills, and involve them in OER quality assurance, which in turn “will motivate them to reuse
OER from existing repositories” (p. 12). These suggestions aligned with involving educators in
an OER community of practice, which Wild (2012) envisioned occurring within institutions.
Wild supported capitalizing on educators’ OER skills within faculties, so educators could “work
together to find technical solutions to facilitate local sharing, reuse, and clustering of good
quality OER” (p. 6). These recommendations of using a community of practice may be practical
if time is available, which assumes the OERs are not needed in a short period of time.

OER scholars agreed the perceived quality of OERs was a critical issue impeding
mainstream adoption. Noticeably, study participants agreed that quality was an issue, but
researchers have yet to ask OER users, and potential users, how they perceive quality, how they
establish quality, and where they find reliable quality OERs. Additionally, researchers may wish

to gain a deeper understanding of how assurance models or peer-review processes could be
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implemented by institutions and individual educators who create granular OERs within days of
using them.
Lack of Time

Searching for OERs is time-consuming for educators (Anderson & Leachman, 2019, p. 2;
Armellini & Nie, 2013, p.17; McGill, 2014, Table 2; Wolfenden et al., 2012, p. 2), which is not
surprising considering the aforementioned obstacles surrounding lack of discoverability.
Nonetheless, many educators felt they lacked time, which affected multiple obstacles to OER
adoption (Xu, 2018, p. 86). For example, using OERs sometimes requires more preparation time
(Bliss et al., 2013, p. 9), particularly when modifying or repurposing a resource (Clements &
Pawlowski, 2012, p. 12; McGill, Table 2; Ovadia, 2019, p. 83). For time-poor educators, it is
often quicker to use proprietary resources supplied by publishers than it is to search for, and
possibly remix, OERs. The ease of use is the allure of supplied resources, but publisher-created
resources are created for mass appeal and cannot meet the demands of educators, and students,
who want resources relevant to their location and cultures, in addition to the specificity and depth
of their subjects and topics covered. OERs can meet these demands, but, as Belikov and Bodily
(2016) pointed out, evaluating OERSs prior to use could also be time consuming. Horn et al.
(2018) called attention to the amount of time educators invested to locate resources, evaluate
them for relevance, and curate the resources so they were meaningful to the educator (p. 198).
Some OER adopters, however, were willing to invest their time to search for relevant OERSs if
they are searching from “trusted providers” (White & Manton, 2011, p. 9). Presumably, these
trusted providers met the criteria of usefulness and quality set forth by these educators. Providers

could be peers, OER websites, or institution-owned repositories.
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Few studies examined OER use that compares educators who work full-time to those
who facilitate part-time. Belikov and Bodily (2016) did not purposely seek out these two groups
but discovered part-time educators “were less concerned about the time needed to evaluate or
adopt OER, and stated they were less concerned with their ability to find existing repositories of
OER?” (p. 244). Whilst the researchers called for further research into these differences (p. 244), |
suggest future research include exploring teaching loads as well as other responsibilities, such as
the number of research projects and number of institutions these educators are employed at. Such
depth of information would provide a more accurate representation of time available to educators
and assist with understanding time constraints that may affect OER adoption and use.

Replacing a traditionally published textbook may also be time consuming. According to
Lieberman (2018), OERs educators may “underestimate how much work is involved in moving
from a course-spanning textbook to a revolving collection of disparate materials” (para. 13).
Additional time may be needed to discover, remix, and/or create relevant OERs, which appeared
in contrast to Jung et al.’s (2017) research on OER textbooks adoption. The scholars found 82%
(n = 123) of study participants (N = 150) who adopted OpenStax textbooks stated the equivalent
amount of less preparation time was required when using an OER textbook (p. 129); however,
48% (n = 72) of participants made instructional changes, including shifting their approach to
collaborative, active learning, and using a flipped approach (p. 130), which presumably resulted
in substantial changes to previously established lesson plans. Unfortunately, the researchers did
not collect data on the amount of time educators required to make changes to their teaching
approach, or the time invested by educators when adapting a course that previously relied upon a
traditionally published textbook. Jung et al. also noted that many OER studies combined types of

OERs and did not differentiate between the types, so it remains difficult to gain an understanding
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of how each obstacle is correlated with the various types of OERs during adoption or
modification (p. 124).

In addition to the lack of time, some educators viewed OER production as “extra work”
(McAndrew et al., 2012, p. 6) and not correlated with promotion or rewarded by their university.
This is echoed by Harley (2008), who found some educators do not positively perceive OERS,
and other technologies, as integrating these into practice did not help with promotion and tenure
prospects and was viewed as a waste of time (p. 202). Jhangiani et al. (2016) believed educators
would be more motivated to participate in the OER movement if OERs were connected to
service and was considered an important factor in tenure, promotion, and the reappointment
process (p. 33). Seemingly, with this in place, educators would be rewarded for OER
participation; however, this recommendation is not feasible across university disciplines. Some
educators do not have the technical skill set and certain courses, such as finance and law, require
students to study from prescribed textbooks to obtain knowledge and information to meet
accreditation standards.

Combined, these studies indicated a broad spectrum of impediments related to time,
which may account for some OER scholars’ recommendations that educators receive release
time, or paid time, to search, create, or modify OERs (Jhangiani et al., 2016, p. 33; Taylor &
Taylor, 2018, “Linking solutions with challenges” section; Wild, 2012, p. 6), whilst others felt a
lack of a reward to devoting time to OERs (Andrade et al., 2011, p. 115; Mishra, 2017b, p. 35).
These recommendations may not be easily implemented by Canadian universities; therefore, the
issues of time associated with OER use needs further research that produces actionable

recommendations. | also suggest broadening the scope to gain an understanding of how
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university educators learn to use technologies, which will shed further light on time devoted to
acquiring technology skills.
Other Impediments to OER Adoption

Clearly, the above impediments are not an exhaustive list of obstacles. Indeed, scholars
have discovered a number of challenges that should also be acknowledged. First, granularity of
the resources is an issue because large OERs, such as entire online courses, cannot be easily
modified; therefore, smaller OERs are more suitable (Armellini & Nie, 2013, p. 17; Ovadia,
2019, p. 83; Pirkkalainen & Pawlowski, 2013, p. 11). Not applicable, or a bad fit, is similar to
discoverability, as some participants could not find resources within their subject discipline.
OER scholars found some participants were not aware of where to find or how to search for
appropriate OERs (Allen & Seaman, 2016, p. 33; Belikov & Bodily, 2016, p. 241; Mossley,
2013, p. 19; Jhangiani et al., 2016, p. 19). Next, lack of institutional support was cited by a
number of researchers. This may have resulted in the call from librarians and teaching and
learning centres for additional educators training (Geser, 2007, p. 65; Jhangiani et al., p. 19). The
lack of institutional support may be aligned with the “closed institutional process” in which
OERs are often created, shared, and remixed (Coughlan et al., 2018, p. 5). OER repositories are
difficult to locate, not connected to each other, and have unreliable search functions (Amiel &
Soares, 2016, p. 133; Dichev & Dicheva, 2016, p. 32; White & Manton, 2011, p. 15), although
some educators did use OER repositories, which they found saved them from creating a resource
that already existed (Blink & Marcus, 2015, p. 31). Jhangiani et al. discovered that educators
who rely on ancillary materials provided by traditional publisher encountered an obstacle to OER
use because OERs may lack of support material and they recommended increased funding to

support the creation of such resources (p. 17, p. 33). Studies also noted some educators lacked
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interest in educational innovation (Andrade et al., 2011, p. 118; Hylén, 2007, p. 67), allowing
these educators to use the same facilitation methods for years.

Participants in several studies identified technology as an impediment to OER adoption.
Technology issues were varied and included the lack of digital literacy skills (Armellini & Nie,
2013, p. 16; Hylén, 2007, p. 66; Mossley, 2013, 11), lack of media production skills to create
OERs (Hylén, p. 60; White & Manton, 2011, p. 18), and continued reluctance of educators to
adopt technology for teaching and learning purposes (Conole, 2012, p. 112). Indeed, technology
is the foundation of OERs in today’s educational environment, as the vast majority of OERs are
digitally created and disseminated over the internet. Cinici and Altun (2018) believed the lack of
“authoring tools with the functions that allow the preparation of learning objects in accordance
with personalized instructional needs, their arrangement, entering their metadata, and their
packaging” was an obstacle to adoption (p. 2); however, such authoring tools may require time
and effort to learn, which may be detrimental, as many educators lack time to learn new complex
and powerful multifunctional authoring tools. Additionally, some of these technologies may be
proprietary, which limits the usefulness to educators who fully embrace the open movement.
This is fortified by Mishra (2017a), who contended that OERs must be “created using open and
accessible technologies” (p. 377) to be considered open. Ovadia (2019) acknowledged that OERS
were not necessarily created with open software or tools; thus, “the more proprietary formats
there are in the OER ecosystem, the greater the chance they might someday become outdated and
inaccessible or will require technical skill and pretense to access” (p. 83).

Finally, obstacles to OERs are not discreet. McGreal (2017) provided an example of the
cost of the salaries of educators and the time they invested in creating and modifying OERs must

be accounted for (p. 293); however, cost/time/salary should also be considered if educators seek
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assistance from other educators, librarians, or technical experts, including teaching and learning
centres and IT support. This is fortified by Stovall et al. (2019), who noted factors, such as “cost,
format, local content, and faculty preference can play a role in the selection of OER material or
traditional textbooks” (p. 366). These issues paralleled many challenges facing OER educators
who wish to remix or combine resources. Even so, this does not address the underlying issue of
obstacles to learning these technologies ahead of creating, mixing, or sharing OERs.

It is not surprising that motivation to adopt OERs may also play a key role in deterring
adoption. Taylor and Taylor (2018) believed educators lack the financial motivation to develop
OERs, and in particularly sessional or adjust faculty, who are contracted by the semester, have
little vested interested in the extra work required to adopt, modify, or create OERs (“Challenging
factor - Motivation” section). The authors stated that educators received little recognition from
their institutions for authoring OER textbooks, and the lack of formal institutional OER policies
contribute the educators’ indifference of OER adoption (“‘Challenging factor — Motivation”
section); however, the Commonwealth of Learning (2017) found the combination of national,
institute, and project open policies has increased from 45% in 2012 to 55% in 2017 (p. 1),
indicating a discrepancy in the research. Clearly, no one solution can address these and other
concerns; however, the above brief examination of a few obstacles to adoption illustrates the
myriad of problems facing educators who wish to adopt OERs and the potential ease of rejecting
OERs as a worthwhile innovation. What must be acknowledged is educators’ adoption and
sustained use, modification, and creation of OERs face many challenges that are outside of the

realm of traditional educational practices.
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OER Benefits and Incentives

Fortunately, scholars have explored positive attributes that encourage OER adoption.
According to Blink and Marcus (2015), OERs offer educators the freedom to choose and control
the course content and on a global level, and they “add to the pool of knowledge which make up
the fabric of academia (p. 30). This is supported by Allen and Seaman (2016), who found
discoverability of resources, recommendations for other educators, the ability to re-mix
resources, and the inclusion of education materials, were all important incentives as indicated by
participants (p. 7). Clearly, modification of OERSs to suit the learning outcomes and students’
needs are key benefits to OER adoption, but these benefits were not enough to sway the majority
to use, reuse, modify, and/or create OERs. This problem may be because of low awareness of
OERs. For example, Horn et al. (2018) found that with increased OER awareness educators also
became aware of how OERSs were beneficial to “any teaching and learning experience” (p. 199);
thus, indicating that educators who have no or little knowledge of OERs are unaware of the
benefits.

Albright (2005) recommended motivating educators by offering incentives for OER use,
such as policies to include OER material in the tenure and promotion process and awards for
outstanding OER materials (p. 6). This was supported by Taylor and Taylor (2018), who
suggested OER educators “receive a certificate of recognition from the administration”
(“Compensation, release time, recognition & awards” section). Some Canadian universities, such
as the University of British Columbia, include OERs as evidence of contributions towards
educational innovation in the tenure and promotion process (2020, p. 15), but this appears not be
the norm. For example, Skidmore and Provida (2019) recommended Ontario universities include

OER in tenure and promotion guidelines (p. 20). These researchers reviewed a number of
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Canadian universities” OER polices and found that many institutions encouraged and assisted
educators’ use of OERs, but initiatives were not supported by formal policies (p. 18).

Explicit policies may motivate some educators to explore OER adoption, but it remains
unclear whether educators have time to incorporate OERs into their teaching practices even with
incentives in place. Furthermore, other areas of practice may suffer as time-poor educators turn
their energies towards the rewards of an incentive program. However, Ryan and Deci’s (2017)
research stated rewards and incentives were not effective when permanent behavioural changes
are the goal, particularly in a workplace setting. “Approaches to that are performance-
contingent,” stated the researchers, “have a high risk of fostering external motivation and of
being experienced as controlling” (p. 549). They went on to elaborate that when applying
externally administered reward contingencies to control behaviours “can alienate people from
their values and interests and at times reduce their quality of engagement [and] their performance
and creativity” (p. 125). Hylén, (2007) had a different approach to rewards and suggested
gaining a good “reputation within the open community” was often an incentive (p. 12). Coffin
(2012) concurred and added that reputation building fuels the opportunities for collaboration (p.
17). This may motivate some educators, including those who enjoy participating in Web 2.0
activities. The intrinsic value of OER use was beneficial to educators, who reported it promoted
self-directedness, self-regulation, and increased self-confidence and self-motivation (Hussain et
al, 2013, p. 374); however, this was balanced by Mishra’s (2017b) findings that OER’s role in
promotion, “opportunities for professional development, networking and image building” were
key extrinsic motivators in this study from India (p. 67).

A recent study by Barker et al. (2018) found that some educators who used OERs and

worked at multiple institutions or moved from one instruction to another, shared their enthusiasm
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for OERs with their colleagues, who in turn also adopted OERs (p. 329). These OER evangelist
may assist with the “rapid adoption and a sudden increase of open textbook adoptions at their
new intuitions” (p. 329), and if this is true for open textbook, then it is possible that similar OER
adoption practices may also occur. The study, which occurred in BC, also hypothesized that
OER working groups in postsecondary institutions also assisted with OER adoption (p. 331),
particularly as these groups often consisted of educators who promoted OER use to colleagues
(p. 329). Kinskey et al. (2018) noted “many professors and students are unfamiliar with OER or
do not fully understand what OER means,” (p. 199); therefore, it is likely that educators who
were not familiar with OER were involved with working groups.

Several OER researchers reported that using OERs were beneficial to educators’ teaching
practices. Masterman and Wild (2011) offered many benefits to educators who adopted OERs,
such as making available to students supplementary learning materials to address learners’ needs
and interests, providing students with materials that educators were unable to create themselves,
benchmarking educators’ teaching practices, and increasing collaboration opportunities with
other educators (p. ii). Jhangiani et al.’s (2016) study participants reported the greatest benefits
of using OERs were to generate ideas and find inspiration when creating lesson plans and to
prepare for teaching (p. 5). These participants also stated that OERs have a “positive impact” on
teaching practices (p. 5). Researchers also found OERs were employed to augment or
supplement teaching materials (Armellini & Nie, 2013, p. 18; Jhangiani et al., p. 5; van der
Merwe, 2013, p. 893). Clearly, there are a number of benefits for educators when using OERs;
however, these critical issues require further research and actionable recommendations that affect
practices, such as programs guides or mechanisms, which could be put in place to assist

educators with overcoming these issues and increase OER engagement.
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Research Purpose

Scholars identified many skills OER educators may need, such as copyright knowledge
and technical competencies, but there are sparse first-hand accounts of educators’ reflections of
the challenges they faced when adopting OERs and the changes to their teaching practices after
OER adoption. Indeed, scholars recommended further examination of how OER adopters
overcame OER obstacles (Amiel & Soares, 2016, p. 132; Belikov & Bodily, 2016, p. 244,
Clements & Pawlowski, 2012, p. 12; Masterman & Wild, 2011, p. v). Therefore, the purpose of
this phenomenological inquiry was to explore how OER educators teaching in Canadian public
universities in the 2018-2019 academic year perceived and described their lived experiences and
reflections with using, sharing, modifying, and/or creating open educational resources. The
following research questions guided this study:
RQ 1: How do educators describe and perceive their experiences with challenges to using
OERs?
RQ 2: How do educators who have implemented OERs perceive and describe changes to their
educational practices?
Summary

Although the history of OERs is not lengthy, sharing teaching materials predates OERs
and the internet. Numerous researchers identified the benefits of using OERs in the university
curricula, along with the various challenges to adoption. The five critical issues examined here
have genuine implications for the future success and adoption of OER by university educators.
Participants in OER studies consistently identified discoverability, copyright comprehension,
confusion between digital resources and OERS, lack of OER quality, and lack of educators’ time

as obstacles to OER adoption, modification, and/or creation. Although much research into OERs
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has been conducted since the term was first used in 2002, all five critical issues require further
research to gain a deeper understanding so that educators who wish to experiment with OERs in
their educational practices can benefit from the experiences, insights, and narratives of current
OER educators.

Researchers who identified the five critical issues offered many of the same solutions,
such as training or assistance from librarians and teaching and learning centres. It is also clear
that suggested recommendations to change practice are either not undertaken or these initiatives
are not effectively reaching their target audience. OER scholars have identified additional
impediments to adoption then provided here, but this overview of the five issues provided some
context surrounding the obstacles educators face when adopting, modifying, and/or creating
OERs. The incentives and benefits to using OERs appears underreported, which may, in itself, be
a deterrent to OER adoption; therefore, further research is needed to uncover how some
educators overcame these challenges, which may result in recommendations to practice that may

be implemented to assist further growth of OERs in higher education.
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Chapter 3: Research Methodology

This chapter presents the details of the research methodology | used during data
collection and analysis. | begin chapter three with a brief overview of the research design
followed by an exploration of my chosen methodology: reflective lifeworld research. Next, |
describe the data collection methods, including, sampling procedures, participant recruitment
efforts, data processing, and analysis processes. In subsequent sections of this chapter, | discuss
assumptions | made about the data, review the limitations of phenomenology research
methodology, acknowledge the trustworthiness of data, and describe the ethical considerations of
my study.
Research Design

This study employed a qualitative phenomenological approach. In the realm of
phenomenology research methodologies, there are a number of traditions to choose from.
Reflective lifeworld research methodology was chosen to gather, process, and analyze
participant data. Phenomenology complements the research topic and the purpose of this study
because “phenomenology orients to the meanings that arise in experiences” and familiar
experiences “tend to become quite extraordinary when we lift it up from our daily existence and
hold it with our phenomenological gaze” (van Manen, 2014b, p. 38); thus, research participants
are conduits through which a phenomenon is examined. The focus of phenomenology, according
to Creswell (1998), is on the subject’s experience toward a phenomenon, and not on the life of
the subject (p. 38) and examines the “phenomenon and the meaning it holds for individuals™ (p.
40). For example, Giorgi (2012) stated “phenomenology does not dictate to phenomena, but
rather it wants to understand how phenomena present themselves to consciousness and the

elucidation of this process is a descriptive task™ (p. 6). Employing this methodology allowed me
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to capture the rich descriptions of educators’ experiences with OERs, challenges to OER
adoption, and provided an enhanced understanding of perceived changes to educators’ teaching
practices after adopting OERs.
Reflective Lifeworld Research Methodology

| employed Dahlberg et al.’s (2008) reflective lifeworld research (RLR) approach as the
methodology as RLR is congruent with the dualism of descriptive—interpretive phenomenology
(\Vagle, 2014, p. 61). For example, Vagle noted the descriptive analysis processes aligns closely
with Giorgi’s descriptive approach, whilst RLR adheres to van Manen’s (2014b) interpretive text
analysis approach (p. 63). Diekelmann (2008) concurred; adding the philosophical foundations
of RLR resides “between the transcendental phenomenology of Edmund Husserl and the
hermeneutic (interpretive) phenomenology of Martin Heidegger” (p. 19).

Drawing upon the epistemologies and philosophies of Husserl, Heidegger, Merleau-
Ponty, and Gadamer, the RLR methodology is described as an “open design” without a “set of
fixed or locked rules” (Dahlberg et al., 2008, p. 25). Nonetheless, the open design should not be
construed as unscientific, as the epistemological grounding of the methodology “guarantees the
research effectiveness and is also what separates science from non-scientific work” (Dahlberg et
al., p. 26). The epistemology stems from Husserl’s concept of lifeworld, which is founded on the
“natural attitude where all science and research has its origins” (Dahlberg et al., p. 35).
Accordingly, the natural attitude is characterized as an activity a human is immersed in in the
now (Dahlberg et al., p. 36), and, as van Manen reminded us, now is a fleeting moment that
disappears the moment it commences (2014a, slide 7). Thus, it is only upon reflection of the

moment — the lifeworld, the now — that RLR can be employed, as it “seeks to know how the
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implicit and tacit become explicit and can be heard, and how the assumed becomes or
problematized and reflected upon” (Dahlberg et al., pp. 36-37).
Choice of Data Gathering Methods

Dahlberg et al. (2008) advised researchers to acknowledge three factors that direct the
choice of gathering RLR data: (a) the phenomenon itself, (b) the research questions, and (c) the
bridling attitude that allows the phenomenon to emerge (p. 176). RLR offers three choices to
gather data: narratives, interviews, and fieldwork and observation (Dahlberg et al., pp. 178-229).
These choices need not be isolated from each other, particularly as new insights into a
phenomenon may arise from maintaining a bridled attitude. Dahlberg and Dahlberg (2020) stated
bridling is “an art of being present and asking questions to one’s own understanding of a
phenomenon rather than taking it for granted. Its goal is to open for many possibilities of
understanding” (p. 460). Dahlberg et al. (2008) provided guidance to undertaking each method.
After reflecting upon the phenomenon of OERs, the purpose of the research project, and the two
research questions, | chose to use interviews to gather data, as employing fieldwork and
observation would likely not yield usable data.

| eliminated observation because observing an educator over a course of days or weeks
may only yield a few instances of educators interacting with OERs. Such observations would
likely affect the educator’s use of the OERs, as they would consciously be aware of the
observation and may alter their use of OERSs. Narratives, which involve the participant writing
their reflections of the phenomenon (Dahlberg et al., 2008, p. 179-180) were not considered as a
viable option for this study. RLR narratives are often used when a “limited amount of data” is

required, such as small descriptions of a specific event (Dahlberg et al., p. 178). This study does
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not meet these criteria, particularly as the OERs used by the study’s participant are not a specific
event but occurs throughout their teaching practices.
Pilot Study

The pilot study took place during November 2019. Five educators who do not use OERs
and four educators who use OERs tested the survey. | refined the survey questions and responses
based on their collective feedback. Two female and two male OER postsecondary educators
assisted with piloting the interview protocol. | interviewed and then transcribed each interview
and partially analyzed the data, which assisted with identifying data codes, meaning units, and
the RLR data analysis process.
Screening Criteria and Recruitment

All participants were employed as an educator at a Canadian university at the time of
participation in the interviews. Additionally, participants indicated they used, modified, shared,
and/or created OERs in the last three semesters. | recruited educators using nonprobability
sampling, purposeful sampling, and snowball sampling, using email invitations to recruit
participants. In the nonprobability sampling phase, | emailed invitations to participate to
administrators at Royal Roads University (RRU), University of Victoria (UVic), and Vancouver
Island University (V1U). These sites were chosen because of the proximity to my home
university and the universities represented three types of postsecondary institutions. RRU offers
an abundance of online degrees, UVic is a mid-size research university offering doctoral,
masters, and bachelor’s degrees, and VIU is a former college that now offers masters and
bachelor’s degrees in addition to offering certificates in Red Seal trades. | intended to recruit
participants with a variety of perspectives and lived experiences with OERs. | followed this with

purposeful sampling to increase the number of participants. | emailed invitations to my
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professional contacts who were educators employed at Brock University, Université Laval,
Ontario Tech University (OTU), the University of Regina, the University of Saskatchewan, and
the University of Toronto. Finally, snowball sampling was used when participants knew of other
educators who used OERs. A mean of 8.25 participants took part in recent studies that employ a
phenomenological methodology to research topics in higher education (Appendix B). This is
within the range consistent with recommendations for phenomenological studies (Moustakas,
1994, p. 109; Vagle, 2014, p. 75); thus, the goal of this study was to interview nine participants.
Participants

Using nonprobability purposeful sampling, seven participants, four females and three
males, were recruited from VIU and one female and one male were recruited from UVic. | began
recruitment in January and conducted interviews from February to April 2020 inclusive. Using
purposeful sampling, one female was recruited from Brock University, and one female and one
male participant were recruited from OTU. Three interviews occurred in July and August.
Finally, one male participant was recruited using snowball sampling. He facilitated at OTU and
was interviewed in August (see Table 2 and Table 3). Although two participants are colleagues, |
was not in a power-over power relationship with any participants.
Instruments

| used a screening survey and semistructured interviews to gather data. The screening
survey consisted of 16 questions (Appendix C), which was used to collect demographics
information and screen participants for eligibility for the study. Completed surveys from
nonOER users were not used in the study and neither were survey from OER users who did not

participate in the interview phase.
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Demographics Characteristics of Study Participants
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Name Age Gender Academic  Employment  Appointment Rank Delivery Courses Years

Discipline Status Methods Taught  Teaching
per Year
Geri 50 to <60 F Humanities Part-time Probationary/  Teaching F2F 8 15<
tenured track faculty

John 60to<70 M Social Full-time Tenured Associate Online 3 15<
science professor

Michelle 50 to <60 F University Part-time Part-time/ Lecturer/ F2F 5 >1
preparation sessional instructor

George 60to<70 M Applied Full-time Tenured Professor F2F 9 15<
science

Victoria 50 to <60 F Social Full-time Tenured Associate  Online and 2 10-15
science professor blended

Eric 40to<50 M Natural Part-time Part-time/ Lecturer/ F2F and 1 15<
science sessional instructor blended

Melanie 50 to <60 F Formal Part-time Tenured Teaching F2F 2 15<
science faculty
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Name Age  Gender Academic  Employment  Appointment Rank Delivery Courses Years

Discipline Status Methods Taught  Teaching
per Year

Paul 40to<50 M Natural Full-time Probationary/  Teaching F2F 5 10-15
science tenured track faculty

Emma  40to <50 F Natural Full-time Tenured Professor F2F 5 5-10
science

Bruce 60to<70 M Applied Full-time Limited term  Teaching Blended 11 15<
science faculty

Stephanie 50 to <60 F Social Full-time Tenured Associate Online, 6 5-10
science professor  F2F, and

blended

Note. Delivery methods were described as follows to the participants: F2F face-to-face, fully on-campus or in the community; online,

which describes fully online courses; and blended, which is online activities combined with classroom instruction in the same course.

These data are self-reported.
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Table 3

Categorical Data of Survey Responses of Interview Participants by Teaching Experiences, Gender, Rank, and Appointment

Gender Rank Appointment
Teaching Part-
Experience Associate Teaching Lecturer/ Limited time/
(years) Female Male Professor professor faculty sessional Tenured Probationary term sessional
>1 1 - - - — 1 - - - 1
(9.09%) (9.09%) (9.09%)
1to<b — - — — - - — - - -
5to <10 2 - 1 1 — - 2 - - -
(18.18%) (9.09%)  9.09%) (18.18%)
10 to <15 1 1 - 1 1 - 1 1 - -
(9.09%)  (9.09%) (9.09%)  (9.09%) (9.09%) (9.09%)
15< 2 4 1 1 3 1 3 1 1 1
(18.18%) (36.36%) (9.09%) 9.09%) (27.27%) (9.09%) (27.27%) (9.09%) (9.09%) (9.09%)
Totals 6 5 2 3 4 2 6 2 1 2

(54.54%) (45.45%) (18.18%) (27.27%) (36.36%) (18.18%) (54.54%) (18.18%)  (9.09%) (18.18%)
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Fifteen open-ended semistructured interviews questions were developed to gather
information about participant’s experiences with OERs (Appendix D), with some questions
specifically for participants who only used, shared, modified, or created OERs. Typically, each
interviewee answered 11 questions in addition to clarifying prompting questions. Following
phenomenological interview protocol, each interview began with a broad opening question: “Tell
me about yourself and your approach to teaching.” I asked this question to direct the participant’s
intentionality, specifically their thoughts and feelings, towards their current teaching practices. |
focused the next questions on an OER artifact each participant shared with me, using “directed
opening questions” (Dahlberg et al., 2008, p. 191). I also asked follow-up questions, or prompts,
in an attempt to direct the participant towards reflecting on their lived experiences with OERs
whilst maintaining a conversational approach (Dahlberg et al., p. 190). The artifacts served as an
example of how the educator interacted with the OER and served as a reminder to the participant
of how they used, shared, and /or created the artifact. The participant directed the conversation,
supported with clarifying questions, to reflect and elaborate on their experiences with the artifact
(Dahlberg et al., pp. 191-192).

Procedures

The invitation letter (Appendix G) included my contact information, the purpose of the
study, approximate interview length, how the study will be used and disseminated, eligibility
criteria, and a link to the screening survey. Survey responses were collected in Survey Monkey.
The first page of the survey included the informed consent. Participants who provided contact
information were invited for an interview and provided with interview questions and an
interview consent letter prior to the interview (Appendix H). Interviews were held face-to-face (n

= 4), through online video conferencing software (n = 5), or over the telephone (n = 2),
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according to each participant’s preference. Interview consent was given orally and recorded prior
to starting each interview. | used an audio digital recorder to capture the interview audio, not
video. | asked for participant consent prior to screen capturing OER examples and artifacts they
shared. | later reviewed the shared OER links. Consistent with norms of phenomenological
interview (Giorgi, 2009), the length of interviews in this study ranged from 46 minutes to one
hour and 27 minutes, with an average length of an hour.
Qualitative Data Processing and Analysis

Dahlberg et al.’s (2008, pp. 232-254) recommended stages of data analysis were
followed: (a) transcribe the interview recordings; (b) view the text as a three-part structure,
which is whole, parts, whole; and (c) perform a descriptive analysis (see Figure 6).

Transcription (Stage 1). | transcribed each interview, removing all identifying
information. | emailed each participant an anonymized transcript of the interview to confirm
accuracy and provide an opportunity for them to clarify, add information, and provide further
suggestions to anonymize their interview. Two interviews were transcribed by an experienced
professional transcriber. Verbatim transcriptions of the audio included nonverbal information,
such as sighs, coughs, and periods of silence (Dahlberg et al., 2008, p. 234). Ideally, the
researcher should transcribe the interview recordings to ensure accuracy and, upon completion,
read through the transcript whilst listening to the recording. This step ensures the accuracy of the
recording to the transcription (Dahlberg et al., p. 235). Acknowledging the limitations of
transcriptions in terms of capturing verbal nuances, (e.g., pauses in speech, laughter, word
emphasis, and hesitation) remained central to my bridling attitude through the analysis and

writing process.
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Figure 6
The Reflective Life Research Data Analysis Process
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Note. Adapted from “Reflective Lifeworld Research” by K. Dahlberg, H, Dahlberg, and M.

Nystrom, 2008, pp. 232-254,
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Transcription Analysis (Stage 2). Texts were analyzed for meanings using the three-
part process of whole-parts-whole. | step 1, the text of one interview was read several times to
gain “a sense of it as a whole (Dahlberg et al., 2008, p. 238). The purpose of the whole reading is
to gain a sense of the whole to allow meanings to emerge from the text, particularly as the
researcher’s preunderstanding employs a bridled attitude of “carefulness and reflection”
(Dahlberg et al., p. 241). With this perspective in mind, | wrote a descriptive analysis of the text.
Consistent with RLR, I questioned all meanings stated in the text, and reflected upon the
meaning (p. 241). Following Dahlberg et al.’s recommendations, I continued this whole reading
process until | perceived that I had a “good sense of the whole text and could easily and briefly
articulate the overall theme of a particular text, as well as the logistical information contained
within it” (p. 239).

In step 2, | focused on parts, or meaning units, of the text, such as clusters phrases.
sentences, and meaningful words (Dahlberg et al., 2008, p. 243). Giorgi (2009) stated meaning
units are discovered when the researcher reads the text and “experiences a shift of meaning in the
description as he or she rereads it” (p. 143). During this step, meaning units were coded using
holistic coding (see Saldafia 2013, p. 142). | combined relevant data from all interviews during
the holistic coding phase. Holistic coding illuminated patterns within major themes derived from
the studies research questions, such as “obstacles,” and “andragogical approaches,” and how
participants interacted with OERs, specifically “creating OERs,” “modifying OERs,” and “using
OERs.” I chose not to analyze the holistic codes as Saldana cautions the report would be “less
substantive” (p. 142).

In step 3, | applied value coding to the data in each of the major six themes. Saldafia

(2013, p. 111, p. 115) recommended using value coding for phenomenological studies. Value
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coding, which consists of value, attitude, and belief codes, is recommended because it seeks to
determine participant motivation. Each holist code was reviewed reading line-by-line to identify
“shifts in meaning,” and categorized the meanings as value, attitude, or belief.

Saldafa (2013) advised writing analytic memos as a means for researchers to gain deeper
insights to the coding choices, the process, and emerging patterns (p. 41). | used this as the
foundation of a research journal, which helped me review the codes as they emerged from the
interview transcripts. This allowed me to later reflect on my coding practices and was a constant
reminder to maintain my bridled attitude when working with the data. The research journal was
immediately useful to the coding process as my notes and reflections illuminated the need for
additional codes. | also used the research journal to record my assumptions and reflections,
particularly when I changed or merged codes and meaning unites. As | coded, | often listened to
the interview recordings. Hearing the participants’ voices helped me understand the nuances of
the transcripts.

Broad descriptions were described as themes (Saldafia 2013, p. 175). | marked passages,
resulting in meaning unit identification, and remained “sensitive to nuances and changes in
meaning” (Dahlberg et al., 2008, p. 244). Following Nilsson et al.’s (2019) example, | explored
the meaning units for clusters of related or similar meaning units in multiple interviews. These
clusters are unified to amplify the essence of the meaning units (p. 3). Shifts in motivational
nuances were noted. When participants appeared motivated, the meaning unit was highlighted. I
then referred to the defining features and process on the self-determination regulatory style
continuum to discern if the meaning unit appeared to align with a regulatory style. | remained
mindful of not taking liberties with my understanding of each meaning unit and I often referred

to the context of the surrounding meaning units and paragraphs. Additionally, | remained aware
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that not all meaning units could or must align with a regulatory style. To further ensure |
maintained a bridled attitude, I often referred to my research journal where I listed by
assumptions and biases.

In step 3, the text was treated as a whole again, which enabled me to identify and mark
the meaning units to gain a deeper understanding of the text (Dahlberg et al., 2008, p. 254). The
meaning units should, at this point, form a pattern and cohesive description of the phenomenon
so that the essence, or the very being, of the phenomenon emerges (Dahlberg et al., p. 254). It is
important to note, the essence of a phenomenon is not the collective characteristics of the
phenomenon, but the “necessary general form” that enables a thing to be a thing (Husserl as cited
in Dahlberg et al., p. 249). Essences are elusive, according to Dahlberg et al., as they are
“indefinite and expandable” (p. 252). This addresses the continuous evolution and malleability of
a phenomenon, particularly as phenomena can never be perceived in the now. This aligns with
Dahlberg et al.’s observation that essences are “never completely explored and described” (p.
252), which Moustakas also supports (1994, p. 100).

Ideally, researchers move back and forth between the parts and whole to discover
“similarities and discrepancies in the data” and the meaning units (Sundstrorm & Dahlberg,
2011, p. 15). Themes begin to emerge from these comparisons of meaning units and the
appearance of the essence. These themes retain distinct features and meanings when removed
from the whole, but also preserve the meanings relative to the other themes (Sundstrérm &
Dahlberg, p. 15). Importantly, | used the research journal to describe my biases and my
preunderstandings prior to and during the whole, parts, whole process. This allowed me to

reflect, bridle, and help me acknowledge how my understandings changed as | engaged with the
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transcripts. | believe using the research journal contributed to the trustworthiness of the research,
which | elaborate on in the next section.

I did not design the interview questions, prompts, and follow-up questions to directly ask
participants about their motivations. Instead, | attempted to identify motivation from the
participants’ descriptions of their lived experiences with OERs. Thus, the interviews were 1ess
focused on motivation and were more focused on the obstacles and affordances to OER use.
Succinctly, I analyzed the data beginning with transcribing the text, reviewing the text,
identifying meaning units, entering a loop of reconsidering the meaning units in conjunction with
the whole, and identifying themes. The essence of the phenomenon emerged as | reviewed and
read through the description of the meaning units. Next, | recognized the relationship between
themes and with the transcribed text. I finally drew conclusions from the themes. The results of
the study were a thematic description of the phenomenon’s essence as provided through the lived
experiences of the participants. | used NVivo software to aid with coding and employed values
coding to assist with further understanding of the transcripts.

Assumptions About the Data

I made a number of assumptions about the data that may impact the research results and
research recommendations. First, I assumed the study’s participants would understand each
interview question and they were knowledgeable about their use of OERs. | also assumed |
would likely ask follow-up questions as some participants may have difficulty answering
questions because they may not be fully aware of their perceptions, knowledge, feelings,
judgments, and encounters with OERs prior to the interview; however, this did not occur.
Additionally, I assumed participants would provide truthful perceptions of their lived

experiences with OERs and the information they provided was based on their personal
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experiences. Presumably all participants were confident with the answers they supplied, provided
honest answers to the best of their ability, and did not intentionally attempt to deceive me about
their use, abilities, and motivations to engage with OERs.
Ensuring Trustworthiness

Qualitative researchers must demonstrate their study’s trustworthiness, according to
Given and Saumure (2008). Specifically, qualitative researchers must provide evidence their data
were confirmable, credible, dependable, and transferable (p. 896). According to Jensen (2008a),
confirmability addresses the quality of the results, which the researcher interprets from the data
collected. These interpretations must be “grounded in the participants’ perceptions” (p. 112). To
ensure confirmability, | reviewed the written transcripts several times whilst listening to the
audio recording of the interviews; thus, the nuances of the speech were better understood.
Additionally, each participant reviewed the written transcript of their interview to ensure
accuracy of the transcript. | also asked two participants to clarify specific parts of the transcripts
and gave all participants the opportunity to add any information at the end of the transcripts.
Jensen acknowledged that researchers “bring a unique perspective to the study,” but this must be
tempered with researchers clearly acknowledging and answering for any research biases. In the
first chapter of this study, | addressed my biases and stated | use and create OERs and believe
they are valuable to higher education. Jensen stated an audit trail must be included in the study to
allow a nonpartisan reviewer to “verify the research process and interpretations of the data as
consistent on both the literature and methodological levels” (pp. 112-113). To address this issue,
| provided the detailed process of RLR, which allows for a review of the data collection and

analysis processes.
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Jensen (2008b) also called for scholars to include these five methodological procedures
ensure the creditability of a qualitative study:
e Ensure sufficient time to contact participates and gather information (time).
e Gain a holistic view of the data by viewing that data from various perspectives (angles).
e Ask colleagues who have knowledge of topic to review the findings (colleagues).
e Gather data using a variety of techniques and from multiple sources (triangulation).
e Ask participants to review the analyzed data to ensure the data were accurately

interpreted (member check). (Jensen, 2008b, p. 139)

First, the average length of the 11 interviews was one hour, which ensured sufficient time
with the participates to gather information. All participants took their time to answer all the
questions | posed, and the interviews were not rushed. | remained in contact with the participants
after the interviews and emailed each of them asking the verify their interview transcript.
Second, | attempted to gain a holistic view of the data by viewing each transcript using the RLR
whole-parts-whole process. Additionally, I maintained a bridled attitude whilst reviewing and
analyzing the data, which assisted with mindfulness of my biases and preconceptions. One
participant did not like the open textbooks she felt forced to adopt. My attitude throughout the
interview was one of curiosity, as | attempted to understand her point of view. This helped me to
interrogate each interview from a skeptical perspective, which provided an alternative view of
the data. Third, these findings were reviewed by my supervisor prior to presenting the study to
the committee. Jensen’s fourth procedure suggested multiple techniques and multiple sources.
The only data collection method employed was open-ended in-depth interviews; however, the 11

participants offered a variety of perspectives. Finally, each participant reviewed their transcript
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for member checking to ensure the data were accurate with all participants promptly replying to
my request to confirm the credibility of the transcripts.

In qualitative studies, dependability is closely linked to reliability, which is a term often
referred to in quantitative studies. Jensen (2008c) reminded scholars they must include sufficient
methodological information in their study so other researchers can replicate it and obtain similar
results (p. 209). My supervisor reviewed the methodological information and findings to mitigate
errors in the process and interpretation of the data.

As stated above, qualitative research is not generalizable; however, Jensen (2008d)
believed the transferability of the results can occur in “other contexts and situations beyond the
scope of the study context” (p. 886). Jensen recommended the researcher obtain thick
descriptions of the phenomenon from participants, which allows readers to ascertain if the study
is transferability. Additionally, Jensen recommended using purposeful sampling to ensure
participant meet the study’s criteria (p. 887). Stating the study’s limitations, delimitations, and
criteria for participant selection allows readers to “assess the degree of transferability of their
given context” (p. 887). This was supported by Creswell and Plano Clark (2011) who
encouraged researchers to recruit participants who can provide accurate data and are trusted and
credible sources of information (p. 211). This study clearly stated all of these and used
purposeful sampling during the second half of the recruitment process. Sufficient details were
provided during the recruitment process for readers to determine if transferability is relevant to
their context.

Finally, Creswell (2009) provided guidance for the following additional strategies:
member checking, use rich and thick descriptions, clarify researcher bias, present negative or

discrepant information that runs counter to the themes, spend prolonged time in the field, use
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peer debriefing, and use an external auditor to review the entire project (pp. 191-192).
Fortunately, the RLR methodology addresses many of these concerns, including, rich
descriptions, researcher bias, time in the field, and auditing to review the completed project.
Additionally, my supervisor, who has extensive knowledge and experience working with OERs,
provided peer debriefing. Clearly, Vagle’s (2014) suggestion of “sustain engagement” was
pervasive throughout RLR’s data gathering and data analysis processes.
Study Limitations

As with other design methods, phenomenology has its strengths and weaknesses. Gray
(2013) noted the advantage of using phenomenology research methodology is the likelihood of
discovering factors that were originally outside the focus of the research (p. 30). Conversely,
Mardis et al. (2014) called attention to relying solely on interviews “has inherent limitations and
weakness the researchers’ ability to strengthen credibility through triangulation” (p 178). This
calls into question the trustworthiness of the qualitative data gathered, which will be addressed in
a following section.

The emergence of essence is particular to phenomenology and a study may be deemed a
failure if the essence of the phenomenon is not explicated. According to Dahlberg et al. (2008),
the failure to recognize and describe the essence, and thus the failure of a RLR
phenomenological study, may occur if the data have a lack of richness and a “lack of nuances”
(p. 254). Finally, the researcher may “stay too close to the data to see any structure” (Dahlberg et
al., p. 255); thus, it is imperative the researcher maintain a bridled attitude whilst working with
the data and not be ambivalent when articulating meanings units (Dahlberg et al., p. 255).

Nonetheless, if the essence does not emerge, the identified themes may still be employed as
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study results, but Dahlberg et al. cautioned researchers that meaning units should not be
construed as related to one another (p. 255).

Finally, data analysis of phenomenological transcriptions is problematic because the
nuances and inflections of the voices carry meanings that are difficult to accurately capture in a
written transcript. Reviewing the audio recordings several times whilst reading the transcript
provided researchers with further insights beyond the static words presented on a page; however,
difficulties likely remain when attempting to discover a phenomenon’s essence through written

transcripts.
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Chapter 4: Results

In this chapter, | present my research results beginning with a description of the
participants and then | present the quantitative data, gathered from the intake survey. Finally, I
present the qualitative data derived from the 11 interviews. Groenwald (2004) reminds us the
term analysis “has dangerous connotations for phenomenology” as it directs researchers to
examine parts, whereas the term explicate directs researchers to investigate the “phenomenon
while keeping the context of the whole” (p. 49). Therefore, this chapter provides an explication
of the participants’ reflections upon a wide variety of lived experiences with the OERs they
adopted, modified, and/or created. Finally, 1 assigned pseudonyms to participants to obscure their
identities.
Quantitative Data Findings

Interview participants used a variety of OERs and maintained several sharing practices.
As per Table 4, all 11 participants stated they shared OERs, eight participants modified OERs,
and six participants created OERs. Participants often used OERs in multiple ways. Specifically,
three participants only shared OERs, two participants shared and modified OERs, and six
participants shared, modified, and created OERSs. The most prevalent use of OERs were images,
used by nine participants, followed closely by course material and textbooks, with eight
participants stating they used each of these OERs. Six participants used OER videos in their
teaching practices, and only one participant used audio, such as podcasts or other sounds.
Furthermore, participants used OERs in seven combinations: One participant used only
textbooks, one participant used a combination of course materials textbooks and videos, one
participant used a combination of course materials, images, textbooks, and videos, and one

participant used course materials, images, and textbooks. Only one participant used audio, course
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Types of OERs Used by Interview Participants
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OER Use n %
How used
Shared 11 100
Modified 8 72.72
Created 6 54.54
Combined uses
Only shared 3 27.27
Shared and modified 2 18.18
Shared, modified, and created 6 54.54
OER types used?
Audio 1 9.09
Images 9 81.81
Course material 8 72.72
Textbooks 8 72.72
Videos 6 54.54
Combined OER types used
Only textbooks 1 9.09
Course materials, textbooks, and videos 1 9.09
Course materials, images, textbooks, and videos 1 9.09
Audio, course materials, images, textbooks, and videos 1 9.09
Course materials, images, and textbooks 1 9.09
Images and textbooks 3 27.27
Course materials, images, and videos 3 27.27
Shared with
My students 10 90.90
Peers within the university 7 63.63
Post for all 5 45.45
Combined sharing data
Only with their students 3 27.27
With their students and peers within the university 2 18.18
Posted openly online for others to use 1 9.09
With my students, with peers within the university, and posted openly 4 36.36

online

2 The question asked participants to indicate all types of CC and public domain educational

resources they used in the previous three semesters. The list included open textbooks, videos,

images (i.e., photos and graphics), sounds/podcasts, and open course materials (i.e., assessments,

lectures, and lesson plans).
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Qualitative Themes and Categories
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Themes

Categories

OER experiences

Teaching material

Focus on teaching

OER support

Student focus

Searching
Adoption
Modification
Sharing
Creation

Use of OERs

OER material

NonOER material

Facilitation
Relationships

University influence

Universities

Other supports

Students’ needs

Students and OERSs
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e Paying for OER textbooks

¢ Provincial support for OERs

e Raise awareness of OERs

e Student created OERSs

e Students have technology barriers because of financial issues

e Students’ use of OERs

e Types of OERs created

e Use of links to copyright material

e Utility of OER videos

e Zed cred
Upon removal of the 16 items, | ran a matrix query using 59 emergent codes (see Table 6).
OER Experiences

As discussed in the literature review, educators search, adopt, modify, share, and/or
create OERs. The reflective lived experiences expressed in this study agrees with those found in
the literature; however, participants tended to focus only on some of these aspects. Additionally,
participants provided details of how they used the OERs they adopted, modified, and/or created.
In this section | provide rich descriptions that support the essential meaning of the phenomenon,
which is understood as a device rooted in educators’ motivation to support students beyond the
classroom.
Searching for OERs. Eight participants recalled how they searched for OERs with

several participants using BCcampus or eCampusOntario to look for relevant textbooks. Eric
noted that “BCcampus is my go-to” when looking for textbooks (S12), but this OER repository

did not have a textbook on his course’s topic even though it had a section dedicated to the topic.
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Emergent Codes and RQ-Framework Codes
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Emergent codes

RQ-Framework codes

Affordances
that aid OER
use

Challenges
that hinder
OER use

Motivation
to use
OERs

Demotivation
that stops
OER use

Amotivation

Feels

Thinks

Social
values

Values

Academic culture
Accessibility requirements
Altruism

Ancillary material

Authentic teaching-student experience
Autonomy

Belief system

Contacting the author
Community of practice
Copyright

Core beliefs

Course packs

Creation, OER

Creative Commons

Ease of use

eBooks

Education philosophy

Ethics

Evolution of teaching practices
Experience as an OER editor
Fostering relationships
Funding

Future use of OERS
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Emergent codes

RQ-Framework codes

Affordances
that aid OER
use

Challenges
that hinder
OER use

Motivation
to use
OERs

Demotivation
that stops
OER use

Amotivation

Feels

Thinks

Social
values

Values

Hired a student
Inconsistent in the interview
Indigenous

Journals and paywalls
Librarian's help
Modification to OERs
OER adoption

OER as disruption to education
OER homework system
OER not available
OER textbook
Perfection

Pressbooks

Problems to solve
Quality, OER

Respect for others
Right and wrong
Searching for OERs
Service

Sharing OERs
Standards

Student engagement
Students' finances
Students' needs
Suggestions

Teaching background
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Emergent codes

RQ-Framework codes

Affordances Challenges  Motivation  Demotivation ~ Amotivation Feels Thinks Social Values
that aid OER  that hinder to use that stops values
use OER use OERs OER use

Teaching-education philosophy 0 0 2 0 0 0 0 1 21
Technology 6 12 0 0 0 0 0 0
Tenure or merit 1 2 0 1 0 1 1 1
Time 2 15 0 18 0 8 1 4
Traditionally published textbooks 4 2 8 9 0 5 4 1 10
University support 7 6 2 5 1 3 1 1 0
Up-to-date teaching material 9 0 0 1 0 2 0 0 14
Use of other OERs 0 0 1 0 0 0 0 0
Utility of the OER textbook 2 1 0 0 0 1 1 0
Workload 1 2 0 3 0 1 0 1
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He explained, “I would like a bit more choice, I guess. I would like to see other [OER] texts out
there in this field. Like I said, I have a choice of one or none” (S18). Paul looked on the
eCampusOntario site, but, for one of his courses, an OER textbook did not exist (S14). As a
result, he continued using a traditionally published textbook for that course, although he adopted
an OER textbook from eCampusOntario for a different course (S14). Eric’s experiences mirrored
Geri and Melanie’s searches for textbooks. Although participants reported that BCcampus did
have a textbook on their topics, neither educator adopted them because they felt the OERs did
not fit their needs (Geri, S6; Melanie, S31). Geri eventually decided to create her own textbook
(S7), whilst Eric and Melanie continued looking by “poking around the internet” (Eric, S12;
Melanie, S33). Indeed, internet searches were beneficial to this group of educators, but, as
Victoria noted, “it’s easier to find credible OER resources” using eCampusOntario or BCcampus
(S10). Interestingly, educators who talked about their searches for an OER textbooks did not
mention the credibility of the resources they eventually adopted.

Finally, three educators recalled that others introduced them to textbooks as opposed to
them searching for a textbook. Specifically, Michelle reported receiving an “invitation that came
out through my work email, through the department, for instructors to take a look at what was
available” on the BCcampus website (S9). Bruce remembered he was introduced to the textbook
through the Indigenous Tribal Council (S4) and George recalled, “it was purely happenstance
that [an author of a different textbook] announced his book on one of the forums I signed up for”
(S12). Finally, Emma’s colleague suggested the department adopt a textbook from BCcampus
(S11). These three instances indicate OER textbooks were discovered in a variety of ways,

including when educators were not actively searching for textbooks.



97

OER Adoption. Participants had a wide variety of lived experiences with OER adoption.
Four participants adopted OER textbooks requiring little or no modification. Specifically,
Michelle chose an OER textbook because it aligned with her facilitation style and because it was
free for her students (S11). She recalled that “chapters build upon each other” but she would
“skip some sections” (S16). Skipping sections allowed Michelle to tailor the material to her
facilitation style and her students’ needs. She did, however, augment the OER textbook with her
own assignments (S1). Arguably, skipping sections in textbooks and creating assignments is no
different from how some educators use traditionally published textbooks.

Bruce was asked to create an Indigenous leadership course by his university. The
Indigenous Tribal Council provided Bruce with a book they developed, which fit perfectly with
the course and the program. Although the textbook did not include a CC license, Bruce
maintained it was an OER because the information in the book “gets passed on from generation
to generation. It comes through dozens of generations. Hundreds of generations. Nobody gets
credit for knowing what they know” (S3). He explained “there is no publishing credit on it” (S4)
and the book is free of cost, and the information is freely available for everyone to use (S4).
Bruce did not address if modification of the OER textbook was broached in his discussions and
emails with Indigenous leaders who acted as his guides as he created the course. Seemingly, this
is the only book available that bridges the gap between scientific literacy and Indigenous ways of
knowing.

George adopted an OER research methods textbook that was specific to his industry. He
saw no need to modify the textbook because “the structure of it works more in a linear applied
fashion” and “mirrors” how he teaches the course (S10). George specifically looked for a

textbook focusing on the “applied aspect” of research as opposed to traditionally published
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textbooks that explain the ontology and the epistemology aspects of research “and would then
get into more detail on the psychology of the data methods, collection methods then is necessary
at a [names a graduate program] level” (S12).

Finally, Eric adopted an OER textbook as support material. He explained, “It’s not
something we’re relying on day to day. I mean, the students, some students may need to
supplement their learning” (S20). Thus, the OER textbook was not required reading, but was
useful to some students who did not have a scientific background and lacked foundational
knowledge of the topic or for students who needed additional insights to better understand topics
covered in the course (S11, S30).

These four educators chose to adopt OER textbooks partially because each textbook fits
their approach to the course they facilitated and mitigated the financial burden students faced.
Although this will be explored later in the chapter, it is important to acknowledge that educators
may have many reasons to adopt an OER textbook instead of a traditionally published textbook.

OER Modification. Some educators who adopt OERs may also modify the resources to
meet their needs and the needs of the students. Paul adopted an OER textbook he found in the
eCampusOntario repository for one of his courses (S16). He noted the textbook originated from
the OpenStax repository (S 17), and although eCampusOntario “kinda puts their own, I think,
spin on it, or flavour on it” (S18) it remained “an American textbook, for sure” (S18).
Nonetheless, Paul explained it was an advantage because it was an introduction to astronomy and
“it was less important to be the exact right textbook. It’s like, I can adapt this textbook for my

purposes easy enough” (S18). He clarified that he did not make many changes.
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But it did emphasize some things that I didn’t want to at this level, and other things were

missing. But it was pretty easy to supplement that material, um, that’s missing and stuff.

And then, like, just focus on the, the things that are necessary. (Paul, S20).

He pointed out that his modification to the textbook was minimal and he mostly created ancillary
material, which “wasn’t too hard” and “where I saw deficiencies, you know, linking to an article
or a video or something like that in my [names the learning management system] page was easy
enough” (S24).

Paul did not report encountering any significant challenges when modifying his chosen
textbook; however, modifying OERs was challenging for educators. For example, Victoria
encountered several technology challenges with the course she adopted, and later modified, from
another Canadian university. Victoria noted the OER course was “widely accessible” (S 60) and
she appreciated that the public could view the course content and complete the open course.
Unfortunately, “being able to use all of that is um, a different story” (S 60). She did not
encounter problems downloading the content (S17), but the output file was in Articulate
Storyline, which is a proprietary software. “It kind of made it difficult to separate things out” (S
18), explained Victoria. She elaborated on her experience:

You took it all as one. You took the videos. You took the text. You took everything. All

at once. And that isn’t necessary. If you want to reuse things, how can you reuse the

thing? You want to be able to like, “Okay, yeah, here’s all the text. Here’s the videos.

And here’s some of the web content. If you kind of have that separately, it makes it easier

then to plug and play. (Victoria, S23)

Victoria clarified with an analogy:
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If you go and embed a picture into a document. As soon as you save that as PDF, it’s all
locked into one. You can’t sort of separate out the image from the text anymore. It’s all
into one, um, format. And that, and that was our challenge with that [course
modification]. (Victoria, S24)
Victoria also voiced dissatisfaction with that university’s approach to OERs:
You’re making content for your own uses. But when, you know, when you are going to
share this as an OER resource, there is an added level of “Okay, how do I make this
easiest for people to modify and remix after.” Because it’s kind of an assumption that,
“Oh, yeah, you’re going to want all of it exactly as it is.” That’s not necessarily true.
(Victoria, S24)
To intensify these issues, the learning management system at Victoria’s university was an
additional challenge. She understood her university’s learning management system “is not a
widely used format,” which caused several problems.
The layout of pages on [the university’s learning management system] is weird. Like, you
can’t download a whole page and have all that content and put it in. You have to literally
copy and paste it in. So, | think that was a problem that we had. But, yeah, so, taking that
[other university’s] content, copy paste it, put it in [her university’s learning management
system]. So that’s why we built a [her university’s learning management system] version
of it for our students and then we built a complimentary, um, Pressbooks version as well.
(Victoria, S64)
The decision to create an OER textbook using Pressbooks added more time and
technology obstacles to her project, Pressbook is a Canadian book authoring and editing software

used by BCcampus and educators to create and publish open textbooks. Participants who
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modified or created an OER textbook expressed challenges specifically with Pressbooks.
Additionally, two participants expressed obstacles with eTextbooks. These three topics are
combined to illustrate the overall users’ and modifiers’ challenges with OER eTextbooks.
Emma, whose department adopted and modified a chemistry OER textbook, was unable
to overcome the challenge of the lack of colour in the graphics, which is particularly noticeable
when printing the textbook. “The pages aren’t coloured,” she explained, “so there’s a lot to be
conveyed in colour and shading” (S17). Aside from the lack of visual appeal, Emma added the
lack of colour in graphics does not “convey the right information” (S17). She continued with
concerns about the cost barrier associated with the OER textbook, saying, “the cost of printing
for this textbook is about $35 as sold through our bookstore” (S45). Michelle had similar
concerns printing, saying the textbook is “a bit big” to print at about 500 pages and added “we
don’t use that much” of the textbook to warrant printing it in its entirety (S34). Printing the
Pressbook was also an obstacle for educators. After Geri completed creating her OER textbook,
she made it available through Pressbooks.
We just hired a new person to teach one of the courses that uses this textbook. So, |
directed her to the textbook, and she said, “Oh, I’'m going to download the PDF because I
like to print it off and have a hard copy.” I was like, “Oh, really [sounds unhappy]. Okay.
Caveat. It’s not going to look great. [Participant laughs.] And I might change it” [the
content during the semester]. (Geri, S66)
Indeed, Geri’s obstacles with Pressbooks began as she worked with the software. Prior to
using Pressbooks, she had information “set up more or less like chapters, in a Word Document,
in, like a book” (S10). However, when she imported the files into Pressbooks, Geri discovered

she “couldn’t just copy and paste it in a lot of cases. There’s a lot of things, a lot of ways that
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program didn’t support” (S10). Fortunately, the librarians had the skill set and “were able to
translate a lot of that stuff technologically” (S10). The librarians needed to write “special coding
in some cases because the formatting just wouldn’t do what I wanted it to do, and stuff. And
because it’s a technical writing textbook, so the formatting is really, really important” (S11).
Emma recalled a similar experience when she modified the chemistry textbook, noting, “I
think we have moved away from [Pressbooks] and just decided to work in Word because it’s
way easier” (S29). Her experience with Pressbooks was time consuming because of “problems
with graphics.” She explained:
| spent a lot of time creating this giant table that had figures and words and it was part of
the table, but when it came out, it looks fine when | first looked at it and printed it as my
own version, but there was an update and we went to create the PDF for the rest of the
class, the picture was totally jumbled. It didn’t make any sense. Just completely
nonsensical. (Emma, S29)
Prior to uploading the graphic to Pressbook, Emma took the precaution of reviewing the HTML
coding “to look for things” (S30). She “worked through the HTML to make sure, like, it was
consistent with what it was producing. But there was an update and it messed it all up” (S30).
The HTML coding may also have an adverse effect because
in chemistry we have a lot of special symbols and superscripts, and so sometimes those
often get messed up. This is part of the copyediting piece. Although it may look fine in
Pressbooks, when you produce the final product it could be screwed up and you don’t
know that unless you have a copyeditor go through and look through it all, right, which is

more time. So, that was a challenge. (Emma, S30)
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Emma’s solution was to create the graphic in “Word and then just create a PDF on my computer
and we posted instead” (S30).

Geri noticed similar issues with Pressbooks, saying, “I just keep it online. I don’t even
download the PDF. It doesn’t download very well as a PDF. That’s another frustration, I guess”
(S64). Geri noticed these problems as she worked with the Word document, and explained:

If I copied and pasted from a Word doc into the online, it might ignore some of the tabs |

might have had. And it won’t show up on the online version, but when you download it

again to the PDF, the tab’s there. So, the line is indented. It’s like, “I don’t want the
indenting. How do I get rid of that?” I can’t even see them on the online version. They
don’t show up, but for some reason they’re still there in the background somehow. (Geri,

S70)

She further reported that downloading the Pressbook as a PDF “does weird things” to the final
product:

The widow and orphan control is lousy and there are huge blank spaces and it doesn’t,

um, have ways to resize images effectively to get them to fit. And it would take hours,

and hours, and hours, and hours and hours [participant emphasis] to make the PDF look
good. (Geri, S65)
Geri attempted to correct the problem she saw in the PDF by working with the online version but
“it didn’t work the way I thought it should” (S70). In sum, Geri described the obstacles with
Pressbooks and PDF printing as “little frustrating things” (S70), but these accumulated issues did

not deter her from continuing to work with OERs.
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As Geri noted, time was also a factor when modifying and maintaining OERs. Emma’s
department adopted an OER textbook found on BCcampus, and she discovered the OER
“requires a lot of maintenance on the instructor’s part.” Emma elaborated:

I’ve had to write chapters for it and put in a lot of time and effort into doing so. Um, not

just me but other faculty members as well. So, we’ve put in a lot of time and effort into

putting together this textbook and bringing it to a level that we would like to see it at. It’s
still not at the level I’d like to see it at. (Emma, S11)

Although some of the participants expressed concerns with obstacles they encountered
when modifying the OERs, Victoria noted OER modification saved her time and money. She
said, “it would have been significantly more time consuming and significantly more costly” to
create the course (S 61). “Even with all the hassles and problems we had, starting from what [the
Canadian university that created the course] have, it’s significantly easier than starting from
scratch. So, I think that’s important to acknowledge” (S60).

OER Sharing. Educators shared OERs in a variety of ways. Bruce revealed, “there is
actually a lot of sharing of resources” in his department (S8). Sharing takes place through the
learning management system where “most of the materials are available if you pick up a course
from somebody and they make it accessible to you, then their resources automatically come to
you” (S8). Presumably this helped colleagues discover new resources, including OERs. To some
extent this may assist other educators with OER discovery. For example, Eric made “other
faculty aware of what I’m using,” and appeared to promote BCcampus (S96). “I can only assume
that they’re at the very least, ‘Oh, BCcampus! That’s amazing!” And then they’ve gone off on
their own little journey” (S96). John, who created videos for his courses, said, “Making them

available online [as on open resource] is a no-brainer from my perspective” (S11). He uploaded



105

the videos to YouTube and used the least restrictive CC licence (S11). The BY attribution allows
for remixing and redistribution with providing only the name of the original creator in
subsequent versions of the resource. Victoria, who modified an OER course, created a
Pressbooks OER textbook based on the course to “share and hope that would make it a little bit
casier than what we had to deal with” (S18).

Interestingly, Michelle, seemed hesitant to share assignments she created to augment the
OER textbook she adopted. When I asked her about sharing, Michelle replied: “I have not
thought about that yet ... I tend to try to be really flexible with my students, and so I’'m not sure
if the assignments that | have my students do would be more generally applicable” (S18).
Similarly, Paul created a homework system for the OER textbook he adopted. He noted “the
homework [system] is available for everybody to use” (S25); however, educators may have
difficulty locating it on the internet. Interestingly, he has not shared any of the supplemental
material he created for the OER textbook (S25).

OER Creation. Several educators did not appear interested in creating OERs. Eric said,
“It crossed my mind when I saw that [the university he works at] does provide grants for OER
development” (S33) but noted OER creation is “not something I’m interested in currently but it’s
good that support is out there” (S29). George, however, dismissed the notion of OER creations,
stating:

I will worship at the feet of anybody who wants to write a book. It’s a wonderful service

to the, the academic community, and, um, and God bless you if you’re willing to take the

plunge. I haven’t, I’m not quite that desperate yet. [Participant laughs.] (George, S27)

Geri, however, “took the plunge” and created an OER textbook for one of the courses she

facilitated. She evaluated several traditionally published textbooks and found a few chapters in
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each textbook that met her needs. Eventually Geri “developed multiple resources that were on
the [learning management system] in little chapters or units” (S8). This gradual process of
accumulating information became the foundation of the OER textbook. She asked students for
feedback as she created material (S44) and received technical help and CC and copyright advice
from her university’s OER librarian (S10, S48). The result was a textbook that contained eight
chapters and is over 200 pages in length.

Not all OERs were as large as Geri’s textbook. For example, John created videos that he
described as scenarios. He likened the videos to “painting a picture of the incident” that provided
the foundation for his problem-based learning approach to education (S12). John’s videos were
larger and more involved than Melanie’s approach to OER creation. She cautioned, “I don’t want
you to imagine that these are like large tomes and they are bigger than they are” (S13). She often
posted links to material, but “if I’'m not finding it elsewhere, I’1l write the thing down in a [web]
page. If you print it out, it would be, like, a few pages long” (S13).

Paul recounted that he was forced to create an OER homework system because the
provincial government mandated that educators “can have a required textbook, but you can’t
have any required [ancillary] materials [that students must purchase] that are marks-based” (S9).
Aligning a traditionally published textbook with the included homework system forced students
to purchase a new textbook as opposed to renting one, purchasing a used or previous edition, or
choosing not to purchase a textbook for a course. Paul collaborated with a colleague and
“instigated the first version of ... a homework system for physics. So, what this did was it
replaced the necessity for having the publisher’s homework system” (S9). The system worked so

well that “T decided to build an astronomy homework system, too” (S14). Creating questions for
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the homework system was fairly easy as he used the questions from previous midterm exams.
Thus, over the last 10 years, he has created 40 new questions each year (S57).

Although these are just a few instances of OER creation, it is clear that each educator
approached creation from a personal perspective. Some educators, such a Geri and Paul slowly
accumulate information and eventually built or augmented their OERs, whilst other educators
created and shared smaller OERs, which either filled information gaps or provided vital
information for students to use in their courses.

Use of OERS. Educators used OER textbooks in a variety of ways, such as Eric who
does not “integrate [the OER textbook] directly into my teaching. It’s mostly, as I said, a
reference for those students that need that support, and | would defer to this then in my meetings
with students” (S30). Paul used one of the adopted OER textbooks in a similar fashion: “To me
it’s supplementary to the lecture component and whatever other resources I’'m making available
to them” (S21). Similarly, Melanie also provided her students with a link to “three online
textbooks that are available to them to reference” (S6). Michelle noted that she used online
resources, such as videos, to help students understand material (S3), but she used the OER
textbook as it was laid out. “Chapters build upon each other within the textbook itself. And so, I
don’t actually go from the beginning to the end. I kinda pick and choose, but I sort of pick and
choose in chronological order” (S16). Stephanie used “a lot of pop culture humour [in the
videos] because it sort of grounds it for them. Um, anything that’s going to create conversation”
(S6). George used more than one OER textbook, and reported he used this second book because
it was “truly a Canadian edition” (S24). He found the traditionally published textbook created by
American publishers simply replaced the names of American companies with Canadian

companies to create Canadian editions of the same textbook (S24); however, these textbooks
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“still teach all the American laws, which drives me bananas” (S24). Indeed, he was grateful to
find a “contextually appropriate book that I don’t have to go through and say, ‘Okay, chapter 6,
forget all of that. Here’s the Canadian legislation’” (S24). Finally, Eric curated and shared a
number of OER resources that were outside of his discipline (S53). He believed “students aren’t
getting the knowledge or skill sets I feel are important elsewhere in their time at [the university]”
(S62). Therefore, he shared short PDFs on several topics, such as web literacy, science
communication, and social psychology with his students, which “kind of stepped outside of what
many of the science students are expecting from the course, or from a science course” (S62).
Teaching Material

Each educator utilized OERs and nonOER materials that apparently aligned with their
approach to teaching and met the needs of their students. Educators used a variety of resources to
successfully meet these needs. The above section provided many examples of participants’ lived
experiences with OERs, such as the homework system, textbooks, and videos, but participants
also revealed that OER quality and up-to-date teaching materials are important aspects to
choosing and using OERs.

OER Material. Bruce found that “OERs are a much better calibre, to be honest with you,
of material” (S1). Although he was not sure of the OER creation process, he believed OERSs were
created “more on a consensus or working, or sharing, or information as you develop. And, as a
consequence, you probably get a resource that’s easier for a broader spectrum of people to
understand” (S23). Interestingly, George maintained a similar point of view to describe his
chosen textbook: “Instead of trying to hit an extremely broad audience, the textbooks that I’ve

adopted are focused on what | want and what my students need for this particular course” (S3).
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Seemingly, the collaborative approach to OER creation may provide students with an easier
means of understanding the topic, and also give the textbooks a sharper focus.

Paul noted that one of the OER textbooks he adopted was “nicely laid out” and “it looks
very professional” (S32); however, he noted there are quality problems. “We’d love to be fully
OER if possible, but the textbook [for another course] wasn’t good enough” (S113). This poor
quality was also mentioned by Emma, who previously reviewed and edited an OER textbook.
She recalled, “I was not impressed with the level of content that was being conveyed. And the
writing style, I was not a fan of as well” (S11). Nonetheless, when a colleague suggested they
adopt a different OER textbook, she thought it was a good idea (S11). Unfortunately, Emma
quickly found “It doesn’t have the production value that I would like to have” (S11). She noted
problems with low quality graphics, and “there have been mistakes in the open resource that I
have not been happy about, that have caused confusion” (S11). Additionally, Emma found
“sometimes the terminology is not consistent throughout” (S11). which is imperative in a
chemistry textbook. Emma believed “the quality isn’t there” (S11). For example, the graphics
were confusing because “there is a figure 1 in every chapter” as opposed to figure 4.4 being in
chapter 4 (523). Although Emma and her colleagues modified the textbook, she remained
unhappy with it, giving it a grade of a B-, or in the B range. “But I know that with the textbook,
off-the-shelf, that | can purchase or have the students purchase, I’'m going to get an A+ product
or at least it’s an A product, right?” (S31).

There appeared to be a variance in the OER quality, particularly with science OER
textbooks. Eric noted his adopted science textbook was of high quality (S40), however, Paul
adopted one OER textbook that he felt was of good quality, but he refused to adopt an OER

textbook for a different science course because of the OER’s poor quality (S113), whilst Emma’s
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science textbook did not meet her standards. Indeed, she found the OER science book she edited
and the one adopted by her science department were both of poor quality (S11).

Timely and relevant teaching material were important to these educators. Emma realized
that chemistry traditionally published textbooks have not changed significantly over the years,
but new topics are added. She said that traditionally published textbooks published 20 years ago
likely did not include chapters on environmental chemistry and other topics, such as LED lights,
were approached differently, explaining, “the basic principles are still there, but maybe those
things were left out of a first-year textbook in 1995” (S43). Similarly, Eric found the OER
textbook he used “doesn’t change so dramatically between editions (17)” but nonetheless
appreciated

the fact that it’s frequently updated, you’re reading it and you’re like, “Okay, I heard

about this on the news just, you know like a couple of months ago and here it is in the

textbook.” Um, so I think that feeling of that you’re, you’re connected with a reference

that isn’t dry and dusty but it’s accessible. It’s up to date. (Eric, S35)
Paul noted that with astronomy “it’s very important to stay modern because the field is changing
so rapidly. And so, it was a very modern [OER] textbook™ (S20). Such updates were often met
with surprise from the participants, such as George, who found the authors completed “updates
on it, which is incredible” (S1), and Melanie, who, during the interview, asked me to open a link
to an OER textbook she has on her course website. The update was less than a week old. “Oh,
really?” she said, sounding surprised. “Oh, so it got automatically updated. That’s nice. They put
it back on the same link” (S46).

Such updates seemed to occur more often with OERs than traditionally published

textbooks because of OERs’ flexibility. Authors can easily make changes to the original
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textbooks and post it online for others to see immediately. Additionally, some educators may use
an OER as the foundation and update the sections of an OER textbooks as they see fit. The
ability for authors and users to quickly update material appears to be an advantage OERs have
over nonOERs.

NonOER Materials. Participants also used nonOERs, particularly traditionally published
textbooks and linked to copyright material. Two participants said they continued to use
traditionally published textbooks. Michelle, who adopted an OER textbook for her writing
course, used a traditionally published textbook for “sentence grammar kind of stuff”” because the
OER textbook did not include this type of information (S3). Paul, who could not locate a quality
OER textbook for one of his courses, used a $200 traditionally published textbook (S11). He
admitted that “T don’t end up using most of it” in the course (S93). He estimated he did not use
“maybe 50 per cent of these chapters” (S93). Paul was aware that some students would not
purchase the book but believed this was not a hindrance to these students because “I’m a great
teacher and I’m providing so many resources from my lecture notes to this homework system to,
you know, if you have to go to the library to look up one or two things in the textbook™ (S94).
Thus, multiple access points to the information were provided to students to help them pass and
excel in the course.

Other participants acknowledged using links to copyright material. Melanie bluntly
justified, “T access whatever I can link to, if I feel it’s the right material for the students” (S27).
Michelle disclosed she shared links to a series of videos created by Samford University in the
United States, that are aimed at first-year university students to help with their study skills.
Additionally, she linked to YouTube videos to augment the material in the OER textbook for

individual students “who needs help in a certain area” (S46). Paul used links to “supplemental
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resources like articles, and videos, and that sort of thing” (S36). He curated useful links that
“I’ve kind of built up over time” and also links to “well-known agencies like NASA or Space or
Nature, or some of those larger magazines” (S42), such as the science page on BBC News
website. Finally, George created a “library” folder for each course in the learning management
system where he posted links to “free books, free text, free whatever articles I can find” (S1). He
seemed not to differentiate between copyright material available on the internet and OERs.

John believed the internet is “a wonderful library” that provided information for students
“to actually build their own understanding” using the “fullness and the richness of the internet”
(S7). Indeed, this wealth of information allowed students to “compare a number of different
sources so we get a diversity of views, we get access to a diversity of viewpoints that the
students need to actually parse so that they can make sense of what’s actually out there” (S7). It
is for this very reason that John did not use textbooks. He explained, “this textbook conception,
open or not, has got to go in favour of a vast library that is available and accessible to all through
an open internet” (S20). Although this may seem an extreme vision, it appeared these
participants’ teaching materials were selected based on their individual philosophical
underpinnings.
Focus on Teaching

Several codes emerged that highlighted the participants’ facilitation practices. These
practices often stem from their teaching background and belief systems, such as their educational
philosophies. Relationships, particularly community of practice, appeared in many of the
interviews and were also closely aligned with teaching. Finally, the university often affected the

teaching focus, particularly for educators with heavy workloads and time constraints.
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Facilitation. There was an undeniable link between how the participants facilitated and
their philosophical underpinnings. Whether using traditionally published textbooks or linking to
online material, participants appeared to choose the materials that aligned with their teaching
practice and teaching/educational philosophy. Participants shared their education philosophies,
which appeared to engage students in the information and provided the opportunity apply a
constructivist philosophy, which John views as “learner-driven” where “teachers do not direct
the learners, but rather act to facilitate learning” (S2). For example, Melanie presented “students
with opportunities to think about the material in ways that are creative” (S1) and focused on
providing on-going opportunities for her “students to think their way to solutions in a guided
way” (S2). Similarly, Stephanie viewed herself as “more of a coach than instructor” (S2) as
opposed to a “content-based teacher” (S1). To this end, she intentionally created thought-
provoking OER videos to make students feel “a little uncomfortable” (S7), which allowed her
students to explore topics from several points of view. This aligned with John’s approach, who
viewed “collaborative teamwork™ amongst students as a requirement to “creating opportunities
to capitalize on the development of social skills” that allowed for a “diverse variety of
perspectives” with the goal of students building “a deep understanding of concepts as well as the
processes used to assist in learning” (S2).

This educational perspective evolved over the decades. Eric reflected that “we’ve seen a
paradigm shift in education since the *80s,” which affected his approach to teaching (S116).
When I asked Eric, “Do you teach how you were taught,” he replied emphatically, “I hope not.”
Eric elaborated that his experiences as a high school student were “absolutely horrible” until he
had a specific science teacher “and she totally turned me around” (S116). Ultimately, he

reflected on how that teacher and the teaching/learning experience affects his teaching practice,
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leading him to ask himself “What do I do? How do I teach? And how do I try to reach students?
Am | effective in doing that and what are the barriers there? And how can | change that?”
(S116). One barrier he identified was the increasing cost of education, particularly the steep price
of traditionally published textbooks. This led him to eventually adopt an OER textbook. Eric was
also driven by a social reform perspective (S94), which views “education as a means of solving
society’s problems and for moving society forward” (Winch & Gingell, 1999, p. 181).

Although Emma did not specify her educational philosophy, she was “engaged in this
world of education” (S49) and noted that she never achieves “a sweet spot” in teaching because
“we are working with people and people are never the same” (S40). This change was
foundational to experiment with her lesson plans and courses “just to see how it goes” (S40). She
constantly strives for improvement, which was often done through reflective practice. Emma
concluded, “I think a lot about teaching and the advantages and the disadvantages of approaches
to that” (S49). Similarly, George added, “I consider teaching as my profession. | profess to
educate” and viewed OERs as “one tool in a whole box” of educational strategies (S1),
ultimately seeing OERs as a tool to “assist the students in learning” (S7).

Finally, Victoria created “authentic opportunities” for students to “demonstrate their
knowledge that they can use beyond the classroom” (S4). Indeed, Victoria valued her students’
personal experiences and background and “shapes” assignments to their “professional growth as
well as their academic growth” (S4). Ultimately, this allowed students to discuss relevant
assignments in interviews or place the assignments on their résumé, which allowed for “multiple
uses out of all the energy they’ve put into their paper” (S4).

Relationships. Stephanie reported fostering a “really relationship-based approach” to

teaching and prioritized creating relationships with students and amongst students (S1) whilst
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maintaining “professional boundaries” (S2). Such relationships were foundational to Eric’s
approach to teaching. “It’s all about a community of practice,” he explained. This community of
practice “doesn’t start and stop with entering and leaving the classroom” (S97). Indeed, he
regarded his faculty and department as integral to community building. Additionally, Eric
considered BCcampus as part of the OER community of practice “whether you’re in BC or not”
as it helped with the “wider community of practice around education and people using OERs”
(S108). Finally, Eric perceived Twitter as a once “great resource for educators” but it was
“harder and harder to have meaningful conversations with educators than it was in the past”
because of the “noise” that has become prevalent over the last few years (S108).

George also searched on the internet “looking for people who are willing to share ... in-
class exercises or little mini cases” (S4). Although he has met with some success, he wished he
could find academics teaching similar courses, but believed this is unlikely because “we don’t
even talk to people who are teaching research methods in other faculties [at the same university],
never mind other universities” (S19). Nonetheless, this was not Geri’s experience who
collaborated with her colleagues, resulting in “more buy in from the other instructors” when she
completed writing the OER textbook (S17). Stephanie surrounded herself “with people who
know more than | do so that I can learn,” which she admitted was “sometimes scary because
you’re judged at the university” (S87). Still, she was of the mindset that “it’s okay to ask for
help” from her trusted colleagues (S87). Stephanie also carried this mindset into the classroom,
where she encouraged other educators not to “be afraid to make mistakes in front of students.
Tell them that you are learning just like they are” (S85). Victoria also considered her students as
contributors to the community of practice. Indeed, she encouraged her students to be active

participants in a “broader learning community” (S5) and place their thoughts in blogs, using CC
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licenses, to “support the growth of the professional community as a whole,” which allowed them
to “demonstrate their knowledge and also their leadership” within the professional community
(S5).

University Influence. Ultimately, facilitation, educational philosophies, and
relationships blended together as there appeared to be little, or at least porous, boundaries
separating each. The various approaches to teaching were personal choices, but universities also
impacted educators’ approach to facilitation, which influenced educators’ use of OERs.
Specifically, workload and time appeared to be linked. Many participants expressed lack of time
and the amount of time required to work with the open resources as obstacles to their OER use.
Geri, who worked at a comprehensive university, explains, “I’m a full-time teaching professor. |
teach eight courses per year. I don’t have a lot of time for all this extra work” (S12). Geri
underestimated the amount of time needed to create her OER textbook. “I didn’t know how
much work was going to be involved to start off with,” she recalled. “I didn’t know how much
time it was going to end up taking. It took more time than I thought it would” (S56). Even
though she enlisted the help of one of the university’s librarians, she noted it “took a lot of
creativity” to find the time to complete the book (S30). Geri elaborates:

| basically subsidized it myself in some ways because, um, | found that my teaching load

was too heavy, especially because | had some personal stuff happen, you know, some

family stuff happened. So, | wanted to take a bit of a lighter teaching load. So, I did that,

but I had to take a pay cut. So, | agreed to take a .75 or .8 position for a year. (Geri, S30)
Additionally, she received two grants, with “up to $10,000 in grant money” (S31). These funds
were used “to finalize the book™ and allowed her “to pay someone to create some content and

stuff,” which saved her some time (S17). Even so, “the grant may have covered a quarter” of her
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decrease in pay (S40). This may seem an unsatisfactory solution to Geri’s obstacle, but she
enjoyed working on the textbook, saying:

| love doing it. I mean there were times where 1 just, | would just spend a whole week,

like anytime that I wasn’t teaching, I was free, I’d be writing this textbook, like six, eight

hours a day. Just working on it. (Geri, S15)

Melanie, who worked at a primarily undergraduate university maintains websites with
granular OER she created, noted:

So, this [website] is a pretty low level of development. There are no hyperlinks or

anything else in there. It’s a flat document. That’s what we call it. I don’t get a lot of time

to develop these things. Just creating these notes in the first place is a labour on top of all
my other labours so it’s not a highly developed webpage. (Melanie, S19)
In addition to creating these small OERs, she also spent time locating resources for her courses.
“The first time you teach it’s just an enormous [participant’s emphasis] amount of work,”
recalled Melanie. “It’s an enormous amount of work anyway” (S36).

This is a similar experience by Stephanie, who created open videos for her courses. She
noted that time was a challenge because “It takes time to source the stuff. It takes time to create
the stuff. And that’s always a barrier” (S38). She hired a work/study student to help save her
time, and explained, “T have her do the content. I gave her the scripts. I did all the voice overs.
And she was really, really good with the graphics. And so, it worked out really, really well”
(S23).

John admitted that creating videos required the knowledge of several technologies and
“learning how to make use of those kinds of pieces was originally a bit of a challenge,” adding

he did not have time to “personally create” all the videos for the 24 courses in the program he
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oversees (S24). Seemingly, some educators may not have these technology skills and must use
what little time they have to upgrade their skill set. Victoria acknowledged that “technical know-
how” was a “big additional burden” and even if the educators had a “full skill set,” using
technology to modify or create OERs took “a lot of extra time” (S43).

Emma found the OER textbook her department adopted lacked information, which led to
modifying the OER. “I’ve had to write chapters for it and put in a lot of time and effort into
doing so,” she explained (S11). “Not just me but other, other faculty members as well.” In
addition to writing content, Emma also worked on “editing and copying and pasting and cutting
bits out of things that | found from the internet” (S11). This editing included reviewing other
educators’ contributions to the OER textbook to ensure the “writing and the flow to be at least
consistent” with the content she contributed (S36). Her eye for detail included correcting
inconsistent fonts and chemistry words not commonly used in spell checker programs, including
“conjugations of the same word. So, polymer, polymerize, polymerase, you get different versions
of that word and sometimes the conjugations of the words get missed” (S36). Emma felt the time
and effort put into modifying the OER textbook adopted by the department was not a good
“exchange” for a free textbook (S11). “One of my major objections is that whilst it’s called an
open resource, and it’s free to the students, it’s not free to the faculty” (S18). She clarified, “this
has cost me time, and energy, and effort” because she had to “fix mistakes” in the OER textbook
or explain topics “in greater detail” in the classroom because the OER textbook did not provide
sufficient details (S18).

Additionally, Emma and other educators in her department wrote chapters for the OER
textbook to bring it up “to the level that we would like to see it at. It’s still not at the level I’d like

to see it at” (S11). In sum, Emma felt “we’re reinventing the wheel” (S11) because traditionally
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published textbooks already existed that met the needs of the courses and the students and did
not require her time and effort to modify. She viewed it as a somewhat arduous task. “I don’t
want this to be a work in progress for the next, like, the rest of my career, right?” (S42). She
remained somewhat hopeful that “Maybe it’ll get to a point where I’m like, ‘This is cool. We’re
good. We don’t need to change it anymore’ ... But it feels like it’s going to be forever before we
get there” (S40).

Even though Victoria received funding and worked with a team of experts, time was a
factor in the amount of work the OER required. She recalled:

But the more we got into and doing that, again, we got busy too, and it’s just like,

“Listen. We have limited time, money, and resources. We need to take care of what we

need for our people first, which is getting it ready for our students, um, first.” So, going

and having it at, you know, the most accessible, easiest to share back an OER, that’s

added time. It’s the same thing when we’re talking about “Yeah, you should create a

Pressbooks version and you should also create an ePub version.” That’s extra time and

then when it gets busy, you’re trying to, you know, deliver a course, um, you can lose

sight of some of those things. So, um, that can be time consuming. (Victoria, S25)

For Stephanie, the time and effort put into creating OER videos was acknowledged by the
university when she placed links to all the videos I created” (S21) in her tenure binder “because
it demonstrated her contributions to teaching (S62). She noted the university welcomed “creative
pieces,” but accepting digital artifacts “is new to academia” and remains outranked by “black
and white academic papers,” even though “my data is on video” (S62). This, though, was not
Geri’s experience. A traditionally published textbook company could have published the

textbook she created and her “department would have given me a lot of points towards my
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meritorious” (S30). Publishing through a traditional publisher would have “checked a lot of
boxes, but I don’t know if they [the university] will do that with this [OER textbook]. I don’t
know if they will see that as the same calibre of work” (S30). Victoria met with a similar
problem, and noted, “Self-publishing an OER book doesn’t look good on your C.V. Go and
publish something from some publisher. That looks better [on the C.V.]” (S46).

OER Support

Some of participants acknowledged they needed or sought out support to modify or
create OERs. Some support was available within the universities, whilst funding support was
offered by some universities but also from external sources. The supports expressed by
participants appears to be vital to their OER modification and creation processes.

Universities. Within the university structure some participants elicited assistance from
librarians, some received funding, whilst others received funding for work/study students. Geri
and Victoria sought out help from librarians. Geri recalled the librarians “really did a lot of work
on this and really helped me out a lot. It wouldn’t have happened without their help” (S9). They
helped her stay “on track” and kept “me moving” (S12), in particular with creating some of the
visuals used in the book. Importantly, Geri did not always like the librarian’s feedback and
sometimes felt frustrated (S81), but noted this librarian specialized in copyright, and guided Geri
away from using copyrighted material (S48). Victoria asked her university’s librarians for help
and found they do not employ a specific OER librarian, instead they had a “librarian that
supports each discipline” (S51). Although they normally “search for articles and books,”
Victoria’s librarian also searched for royalty-free images but added “it’s not the librarian’s job”
as this belongs to a graphic designer’s duties “to go and find the right [participant’s emphasis]

royalty-free image that’s going to get here, in this part of this chapter” (S35).
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Other Supports. Geri also noted “the librarian, whose job it is to make this happen, is
your new best friend” (S81) and even “helped me put that grant together, too” (S31) to secure
funding from the university and from BCcampus. This gave her “some funding to finalize the
book. | was able to pay someone to create some content and stuff” (S17). Similarly, Victoria
received a $300,000 grant from eCampusOntario to create a new program design and courses
(S42). She admits “we had lots of money” to create a team of technical experts to work on the
course modification project (S42). Victoria noted that “an individual faculty member” would not
have received such support from experts at the university without funding in place (S33) and the
project “wouldn’t have happened at all” without funding (S49). Indeed, lack of funding impacted
smaller projects than textbook creation and course modification. John, who created OER videos,
shared that the Accessibility for Ontarians with Disabilities Act (AODA) mandated that “every
video that has an audio component actually needs to be transcribed as well” (S14). This quickly
became an issue “because we don’t have funding anymore” (S16), but fortunately, YouTube
includes closed captioning, which allowed “us to get around the requirements of the accessibility
legislation” (S14). Victoria added that provincial politics played a part in the OERs. “We didn’t
even know if they [eCampusOntario] were going to exist” after the 2018 Ontario provincial
election (S57). Fortunately, the provincial government considered OERs “as a way to reduce cost
across the province” because “it doesn’t cost as much for students to complete their
postsecondary education” (S58). Seemingly, this reduced costs because students drew “less from
OSAP [Ontario Student Assistance Program], and they’re in less need” (S58).

Finally, two educators hired work/study students to assist with OER production. John
hired a graduate student to “look at this whole idea of [video] transcription” (S15), whilst

Stephanie hired a student for video production. “I have her do the content,” she recalled. “I gave
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her the scripts. I did all the voice overs. And she was really, really good with the graphics” (S23).
In this capacity Stephanie viewed herself as a director who has “kind of a vision” (S23) and had
the skill of “knowing how to shape” the videos (S24) and “knowing what I want to see in them”
(S23). For the voice over, she explained “my talking is very personal” (S24), presumably to help
her strengthen her relationship to the students and the student’s relationship with the material.
Student Focus

It is not a surprise that all participants engaged in OERSs because of their students' needs;
however, some participants revealed obstacles with the eBook version of OER textbook.
Nonetheless, the students’ needs were often revealed as the dominant reason participants moved
away from paid-for educational resources, primarily for financial reasons. Some participants also
encouraged their students to create and share their OERS with the wider community.

Students’ Needs. Three of the seven participants who used OER textbooks expressed
eBooks are not optimal for students’ learning experiences. Michelle noted her OER textbook
could be “a little better laid out, visually” (S43). She recognized that textbooks about teaching
and learning English as a subject “are very text heavy. It’s hard not to be” (S43). Nonetheless,
“they could have made better use of columns, for example, or headings. Those kinds of things
that help students’ sort of stratify or classify what level of information they’re looking at. How
it’s associated with other things” (S43). Michelle was also not pleased with the textbook visual
appeal. “Visually, there’s not a single diagram that I can think of in the entire textbook, never
mind an image, or picture. There’s not a single diagram in the text, which there could be” (S43).
She added “even in English [as a subject] ... there are some things you can explain with a

diagram,” which “provides a better learning, a deep learning” (S43).
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These layout issues were evident in her online and book and the printed version;
however, many of her students did not print the entire textbook and read it primarily from the
screen, which caused additional layout challenges. For example, Michelle suggested Pressbooks
format in landscape and not in portrait layout so an entire page can fit comfortably on a computer
screen. She recognized “You can back it out so that a screen can be the page, but then you have
small type. Like, the font size ends up being fairly small” (S43). Michelle added “not everybody
has good eyesight. For my own, personal reason, because I’m getting older and my eyesight’s
getting worse, I’d like to have page sizes that fit my computer screen” (S43). It was not merely
eyesight that fortified her beliefs. “I think for an online OER, that ought to be a standard thing. It
sort of makes sense” (S 43). Michelle then provided an analogy from her teaching career:

When I’'m teaching my students business writing, for example, sending a business email,

one of the guidelines that | give my students is that an email should not be longer than the

screen. You should always try ... In the old days we would teach students that when
they’re writing a letter, that a letter should be on one page. You shouldn’t have to turn the

page. And | think the same thing is true for the screens. | think the textbook ought to be a

screen size page. That’s um, I mean it doesn’t cost anymore to have more pages when it’s

online, right? It’s only when you print it that it’s more expensive. So, I think they ought
to have taken more time in the setting up of the textbook. (Michelle, S43)

Emma and Victoria also expressed the challenges of working with eBooks. Specifically,
Emma assigned chemistry problems located at the end of each chapter. Students “go back and
forth between the problem that you’re trying to work on and some information [from] earlier in
the textbook, it’s very tricky to, like, go back and forth between those two things fluidly” (S14).

Emma acknowledged “I’ve been brought up with books a lot and I use them a lot and I use them
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as references a lot” (S15). She then showed me one of her physical textbooks and said, “I’ve got
all of these tabs in here, and I can easily turn to, like, quantum mechanics or ... to solids, yeah,
it’s a little bit further down” (S16). She easily thumbed through her textbook, saying “I also have
a spatial memory for where things are” (S14) and this is part of the tactile experience of having a
physical textbook as opposed to PDF. She explained:

There is a memory that comes with using it. And this is the familiarity that someone will

gain by using the same bound piece of work over and over, through many years, right?

So, when I say, it’s like talking to an old friend, consulting an old friend, and you need to

learn something, it really is. Like, I have sticky notes in all of my pages, and | can

immediately go to a figure I need to find to show a student because I’ve thumbed through
the text enough times to know that, right? (Emma, S14)

Emma concluded by saying “with a PDF file, that’s pretty hard. You have to remember
that it’s on page 470 or look through the list of your bookmarks™ (S14), but also acknowledged
“maybe [ haven’t learned how to build that same spatial awareness in a PDF, but I feel that you
almost can’t” (S15). She admitted to struggling with PDFs, particularly with “flipping through,
and even just being able to fan through pages, and, like, just catching glimpses of pictures of
things that you might be familiar with. It’s impossible in a PDF file” (S15).

Victoria agreed with many of Emma’s comments, and stated “lots of people don’t like the
digital versions. They have challenges with the digital versions” (S69). Victoria expressed three
specific challenges to eBooks: locating and annotating passages, forcing digital resources on
students, and PDFs are not user friendly for students with learning disabilities (S69, S71, & S72).

Similar to Emma, Victoria declared:



125

It’s harder to study from digital versions because the page constantly moves. As opposed
to when you’re reading on static pages, you read something that is in the top right-hand
corner. You kind of remember that, physically, where it was, and be able to go back to
that. But it’s also that if you have a printed copy, and literally when I go there, you go
there to write notes that go along with that. (Victoria, S69)
Indeed, notes, or annotations were also an obstacle because, in Victoria’s experience, “you can
go and highlight things. But it’s like, ‘Oh, yeah. I wanted to put a comment here. I wanted to put
a sticky note here.” You lose that” (S72). These, though, seemed small inconveniences compared
to Victoria’s conviction that educators were “forcing students into, ‘You’re going to learn this
way. These are your only options’” (S72). She believed this is unacceptable particularly “when
it’s not easily accessible and even printable” (S72). This is true to all students, but the challenge
may be a barrier to some students, such as those with dyslexia. Victoria explained that “reading
with a highlighter is really helpful” (S69) for these students because “it literally shows you what
you’ve already completed” (S70). She clarified the student is
not sort of jJumping, jumping around as, as much. The ability to circle, and highlight, and
underline things, it isn’t necessarily, the act of highlighting, underlining, circling things,
and making notes, that’s a metacognition that really supports learning. And if you don’t
do that, you’re less likely to do that when you’re working in a digital format. Especially,
like, in Pressbooks, that okay, yeah, it’s digital, but it’s not easy to go and add notes to.
(Victoria, S71)
Conversely, Eric was surprised when | mentioned some participants remarked they
encountered difficulties with PDF annotations (S67). He observed that all students have “a tablet

or a little laptop” in the classroom and they were “working frantically with PDFs, and they’re
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busy annotating and highlighting, and writing their own notes” (S68). He noted Apple “provides
a lot of markup tools in its PDF reader” allowing students to highlight and annotate directly on
the PDFs (S73).

Apple laptops and other products may be beyond the financial reach of some students,
such as Michelle’s students who had a number of financial challenges as they attempted to
upgrade their skills before applying for their first university courses. “One or two of my students
do have their own laptops,” she recalled, “but most of them do not have laptops” (S41). She
explained, “my students are not wealthy,” with “lives [that] are a little bit more demanding”
(S42). For example, all but one of her students have “young kids that they’re having to deal with
in terms of childcare and in terms of getting to school and other school activities” (S42). This
socioeconomic status provided these students with a disadvantage that other students may not
encounter or at least encounter to such an extent. Michelle added that some students may have a
computer they share with their family, but one of her students “actually does assignments and
stuff on his phone” (S41). Like her other students, this student could use a computer at the
library or in the classroom, which was equipped with computers (S42).

Indeed, students’ finances were the “primary reason” Michelle and the other participants
adopted OERs (S11). Bruce rationalized, “I use OER every chance I get because I think costs are
already high enough for students” (S1) and he looked for OERs “first of all in order to reduce
costs” (S1). This was not lost on the students. “It’s amazing,” said Bruce, “how often you give
out an OER and everybody smiles” (S23). Eric explained that many of his students “have
crippling debt that will follow them into their working lives” (S94) and he refused to add to their
debt load by requiring them to “buy a $180 textbook for a four-month course” (S94). This cost

seemed low compared to the computing science courses Melanie’s upper-level students were
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required to pay, saying her students refused to purchase “required textbooks that cost two, three,
or four hundred dollars” (S4). The price of textbooks, particularly when students are taking
multiple courses, impacted their entire lives. Paul asked, “Why put someone in a situation where
they’re choosing between, you know, buying a textbook legally or having enough money to eat
well, or something like that?” (S9).

As an alternative, George briefly explored the price for students to rent eBooks, and
noticed they are “cheap, but they’re not really satisfactory” (S1) because they were still an added
cost to students. Similarly, Eric did not consider course packs as an alternative because “all that
costs money ultimately to the students” (S103)

Geri recalled one of the problems with textbooks was that she needs three different
traditionally published textbooks to cover the material she wants her students to learn and
understands she “can’t get students to buy all three [traditionally published text] books because
that’s ridiculous” (S6). This was echoed by Paul, who estimated he used “maybe 50 percent of
these chapters” in the $200 traditionally published textbooks he used for one of his courses
(S93); however, he provided “many resources” so students could still pass the course (S94).
Indeed, he said he was “honest with them. “You don’t have to buy this textbook. You should buy
this textbook if you think you need it’” (§96). Even Emma, who did not have a positive
experience with the adopted OER textbook, appreciated the textbook “is free for the students”
(S11) and she “can see the advantage for students who only take this for a year and never move
on in chemistry. It definitely decreases the financial barrier to coming to university” (S32).

Victoria shared two powerful recollections with how students’ financial burden affected

her. She recounted a story of when her colleague wrote a traditionally published textbook
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published for the course that we jointly taught, and did | want to use it for my sections of
the course? And he sent me a copy of it. And I looked at it and I thought, “Ah, it’s okay.”
And I looked at the size of it and I’'m like, “This can’t cost more than $45 and I think it
will be a decent resource.” And for me, a good textbook is something that people will
keep ... after they’ve completed the course. So, I’'m like, “Ah, it’s okay. This is
supporting my colleague. So, whatever. I’ll do it.” But, when the book got to the
bookstore, it was ninety-something dollars. Um, and I’'m like, “This is crazy. This book is
not worth $90. | don’t want the students to have an economic burden.” Um, so I went, I
think I put two or three copies on reserve [in the university’s library], and I would tell the
students then, “Okay, here are our readings. And here, if you want to buy a textbook,
that’s great, but if you don’t want to buy the textbook, here’s how, if you plan your time
well, that you can just use the reserve copies and not have to pay for the textbook.” And
then I got yelled at by the bookstore. Because they weren’t selling as many copies as they
thought they would. “Oh, what are you talking about? “There’s 300 people in the course.

Why did we only sell, you know, 50 textbooks?”” (Victoria, S8, S9)

Victoria, though, continued using traditionally published textbooks, but only if “I think it’s a

great book and students have told me, “Yeah, it’s a great book.” That they want to keep through

their career. So, I don’t mind” (S10).

Victoria continued her story with a description of an event that occurred in her

university’s bookstore during the same year as the traditionally published textbook written by her

colleague:

| walked into the bookstore and saw — well, it wasn’t one of my students, but it was [a

student in the same program] — who was crying. Crying her eyes out. And when | asked
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her if she was okay. And she said, “I can’t afford a textbook and now I’'m going to fail.

And I’m not going to be successful.” Like, she spiraled when she went in there and saw

how much the textbooks cost and thought that her whole academic program would

change because of that. And it’s like, you don’t need to put students through that. So,
that’s what changed my perspectives about textbooks. (Victoria, S10)

Students’ needs go beyond mitigating their financial barriers. For example, Paul’s open
homework system provided students with flexibility. The system “gives the students much more
options” including not purchasing the traditionally published textbook, purchasing a previous
edition, or using the textbook available at the university’s library (S 9). Flexibility was also
important to participants because they may need to adjust their facilitation practices depending
upon who their students were. Stephanie embraced change, saying, “depending on the class in
front of you, you have to change things in the middle of the road” (S24). She provided an
example saying perhaps “they’re all engineers or half of them are commerce students, so I need
something that’s not in my comfort zone” (S24). Although she admitted it was “challenging,” her
classes were “very constructivist. And that’s why it changes” (S24). She divulged that different
sections of a class “could have a totally different group of faces in there and a totally different set
of needs” (S24).

Involving students appeared to help these participants increase student engagement. Geri
gave her students a survey to help her understand if her OER textbook met their needs. She asked
questions such as “Which sections did you find useful?”” “Did you read them all?” “Which ones
did you read?” “Which ones didn’t you read?” And “Did they help you meet the learning
objectives?” (S44). Geri received “overwhelmingly positive” feedback from her students and

provided her with a powerful tool that ensured the OER textbook met the students’ needs and
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helped engage them in the material (S44). Stephanie used pop culture references to engage her
student in her videos. “It’s important because it makes people laugh” (S19), she explained. She
went on to say laughter made it “real to them” and “a little bit more tangible to them” (S19). Eric
went beyond the textbook, videos, and even the classroom to engage his students. He
occasionally secured a satellite connection to scientists onboard a research vessel allowing his
students “to talk directly to scientists” and gave the scientists an opportunity to “talk about the
equipment and the research they’re doing” (S91). His students were engaged because they saw
firsthand how the classroom material was directly applied in practice and in research. Victoria
succinctly sums up the participants’ attitude: “They’re putting students first, right?”” (S46).
Students and OERs. Not all OERs the participants reflected upon were created by
educators. Indeed, some participants encouraged their students to create and share OERs. This
was a form of engagement and allowed students to contribute to the growing online body of
knowledge. Stephanie encouraged student creativity and individual assignments. “If you want to
learn,” she explained, “you can show me, particularly in your assignments, you can do something
that’s publicly accessible and freely available to your colleagues as well” (27). Stephanie
strongly believed educators need to help “students become critical consumers of OERs” because
they “assume that it’s right because OERs mean accessible to everybody” (S12). She concluded
with, “T could go on Wikipedia and change world history if I want” (S12). This aligned with
Eric’s practice of giving several short BCcampus publications to his students, such as a
pocketbook titled “Web Literacy,” to help students fill gaps in their overall “knowledge or skill

sets I feel are important” (S62).
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Participants’ OER Advice and Suggestions

I asked each participant “what advice, or lessons learnt, do you have, from using OERs,
that you would like to share with other educators who are thinking about using, or sharing or
creating OERs?”” and received overall positive responses along with several cautions.

Bruce enthusiastically advised educators to “Grab it. Every time. Every time it comes,
grab it” (S27). Paul adds, “it’s just about giving it a try. You don’t know until you try it and then
thinking every year about kind of growing it. You know? That’s the easiest thing. Don’t try to do
everything at once” (S112). Stephanie voiced similar advice, saying, “Jump. Jump in. Try it”
(S85), but added educators must overcome the fear of perfection:

Make some mistakes. Don’t be afraid to make mistakes in front of students. Tell them

that you are learning just like they are. That nobody can be, no one is, like, the

[participant’s emphasis] leading person who knows everything. It’s impossible to know

everything when things are changing fast and like every day something new is up that we

don’t know how to do. So, taking a philosophy of beginner’s mind, which is actually a

martial arts concept. Beginner’s mind is like knowing nothing. The emptiness piece is

important. And, and keeping an open mind, and more importantly, an open heart, so that

your students can share with you what’s working for them. (Stephanie, 85)

Victoria suggested “just search before ... you’re thinking about utilizing a resource, do a
search for what’s available for that OER” (S74) Geri concurred, adding,

There are sections in my book that | basically just copied and pasted from other OERs

and acknowledged that | do so. And maybe edited a little bit to meet my needs, my

students’ needs. Um, but there’s a lot out there. And people are happy to share. That’s

why they put it out there, right? So, see what’s out there, first of all. (Geri, S80)
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Eric suggested looking in the BCcampus textbook repository, but noted BCcampus was

also a community of practice:
Spend some time on BCcampus, whether you’re in BC or not. It’s a great community.
There’s frequent events, both [in the province of BC] in terms of connecting educators.
They run an annual postsecondary educator conference. There’s always little workshops
about using OERs. Troubleshooting, using, creating, modifying. All of that stuff. There’s
something happening every week in BC. It might not be local, but it’s out there. Some of
that stuff is webcast as well. So, if you can’t join them in person you can tune in on your
laptop, and you’re good to go. So, I think that’s a huge thing, just knowing that that’s out
there. And then the wider community of practice around education and people using
OERs. For me, a lot of that kind of personal learning environment extends into Twitter,
which has become a little bit problematic in the last [participant laughs], well since 2016.
It used to be like drinking from a fire hose and now it’s like wading through a sewer.
[Both laugh.] (Eric, S108)

Eric found Twitter useful and has evolved,” but “is more of a devolution really” since 2016

(S108). He explained that “nuggets” of useful information were harder to find (S108), but

encourages
educators to get on Twitter and join the frequent ed [education] chats that happen on
there. That’s great. It will connect you with still mostly North American, but international
too to a certain degree, so, educators from all over and some of the challenges they’re
facing and some solutions that are coming from different people. (Eric, S108)

Similar to Eric’s advice, George suggested educators look at “BCcampus, which is fantastic”

(S26). He cautioned educators not to attempt to modify MOOCs (massive open online courses),
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saying they are “tricky” because they “are just packaged up old courses that still, um, use the
same textbook approach. So, I didn’t find them helpful. Even the exercises, I didn’t find that
helpful” (S27). George also used online forums to discover OERs, adding that educators should
“just be prepared to spend a lot of time at the computer. You’d become very good friends with
Google. I use a number of different search engines because | want to see results from all of
them” (S27). Additionally, George suggested the university’s librarians were also helpful,
recognizing “They know where the collections are, and they know who’s offering what” (S27).
Finally, Emma, who did not have a good experience with the OER textbook adopted by
her department, was much more precise with evaluating OER textbooks prior to adoption. She
advised “Make sure the book’s for you. Make sure the bones are substantial enough that you are
happy with it right off the bat” (S45). Emma went on to suggest educators “consider carefully all
of the angles. All of the advantages and disadvantages” of the OER (S45). However, adoption
may lead to modifying the OER, which she noted is time consuming:
Think about how often you want to participate in re-making the book, if you want to at
all. Maybe you’re just happy with providing some resources and you’re happy in your
own way of teaching, where you supplement a lot anyways, and the students really don’t
need the book, or they use the book as a secondary resource, which is basically what my
students will use the book for. Maybe it’s okay. So, but consider the time investment and
the energy investment that they have towards the book. (Emma, S45)
Overall, Emma called OER adoption a “value choice” that needs careful consideration (S46),
particularly for physical science OER textbooks:
I would also check that the standard, and the level of questions, practice questions and

examples are to the level of difficulty and challenge that you would like. And if you are
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keen on having answers for those, like, find out if there are answers available because if

not then you have to generate your own, which we had to do. Yeah, it’s largely a value

choice. So, just like anything, approach it carefully. Um, you may not be able to go back

once you have adopted an open book because the impetus of money seems to be, it can be

very loud. But, at the same time, consider carefully what you want in a textbook; what it

is a textbook should do and what things you can gain from using this open source.

(Emma, S46)
Regulatory Styles

Self-determination theory’s organismic integration theory focuses on internalization and
integration of motivation, which are viewed through the four external motivation regulatory
styles of external, introjected, identified, and integrated. Replacing organismic integration
theory’s intrinsic regulatory style with the tripartite taxonomy provided a detailed lens through
which the rich descriptions provided by participants were viewed.
External Regulation

Only one of the 11 participants reflected on episodes that indicated they were “motivated
by and depended upon external reward or punishment” (Ryan & Deci, 2017, p. 184). Paul was
forced to abandon using the publisher’s homework system because of Ontario government
legislation. Paul explained, “You can have a required textbook, but you can’t have any required
materials that are marks-based” (Paul, S9). He kept the traditionally published textbook because
the quality was superior to the OER textbook but instead of abandoning using a homework
system as an assessment tool, Paul and his colleague chose to create an open homework system.
Paul likely would not have created the open homework system without the legislation, but his

predisposition in favour of OERs and reluctance to abandon using homework systems may have
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contributed to his motivation to create the open system. This indicates that varies regulatory
styles are applicable to a person’s OER motivation because Paul had previously adopted an OER
textbook without any threats of compliance. This is supported by Ryan and Deci who “assume
substantial within-person variation in regulatory style within and across developmental epochs”
(p. 199). They elaborated that “transitions between styles of regulation for a particular behavior
can proceed out of sequence” (p. 199), which explained why individual participant’s motivation
in this study were not fully categorized in one regulatory style on the continuum for their OER
experiences.
Introjected Regulation

Ryan and Deci (2017) described introjection as a “demanding and controlling force” that
is internalized with a sense of “should” or “must” (p. 185). Only one of the 11 participants
voiced reflections that appear as introjected. Emma and her colleagues adopted an OER
textbook, but the textbooks did not meet the department’s standards and many educators
contributed to re-writing sections, copyediting, and upgrading graphics. Nonetheless, Emma felt
pressured to continue using the OER. “I don’t like it, but other faculty members are satisfied with
it and that is probably why ...” Emma paused for thought and carefully chose her words. “I can’t
make a strong enough argument. Like, I think we’re split kinda somewhat in the middle, right?
But we’ve already produced this and contributed our time to this.” Emma then acknowledged
“It’s likely hard to walk away from, although if you tell me tomorrow that we are just not going
to use it, I’d be like, ‘Great. Let’s find something else’” (Emma, S34).

Emma’s continued use of the OER textbook, and refraining from voicing her objections
to the book, indications she was avoiding disapproval from others and felt she must continue

using the OER textbook. This is confirmed by Ryan and Deci’s theory that introjection aligns
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with projection, stating “individuals often project their self-approval or self-disapproval onto
others, imagining that these others will approve or disapprove of them conditionally as a function
of the target behavior or outcome” (2017, p. 186). Thus, the perceived focus is somewhat
external but internalize and is “a bit more enduring form of extrinsic motivation than is external
regulation” (Ryan & Deci, p. 185). However, Emma’s situation was not entirely negative
because, according to Ryan and Deci, “individuals will typically carry out the actions without
external prompting and will thus be more likely to gain the group’s acceptance and approval” (p.
189). This further indicated these individuals will “likely feel more personally and socially
efficacious” (p. 189) but they remain in “conflict” and may have “underlying resentment that
accompany controlled behavior” (p. 190).

Identification Regulation

According to Ryan and Deci (2017), identification is somewhat internalized, and is “more
autonomous or volitional” than the aforementioned external and introjected regulations (p. 188).
In this study, all 11 participates recalled instances where they acted out of “belief in the personal
importance or perceived value of the activity” (Ryan & Deci, p. 188).

Participants often mentioned the personal importance of using OERs in their teaching
practices. For example, Geri said “I was never happy about making students buy” textbooks
(S5), indicating she consciously valued using OERs for the benefit of her students. Melanie
explained these values were of personal importance: “It’s [Creative Commons] important
because, philosophically, what I’ve seen is textbook companies, like publishers, making a lot of
money and [ know a lot of people in academia who write textbooks, and for them it’s not about
the money” She elaborated saying education is “about this project that we’re all engaged in,

which is appropriate education for the next generation of learners” (S14). This was echoed by
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Eric, who shared, “I don’t like students paying for texts. I have ... I just recoil from that idea. |
think it’s a scam, to be quite honest. [Both laugh.] So, that is a big driver for me for adopting
OER. It’s just the cost to the student” (S95).

Such statements align with these educators’ personally held values, which sometimes
focused on the cost of traditionally published textbooks but also aligned with the importance of
having up-to-date material. Stephanie noted the videos she created “get old very quickly” so she
“sort of reserve the right to bring stuff in that, I just saw it yesterday” (S24). At Bruce’s
university, the value was firmly on teaching, saying the educators in his department “focus on
teaching, not on publishing. There’s a focus on sharing the resources to teach. Not on publishing.
Not necessarily building your name based on that. It’s building your name based on the teaching
and the improvement of teaching” (S27). These participants’ reflected lived experiences aligned
with Ryan and Deci’s assertation that in the identification regulatory style an individual’s
relation is to the “value and behavior and the congruence of the valued behavior with respect to
this or her own needs, goals and values” (2017, p. 188).

Not all participants had personally held values in favour of OER use, and just as with
participants who are in favour of OERs, the motivation is somewhat internal. For example,
Emma, who no longer wanted to use the OER textbook because of its lower quality, asked “It’s a
very value-based choice, right?” when comparing a traditionally published textbook to the
perceived lower quality open textbook. “Would you rather get something for free that’s okay, or
would you rather pay for something and have it be really good? Something that you want to
keep.” Emma paused for thought and added, “so, it’s that piece of quality and how much you
value that. So, for me, | value that quality” (S31). Emma later said she wanted an OER textbook

“that is reliable and useable” (S41), which further reinforced her personally held value.
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Integrated Regulation

This final regulatory style used in this study was the “most autonomous form of extrinsic
motivation” (Ryan & Deci, 2017, p. 188). These researchers suggested individuals who
“achieved” integration “experience a more wholehearted endorsement of the behavior or value
and an absence of conflict with other abiding identifications” (p. 188). All but one of the 11
participants uttered statements that align their OER use of integrated regulation. Importantly
their behaviours appeared fully incorporated and they repeated their behaviour. For example,
John said sharing the OER videos he created “online is a no-brainer from my perspective” (S11),
which is ingrained in fully in his constructive teaching practices. He recalled using traditionally
published textbooks but noted “I’ve come 180 degrees from textbooks to standardized textbooks
that were not open to this use of OERs, open pedagogy, and open tools” since the mid 1990s
(S26). John’s lived experiences indicates a transformational process that resulted in the
congruence of his educational values and attitudes.

The 10 participants appeared to have some degree of integrated regulation. Even though
they remained externally motivated, they nonetheless assimilated the values and needs of OERs,
which was fully self-endorsed. For example. George noted “OERs are sort of one tool in a whole
box” and he considered himself to be “one of the resources that [students] have” (S1). George
also reflected on repeated actions, and acceptance of time searching additional resources, which
indicated “self-congruent decision making” (Ryan & Deci, 2017, p. 189). He continuously
searched for resources to support his teaching practices. “It’s become sort of an automatic habit
of time,” he explained. “I don’t actually get the summers off because | spend it online looking
for new exercises” (S4), even though George described the OER textbook he adopted as “better

quality in terms of teaching value or learning value than stuff that’s commercially available”
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(S21). It appeared that using OERs and searching for exercises were congruent with and fully
incorporated into his teaching practices.

Overall, the participates’ motivations fell along the length of the regulatory continuum.
For example, one participant was forced to abandon a homework system, which was an external
regulation, but he saw the value of creating an OER homework system, which was an identified
regulation. Additionally, this participant adopted an OER textbook, which was an integrated
regulation. Importantly, participates in this study made statements that often fell into identified
and integrated regulations, which are more internalized than external and introjected regulations.
This appeared to indicate that as a whole, participants in this study found OERs to be personally
important, they had fully incorporated their OER behaviours, and OERs were congruent with
their teaching practices.
Intrinsic Motivation

Intrinsic motivation appeared to a lesser degree than the four extrinsic motivation
regulatory styles. Stephanie and Geri were the only participants who made statements that
appeared in the tripartite taxonomy. According to Vallerand et al. (1992) intrinsic motivation
refers to doing an activity for the “pleasure and satisfaction derived from participation” (p.
1004). Using OERs as an example, participants who were extrinsically motivated adopted,
modified, and/or created OERs for the sake of others, whilst intrinsically motivated educators
worked with OERs for themselves. Vallerand et al. clarified that intrinsic motivation to know is
related to the constructs of intellectually intrinsic curiosity, curiosity, and exploration. Stephanie
noted creating OERS videos “help students and it helps me to learn” (S83), indicating mutual
benefit and the willingness to learn more about the technology and OERs as foundational to

working with the resources. This is also evident with a pedagogical learning mentor who she
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turned to for help, which she said had “helped me learn, like, an exponential amount” (S83).
Similarly, Geri found “the initial stages were a bit frustrating” when working with Pressbooks.
She found the software “a bit of a learning curve, but I eventually figured it out” and even stated
she “enjoyed working on it” (S37). Learning the technology was clearly challenging, but she
appeared to be intrinsically driven to learn how to effectively use the technology.

A hallmark of intrinsic motivation toward accomplishment is an individual’s “focus on
the process of achieving rather than on the outcome” (Vallerand et al. 1992, p. 1005). Only Geri
appeared to engage in OER creation for the sense of accomplishment. She used the words
“creative” and “‘creativity” several times when she reflected on her experiences. “It’s a creative
outlet for me,” she recalled. “It’s not just writing text, right? There’s a lot of visuals and a lot
trying to think of creative ways to explain things to students who are very visual” (S47). She
explained, “I was surprised at the things | could do, though. I was surprised how visually
interesting | could make this textbook. So, that was a lot of fun for me, sort of playing with those
types of things” (Geri, S57). This indicated a congruence between meeting the student’s
educational needs and satisfying Geri's need to create and challenge herself when engaging in
OER creation, giving her a feeling of accomplishment and satisfaction. Geri acknowledged
“there are places [in the textbook] that can become more robust” (S77), adding the textbook is a
continuous work in progress as she tried to improve its quality. Geri added the textbook “wasn’t
a static thing” and she was “just adding stuff. Changing stuff. All the time. Even during the
class” (S45). Geri felt a sense of satisfaction and accomplishment with creating the textbook,
saying, “I’m really proud of it and I hope that it ends up being useful to more than just us” (S73).

Geri also achieved the intrinsic motivation to experience stimulation, which Vallerand et

al. (1992) describe as reaching “peak experiences” and full immersion in the experience for
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“sensory pleasure, aesthetic experiences, as well as fun and excitement” (p. 1006). The authors
correlated this to Csikszentmihalyi’s flow theory (p. 1006). Succinctly, flow is a “prototypical
experience of intrinsic motivation” where a person is immersed in an activity typified when
“action and awareness merge in a single beam of focused consciousness.” Crucially, it is a “fit
between the skills of the self and the challenges afforded by the environment” (Csikszentmihalyi
& Rathunde, 2014, p. 24). This appears to be Geri’s experience when she reflected on creating
the OER:

I love doing it. I mean there were times where 1 just, | would just spend a whole week,

like anytime that [ wasn’t teaching, I was free, I’d be writing this textbook, like six, eight

hours a day. Just working on it. And some of it was just, like, tedious work, like getting

the figures right or redesigning a figure because that figure doesn’t show up very well or

whatever, and just little things like that. (Geri, S15)

Apparently, challenges were seen as obstacles that could be overcome with persistence.
Her high level of engagement may also indicate she found overcoming obstacles was at times a
fun challenge that may have increased her engagement in the activity. This brought about
feelings of excitement once they were overcome. Additionally, Geri appeared to feel a
continuous sense of accomplishment as she continued to write. Such a high sense of
accomplishment likely nourished her intrinsic motivation to experience stimulation. Finally, her
recollection of working on the textbook at every opportunity indicates an intrinsic motivation
that is beyond pursuing OERSs for students’ needs, to satisfy her own learning goals, or
attempting to surpass her previous accomplishments. Her behaviour was fully internalized for the

inherent satisfaction and enjoyment of the work.
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The reflected lived experiences of participants imply OER use was somewhat and highly
internalized because controlled orientations of external regulation and introjected were rarely
identified. Indeed, only educators who created OERs appeared to achieve intrinsic motivation to
know, to accomplish, and to experience stimulation. It is important to recognize this does not
imply participants who adopted and/or modified OERs were not passionate about OERs. Indeed,
all participants fully incorporated some aspect of working with OERs into their behaviours,
signifying high internalization of their educational practices, with the exception of one
participant who did not want to continue using the OER textbook.

Motivation and OER Challenges and Affordances

The lived experiences of participates had several challenges and affordances that affected
their motivation (see Table 7). Importantly Emma stated, “it’s free to the students, it’s not free to
the faculty” (S18), which indicated the hidden costs to educators. Specifically, participants noted
that adopting OERs does not affect their time or workload, but participants who modified and/or
created OER stated time the resources affected their time. OER adopters did not face prominent
challenges, but the good quality of traditionally textbooks may deter some educators from
searching for OER textbooks, even though participants found searching for and evaluating OER
textbooks took about the same amount of time as evaluating a traditionally published textbook.
Participants who adopted OER did not state they felt increased pressure on their workload or
time because of their use of OER.

Participants who modified OERs were challenged with time, which was exacerbated
when using Pressbooks, as they needed to upgrade their skillset and learn this technology. The
time required to learn how to use Pressbooks and the time to modify the OERs appeared to

increase pressure on these participants’ workloads. Hidden costs to OER modification likely also
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Lived Experiences of the Motivational Challenges and Affordances

Motivational Challenges

Motivational Affordances

OER Adopters

OER Modifiers

OER Creators

Poor quality of OER textbooks
Good quality traditionally
published textbooks

Pressbooks

Propriety technology mixed with

OERs
Time needed to modify

Pressbooks

Time needed to create

Good quality OER textbooks
Ease of locating quality OER
textbooks

Funding

Up-to-date teaching material

Legal rights to modify the resources

Create resources specifically for their
students’ learning needs

Funding
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include collaborating with colleagues, which either the university pays for or the educators
volunteer their time. An additional hidden cost includes either acquiring the skills or hiring
technical experience to extricate OER elements created with propriety software. Only one

participant received funding to modify their OERs, and seeking funding was not prevalent
amongst the modifiers. Applying for funding also takes away from teaching duties, which

increase pressure on the educators’ workloads.

Participants who created OERs also felt the pressure of time. Two participants found
some relief when they received funding, and two others hired work/study students to help with
creating OERs. One participant sought assistance from a librarian to complete the funding
process. This hidden cost again indicates that OERs are not free as the time needed to complete
the process is ultimately paid for by universities. Nonetheless, these participants sacrificed their
personal time to create resources that specifically met the needs of their students.

Together, these motivational factors indicate the educators who modify and/or create
OERs must find congruence with their personally held values of assisting students with the
amount of unpaid time they can devote to the resources. educators need to increase their
technology skillsets to achieve their OER goals. Arguably support staff, such as librarians,
employed to assist educators and students, but some universities apparently do not have
librarians dedicated to OER and copyright. Seeking assistance from these librarians increases
their workload and adds to Emma’s observation that OERs are not free. Ultimately, educators
who adopt, modify, and/or create OERs face numerous challenges that must be weighed against

the potential value to students and educators alike.
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Summary

Participants shared a wide range of lived experiences with the OERs they reflected upon
during the interviews. All participants found challenges that hindered their ability to modify,
and/or create OERSs, but they all continued to use OERs, even though one participant did not
want to continue working with the chosen textbook. Seven of the 11 participants talked about
OER textbooks whilst others discussed creating videos, modifying a course, and creating a

homework system. With the one exception, all participants reported a positive experience
with the OERs, even though they faced a variety of modification and creation obstacles with the
OERs. Key findings indicate OERs were adopted, modified, and/or created to assist both
students and educators. Participants acknowledged OERs helped mitigate students’ financial
burdens and the resources were often up-to-date or could be updated quickly. Indeed, the
students’ financial burden appeared was the dominant motivation to adopt OERs into
participants’ teaching practices. Importantly for the participants, OERs aligned with their
teaching approaches and individual philosophical underpinnings. These two findings provided
ample motivation participants needed to overcome challenges encountered throughout their OER
experiences, particularly the amount of time and work required to modify and create OERSs.
Additionally, interviewees reported technology affordances and challenges when modifying and
creating OERs, but not when OERs were adopted. The challenges often targeted issues with
Pressbooks, but also included working within a learning management system, and having the
technical expertise to create the OERs.

In sum, this study uncovered three key findings:

e Participants were motivated to use OERs primarily to ease student’s financial burdens

and to have up-to-date teaching and learning material.
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e Participants who modified and created OERs were often challenged with lack of time.
e Pressbooks was a challenge for these participants even though these professors appear
to have good digital technology skills.

These participants’ motivations to engage with OERs appeared highly internalized as
OERs were fully incorporated as participants repeated these behaviours and they aligned with
their personally held values. Only educators who created OERSs appeared to achieve intrinsic
motivation to know, intrinsic motivation to accomplish, and intrinsic motivation to experience
stimulation.

The explication of the interviews indicated that OERs had a solid place in these
participants’ OER facilitation practices. Importantly, these findings add to the body of
knowledge and will aid future OER researchers by providing meaningful and realistic

recommendations to changes in teaching practices.
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Chapter 5: Discussion and Implications

This study explored how OER educators teaching in Canadian public universities in the
2018-2019 academic year perceived and described their lived experiences and reflections with
adopting, modifying, and/or creating OERs. First-hand narratives are needed to help researchers
gain a greater understanding of challenges educators may encounter when working with OERs.
The results revealed three key findings. First, all participants were initially motivated to include
OERs in their teaching practices in an effort to mitigate students’ financial burdens. Second,
participants who modified and/or created OERSs were challenged by the lack of time to work on
the OERs, particularly as OER modification and creation added pressure to their teaching loads.
Finally, participants who modified and/or created OER textbooks were challenged with using
Pressbooks. This chapter begins with answering the two research questions that guided the study,
followed by a discussion of the findings as viewed through the theoretical framework.

How do Educators Describe and Perceive Their Experiences With Obstacles to Using
OERs?

As discussed in the literature review, OER users often reported discoverability, copyright
comprehension, and confusing OERs with digital resources as obstacles to OER use (i.e.,
Belikov & Bodily, 2016; de los Arcos et al., 2014; Jhangiani et al., 2016; Masterman & Wild,
2011; White & Manton, 2011; Xu, 2018). Interestingly, this study’s participants did not mention
these three obstacles. A possible explanation is the type of resources participants used. For
example, participants in this study who adopted OERs searched for open textbooks and open
courses, whereas Jhangiani et al.’s participants predominantly searched for videos and images (p.
16). To gain a clear understanding of discoverability issues, future researchers may consider

asking participants to rate a series of potential obstacles on a Likert scale and compare those
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ratings with searching in different OER environments, such as YouTube, BCcampus, and
eCampusOntario. Additionally, participants may have different search strategies depending upon
the type of resource needed. For example, this study’s participants who searched for open
textbooks in only two repositors, BCcampus and eCampusOntario, whereas Jhangiani et al.’s
participants search the internet, as these repositories do no house open images and videos.
Researchers could also examine OER adopters’ search strategies. This may provide some
evidence of OER adopters’ digital literacy skills when they search for a variety of OERs.

The perceived poor quality of OERs continues to be an issue for some educators (Belikov
& Bodily, 2016, p. 242; McAndrew et al., 2012, p. 6; McGill, 2014, Table 1). This was
consistent with this study’s findings, where three participants reflected on the poor quality of
OER textbooks. The perceived poor quality may deter some educators from further using OERSs;
however, most adopters in the study were pleased with the quality. This suggests there may be
some variability or improvements in the number of higher quality resources available, at least in
some disciplines. Participants overwhelmingly reported positive experiences with OERS, with
the exception of one participant who modified an open textbook. All OER adopters reported no
obstacles and stated they will continue using OERs. Additionally, participants who created OERs
were not deterred from using OERSs in the future. Ten of the 11 participants tolerated the
obstacles and remained motivated by the core value of mitigating students’ financial burdens.
Conversely, one participant wanted to stop using OERs, but acknowledged the importance of the
positive impact OERs had on students’ finances.
How do Educators who Have Implemented OERs Describe and Perceive Changes to Their

Educational Practices?
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It is unclear whether using OERs changed the participants’ educational practices. Five
participants stated their practices changed, whereas five expressed their practices had not
changed, and one participant did not directly reply. It may be difficult to capture data specific to
changes in practice because teaching practices evolve over time and through various avenues,
such as lived teaching experiences, reflections on student feedback, and exposure to different
facilitation methods. Narrative research design may be considered as a method to capture
changes in teaching practices as narratives allows participants to describe stories about their
experiences. Future researchers may also consider a mixed methods multiphase longitudinal
design, particularly if participants are it the early stages of their academic careers. Blumberg
(2013) added that educators require “different kinds of instruction” throughout their university
careers (p. 3), which is often supported by professional development workshops and seminars
offered by teaching and learning centres (Grabove, et al. 2012, p. 5). Changes in teaching
practices may be incremental and gradually influence educational views. Such cumulative
advances in practice may not be discernible unless a researcher’s focus is solely on teaching
practice evolution. Conversely, participants who reported no changes in their educational
practices may have begun their education careers with a teaching philosophy that aligns with
open practices and a student focus. Wade et al. (2014) suggested that autobiographical memories
may not be accurate (p. 28), which may indicate the unreliability of participants reporting
changes in their teaching practices over several years or decades.

Core Value: Mitigating Students’ Financial Burdens

The body of knowledge examining challenges and affordances to OER use has increased

over the last 10 years, but only a few studies have explored university educators’ motivations

(i.e., Lantrip & Ray, 2020; Mishra, 2017b). Nonetheless, this study fully supported previous
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research that found mitigating student’s financial burdens was a core value that motivated
educators to adopt, modify, and/or create OERs (Allen & Seaman, 2016, p. 10; Jung et al., 2017,
p. 127; McKerlich et al., 2013, p. 95; Santos-Hermosa, 2014, p. 243, Table 2). The motivation is
congruent with OER educators’ awareness of the heavy financial burden some students face in
postsecondary education. The participants’ reported consistently and continually adopting,
modifying, and/or creating OERs. Fully incorporating these behaviours is indicative of
subsuming the core value of mitigating students’ financial burdens. Furthermore, the core value
seemed to resonate emphatically with these participants, affecting their ability to tolerate
demands, such as the lack of time. Additionally, the core value may diminish perceived
challenges, such as learning new digital technologies.
Challenged by the Lack of Time

In the literature, the lack of time is often reported as a challenge for full-time OER
educators who modified and/or created OERs (Clements & Pawlowski, 2012, p. 12; McGill,
2014, Table 2; Ovadia, 2019, p. 83). This study’s results concur. Other researchers suggested
paid leave or reducing course load could help OER educators (Jhangiani et al., 2016, p. 33;
Taylor & Taylor, 2018, “Linking solutions with challenges” section; Wild, 2012, p. 6). These
two recommendations seem unlikely as the monetary costs of implementing OERs is then shifted
to universities. For example, universities may need to hire sessionals or teaching assistance to
cover the paid leave and reduced course load. Some participants in this study actively searched
for and obtained assistance with their OER endeavours, such as librarians, collaborating with
colleagues, and hiring work/study students, which appeared to sustain their motivation for their
projects. This is a departure from previous studies, which did not report working with others as

an affordance.
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Collaboration, or gaining assistance, may indicate resourcefulness by OER educators
when faced with challenges they are motivated to overcome. Collaboration may also provide a
sense of teamwork, which may fortify their motivation. Participants who voluntarily engaged
with OERs, and had the autonomy to later reject OERs, appeared to sustain their OER use. This
indicates universities and colleagues may introduce and encourage OER use, but these educators
likely will not have sustained uses of the resources or fully engage in OER modification or
creation unless they internalize the importance of OERs. However, colleagues and the
universities may act as gateways OERs if educators are encouraged to seek them out without the
pressure to modify the resources.
Challenges with Pressbooks

All three of the participates who modified or created textbooks reported challenges using
Pressbooks. Although not a large sample, the difficulties these participates experienced may
point to usability problems with Pressbooks. Very little research appears to exist that explores
Pressbook use (McGrath, 2018, p. 45) particularly for postsecondary education (West, 2019, p.
234). Pressbook’s founder, Hugh McGuire, acknowledged the software is best used with text-
based heavy books. McGuire stated the Blurb self-publishing platform is better for image-heavy
books (Rooney, 2015, para. 16), but Blurb provides “locked” page layout in EPUB3 format
(Blurb, n.d.), which does not allow for user modification. Pressbooks was the only challenging
technology reported by participants in this study. In contrast, previous studies reported
technology as an issue in general (see Armellini & Nie, 2013, p .16.; Cox & Trotter, 2017, p.
152; McAndrew & Farrow, 2013, p. 69; White & Manton, 2011, p. 18) without naming specific

technologies or types of digital technologies.
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Pressbooks requires XML coding knowledge to format the content. XML is often beyond
the knowledge base of many educators, which may deter some OER educators from modifying
and/or creating textbooks. Conversely, some educators may immerse themselves in learning
Pressbooks because of their intellectually intrinsic curiosity (intrinsic motivation to know).
Further, according to the tripartite taxonomy, intrinsic motivation may include mastery (intrinsic
motivation toward accomplishment), for example, gaining a very good working knowledge of
the software, or working with the software because it is engaging and fun (intrinsic motivation to
experience stimulation). Achieving these types of intrinsic motivations will impact the amount of
time available for other responsibilities. Nonetheless, the core value remains for intrinsically
motivated OER educators, who will likely seek out assistance to complete the projects. It
remains improbable that educators, who use Pressbooks and feel real or perceived pressure to
modify or create OER textbooks, will sustain the motivation to engage with OER textbooks at
that level. These educators have not internalized their motivation to engage with OERs, unlike
those who consciously value OERs. This may indicate the requirement to learn how to
effectively use Pressbooks may result in some educators disengaging from the modification or
creation processes. Educators may experience increased motivation if they collaborate with
Pressbooks knowledge holders, such as librarians, colleagues, the teaching and learning centres,
or work/study students. Collaboration with experienced Pressbooks users may decrease the
amount of time needed to modify and/or create these OERS, which may alleviate some of the
pressure and frustration educators experience when using Pressbooks.

Recommendations for Further Studies
Using reflective lifeworld research provided rich descriptions of the phenomenon, with

each participant sharing their unique perspectives by reflecting on their lived experiences.
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However, memory can be unreliable. Alternatively, an ethnographical design could be used to
observe participants when engaged with OERs. Researchers can then follow up with interviews,
thus reducing the potential for participants to report faulty reflections. Nonetheless, additional
phenomenological interviews will contribute to the rich descriptions of OER use and continue to
create a foundation for other researchers to base new studies on.

| employed convenience sampling, augmented with snowball sampling, in the first stage
of recruitment. This was not successful as only seven educators completed the interview process.
Future research may consider compiling a list of all educators from the universities” websites and
directly contacting educators. Purposeful sampling was later employed, but this method would
not have yielded sufficient participants if used without convenience sampling. Future researchers
should consider purposeful sampling, but they could ask peers and colleagues to assist with
recruitment to increase the potential number of participants.

The phenomenological interview questions yielded important insights, but in hindsight,
directly asking about motivation would have deepened the understanding of why some educators
were able to mitigate obstacles. Future researchers may wish to explore motivation vis-a-vis
OER affordance and obstacles.

The combined self-determination theory’s regulatory styles and the tripartite taxonomy
provided insights into OER educators’ motivations, however, self-determination theory
questionnaires (Center for Self-Determination Theory, n.d.) could be administered to participants
prior to conducting indepth interviews. Using these questionnaires will provide greater depth of
understanding and assist with aligning the motivation results with other studies that employ self-
determination theory. Another avenue of study is to discover how, or if, the allegiance to the core

value, or OERs, changes after projects are completed. Also, determining if the core value is
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sustained over multiple OER projects needs to be explored, particularly as challenges continue to
exert pressure on educators’ time.

Different research designs could be employed to gain a different perspective on OER use.
For example, researchers could adopt exploratory sequential design. This mixed method begins
with guantitative data collection, then two rounds of qualitative data collection with the same
participants over a period of time (Creswell & Plano Clark, 2011, p. 82). Exploratory design
allows for a deeper comparison of obstacles, affordances, and, if using self-determination
theory’s regulatory styles, comparison of changing motivation over a length of time. The second
interviews could provide additional depth as the questions are emergent based on results from the
first interview. However, time is required to analyze these data. It may also be difficult to recruit
participants for such a sustained data collection process.

Finally, research is needed to clarify the digital technology challenges OER educators
face. It is not clear which technologies educators were challenged with and why they find them
challenging. For example, participants stated Pressbooks is a challenging technology, but more
research is required to explore these challenges and possible time-saving alternatives.
Recommendations to Practice

All three participants who modified and/or created textbooks voiced their frustrations
with difficulties with text, layout, and graphics when using Pressbooks, but none appeared to be
aware of alternatives to Pressbooks. They may not have been aware that Pressbooks is not
recommended for graphics-heavy textbooks (Rooney, 2015, para.) and they could modify or

create OER textbooks using MS Word, Apache OpenOffice (https://www.openoffice.org/),

LibreOffice (https://www.libreoffice.org/), and LaTeX. LaTeX is a free and open software used

to publish technical and scientific documents (LaTeX, n.d., para. 1). BCcampus and


https://www.openoffice.org/
https://www.libreoffice.org/
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eCampusOntario house open textbooks created and shared with these technologies. Therefore, |
recommended OER educators explore the types of documents repositories make available and
work with a technology they believe is suitable for their needs.

Time constraints remains a challenge for OER educators, but seeking help, such as from
librarians or hiring work/study students, appeared to help sustain motivation to continue with the
OER projects. Working in collaboration with colleagues is likely beneficial from a community of
practice perspective, in addition to dividing the workload, which will save time. Furthermore,
applying for funding to pay for help, actively engaging in the resources available at the
university, and looking online for job aids, are solutions that will diminish the pressure.

Data collection was completed 18 months prior to the COVID-19 pandemic, which
abruptly moved all Canadian postsecondary courses and classes to online learning environments.
Prior to the pandemic, teaching and learning centres could have better prepared educators by
communicating the usefulness of OERs to educators and offering OER workshops. The
increased awareness may have been useful to help educators search for resources to augment
required readings. This opportunity remains for teaching and learning centres to help educators
find and use engaging online learning resources. This is fortified by a 2020 Ontario
Confederation of University Faculty Associations study that reported 62% of students (n = 502)
and 76% of educators (n = 2208) felt that “online learning has negatively impacted the quality of
university education in Ontario” (p. 3), mainly because of the lack of interaction and engagement
(pp. 4-5). This study found the core value was mitigating students’ financial burdens, but
COVID-19 may have shifted this to increasing student engagement. Providing a variety of
learning materials may increase engagement; therefore, augmenting paid-for resources with

OERs could decrease the reliance on paid-for resources.



156

Universities could further support OER educators by increasing digital storage space for
OER curation and creating open repositories for educators to upload resources. Ideally, these
resources would be shared with other repositories, particularly BCcampus and eCampusOntario.
The Canadian OER repository landscape will begin to fragment if resources are only stored at
individual instructions, resulting in increased discoverability issues for educators.

Finally, results from this study found collaboration with peers or obtaining help appeared
to sustain the motivation to continue modifying or creating substantial OERs. Departments could
create OER communities of practice to leverage knowledge and technical skills. This would
decrease the amount of time individual educators need to invest in OER modification and/or
creation. Technical support, particularly with Pressbooks, should be made available through the
teaching and learning centres or libraries. Or, as some participants in the study found, hiring
work/study hiring students with technical abilities saves educators’ time. Therefore, universities
could further support OER educators with funding to hire work/study students.

Theoretical Contributions

This study combined self-determination theory’s regulatory styles with the tripartite
taxonomy, which has yet to be employed by researchers studying OER use. This study answers
the call from Carbonneau et al. (2012, p. 1175) who suggested further studies combine self-
determination theory and the taxonomy to continue testing the three types of intrinsic motivation.
This theoretical construct assisted with prompting questions during the interviews and provided a
sharper lens to view intrinsic motivation. Indeed, this study found the core value of mitigating
students’ financial burdens was the initial motivation for OER use, but the initial motivation
appears to be replaced by specific intrinsic motivation as illustrated by the tripartite taxonomy.

This supports the taxonomy’s inclusion in self-determination theory as this finding may not have
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come to light without inserting the tripartite taxonomy into self-determination theory. However,
other intrinsic motivation models, frameworks, and taxonomies could also be used in conjunction
with self-determination theory, which may lead to further insights in to OER modification and
creation.

Indeed, researchers continue to refine intrinsic motivation (i.e., Martela et al., 2019)
whilst Ryan and Deci (2020) acknowledge that “most intentional behaviors” have multiple
motivations, such as an individual who is simultaneously intrinsically and externally motivated
(p. 3). But Ryan and Deci do not segment intrinsic motivation beyond the three attributes of
interest, enjoyment, and inherent satisfaction (p. 2). Since its inception in 1992, the tripartite
taxonomy appeared in a limited number of studies, which may indicate researchers prefer
alterative frameworks to augment self-determination theory, or they are unaware of this
Canadian contribution to self-determination theory. Nonetheless Ryan and Deci recognize self-
determination theory relies on “incremental theory expansion” (p. 7), which could include the
tripartite taxonomy. Vallerand et al. (1992) suggest Csikszetmihalyi’s flow theory of peak
experiences is aligned with the taxonomy’s intrinsic motivation to experience stimulation (p.
1006). This indicates other motivational theories could be included in self-determination theory’s
intrinsic regulatory style.

Further research using self-determination theory to gain additional insights into OERS
will augment the growing body of educational technology research. Additionally, future self-
determination theory researchers may find replacing self-determination theory’s board intrinsic
regulatory style with the taxonomy provides precise levels to gain a deeper understating of

intrinsic motivation.
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The results of this study support the tripartite taxonomy’s inclusion in self-determination
theory’s regulatory styles. The three types of intrinsic motivation provided further insights into
levels of motivation, but it remains unclear how and why some educators, who have strongly
internalized the core value, are not consistently intrinsically motivated. Further stratification of
the taxonomy may be required.

Contributions to Research

This study adds to the growing body of the few qualitative motivation studies that
examines postsecondary educators who use OERs. The results identified educators adopted
OERs to mitigate students’ financial burdens, which supported qualitative OER research (Allen
& Seaman, 2016, p. 7; Santos-Hermosa, 2014, p. 243; Weller et al., 2015, p. 358). Similarly,
these results supported several quantitative studies that reported that lack of time was an obstacle
for some educators (Andrade et al., 2011, p. 102; de los Arcos et al., 2015, p. 24; Jhangiani et al.,
2016, p. 19).

Limitations

This study provided insights into OER use by 11 educators teaching at four universities in
two provinces and it is therefore not possible to generalize the results beyond this study’s
participants. The participants reflected on their lived experiences, which may not represent the
experiences of educators in other universities, faculties, or departments. The self-selected sample
does not include OER educators who may have rejected OERs or interpreted the invitation to
participate in this study as only for educators who had positive experiences with OERs.
Recruitment began with convenience sampling, with department chairs asked to forward the
emailed invitation to all educators in their department. Invitations to participate were emailed at

the beginning and the end of the winter semester. This was timed to avoid interviewing whilst
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educators were engaged in grading. It is not known how many invitations were forwarded.
Purposeful sampling was also employed, with invitations emailed to professional contacts
halfway through the summer semester. I have limited professional contacts outside of BC and
Ontario, so recruiting from other provinces and territories was problematic. It is not known if the
locations of the universities affected the study’s results. Notably, the two provinces are also
home to two prominent open textbook repositories. It remains unknown if educators in other
provinces and territories are also familiar with these repositories.

Self-selected participants may have either a strong opinion of OERs or have a high level
of interest in OERs. These educators are more apt to participate in studies such as this one. As
this study found, time is a valuable commodity for educators, and some educators may not have
had the time available for an hour-long interview, follow up emails, and reviewing and
approving their anonymized interview transcript.

The survey’s self-reported data appeared to be problematic. The average age could not be
determined because broad age ranges were used as opposed to exact ages. Additionally, some
tenured participants stated they taught a very high number of courses per year. These participants
may have misinterpreted the question and provided the number of courses taught over the last
three years, or they reported the correct number, but they are not involved in research.

I was challenged with employing a phenomenological methodology because of RLR’s
bridling requirement. Bridling requires me to remain patient whilst exploring relationships in the
data and waiting of the essence to emerge. | practiced this during the piloting phase of the
project, but Dahlberg et al. (2008) notes even experienced researchers can easily “fall into the
trap of seeing what they ‘wish’ to see, which is not necessarily conscious act” (p. 242). It may be

possible that I interpreted the phenomenon through my own lived experiences even though |
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attempted to bridle my preconceptions. | used Dahlberg et al.’s three criteria for evaluation of
tentative interpretations: interpreting only actual data, there should no other strong interpretations
to explain the same data, and no contradictions in the data (p. 288). Additionally, data analysis of
phenomenological transcriptions was problematic because the nuances and inflections of the
voices carry meanings that are difficult to accurately capture in a written transcript.

Participants shared OERs artifacts during the interviews, but these artifacts were not
included in the data analysis. RLR data collection and analysis includes only three types of data:
narratives, interviews, and fieldwork and observations, and does not provide guidance to analyze
and synthesize artifacts within the whole-parts-whole process. Observations were eliminated
because observing an educator over a course of days or weeks may only yield a few instances of
educators interacting with OERs. RLR narratives were not considered for this study as they are
often used when a “limited amount of data” is required, such as small descriptions of a specific
event (Dahlberg et al., 2008, p. 178). This study does not meet these criteria, particularly as the
OERs used by this study’s participants occurred throughout their teaching practices.

In this study, participants reflected on their lived experiences with five types of OERs
(online course, textbooks, websites, and videos), which made the OERs difficult to compare and
contrast. Future researcher may wish to focus on one type of OER.

Conclusions

Mitigating students’ financial burdens is important to many educators, and for some, this
is the motivation that began their OER journey. Results from this study suggest educators face
several challenges when modifying and creating the resources, but not with OER adoption.
Broadly, these results suggest that some educators remain motivated to continue using OERs and

tolerate the challenges even as they place additional pressure on their time. This illustrates the
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importance of fully incorporated behaviours, as these behaviours (OER adoption, modification
and/or creation) and the motivation to continue were congruent with their core value of
mitigating students’ financial burdens. All educators in this study reported this value, indicating
an intrinsically held value that is capable of withstanding challenges and perhaps fortifying their
resolve to tolerate the challenges, particularly the lack of time. This supports the essential
meaning of the phenomenon, which is understood as a device rooted in educators’ motivation to
support students beyond the classroom. This study calls on other researchers to build on these
results, with further qualitative studies, in an effort to gain a clear understanding of the lived
experiences of educators who encounter OER challenges.

Finally, understanding the role motivation plays in OER uptake and continuance may
inspire some educators to experiment with OERs. As one participant stated, “I think the biggest
lesson is that it’s not that hard. Yes, it’s going to be more work, but I think the pay-off far

exceeds the amount of additional work that it takes to get OER into the classroom” (Paul, S102).
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Appendices
Appendix A: Literature Review Search Strategy and Article Management

Broad reading around the topics of educational approaches and OER began in late 2014.
Searching, reading, and reviewing research articles, and eBooks soon followed. This was later
augmented with Google searchers for grey literature and white papers. | primarily used the UVic
Summons 2000 database, and EBSCOhost research databases (Academic Search Complete). |
employed a Boolean search strategy with my preliminary search terms, which were open
educational resources, OER, and andragogy. Secondary searchers were conducted to narrow the
field and discover Canadian research; thus, the words Canada, professor, and the phrase higher
education were used in conjunction with the primary search phrases. Additional search phrase
included OER AND higher education, OER AND repositories, open educational resources AND
higher education, and open educational resources AND repositories. The phrases faculty
professional development and teaching and learning centres were also used. | also retrieved
articles found when reading the references of research articles, and I noted prolific OER authors
and subsequently searched for their relevant articles and eBooks.

All database searches had the following search criteria: peer reviewed, available online,
English language, and published within the last 10 years. The 10-year limit was chosen because
of the rapid changes in educational technology that have affected OERs; however, understanding
the history of OER was also important. My reading uncovered pertinent historical documents,
such as 2002 UNESCO (United Nations Educational, Scientific, and Cultural Organization)
Forum, which | used sparingly in the literature review. These searches rendered a large number
of articles that were not related to my study; therefore, the following exclusion terms were used:

nursing, medical, medicine, China, India, and engineering.
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Additionally, information was retrieved from regular Google searches using the terms
OER AND higher education, OER AND Canada, and OER AND universities. These three search
terms were also used with open educational resources substituting OER, thus | was able to locate
OER information that was journalistic in nature. | also vigilantly searched several Canadian
media outlets for OER and Canadian news about universities. These online media outlets were
CBC News, The Globe and Mail, The National Post, CTV News, The Tyee, and Huffington Post
Canada. There is a strong and prolific group of educators who share their OER educational
technology insight on blogs. | am a regular reader of the following blog writers: George
Veletsianos (veletsianos.com), Stephen Downes (downes.ca), Terry Anderson (virtualcanuck.ca),
Audrey Watters (hackeducation.com), Martin Weller (edtechie.net), and Tony Bates
(tonybates.ca). | also regularly read a number of education websites, such as University Affair,
Faculty Focus, EDUcasue, Academic Matters, The Conversation, and Inside Higher Ed. Finally,
| frequently visit several OER specific websites, such as the Global OER Graduate Network,
Creative Commons, BCcampus, OER Knowledge Cloud, OER Commons, and Open Education
Consortium.

For research articles, | reviewed the title and brief description of each article, and |
opened articles that appeared to align with my research topics. | further ascertained the relevance
of articles after reading the abstract and the methods section. | saved articles | believed could
contribute to my research. Pertinent information from these articles, such as key words, research
design, APA reference, and the abstract, was saved to a spreadsheet to allow for manageable
retrieval of both information and the article. Reviewing this information allowed me to evaluate
each article at a secondary level. Notes were made in the spreadsheet to indicate each article’s

usefulness to this project and how the article could be useful. The spreadsheet was useful for
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spotting trends, such as an apparent lack of theoretical framing in OER papers, and likenesses in
research design; however, | found it difficult to work within the confines of the spreadsheet as it
grew in size.

To better manage the growing number of papers in my collection, all articles and eBooks
were moved into appropriately titled subject folders. Each article was later read with excerpts
removed and placed into Word documents based on the excerpt’s theme. A citation followed
each excerpt. Word documents were then placed into one of the following folders: Andragogy,
OER and Andragogy, and OER. Some folders, such as the OER folder, had numerous subfolders,
such as one for barriers to OER and another for study recommendations. Finally, once an article
or chapter from an eBook had all relevant quotes removed, its APA reference was added to a
master list. This prevented duplication and allowed me to easily find, copy, and paste the

reference into the paper when needed.
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Appendix B: The Number of Participants in Phenomenological Studies of Postsecondary
Educators

Many studies exist that have examined how university professors approach teaching or
their teaching techniques; however, phenomenologists have yet to agree upon a number of
participants. This is logical as each study will yield unique insights and the insights will be as
varied as the participants. Additionally, looking for a specific number fuels the desire to borrow
from qualitative researchers who have the tradition of placing numerical value on many aspects
of their research.

Searching for relevant journal articles began with employing the Summons 2.0 search
function on the UVic Library website. Additionally, EBSCOhost research databases ERIC and
Academic Search Complete) were also used. | used a Boolean search strategy with the search
terms “phenomenology,” used in conjunction with AND “higher education,” AND “university,”
and AND “professor. All database searches included the following search criteria: peer-
reviewed, available online, English language, and published between January 1, 2008 and
October 1, 2018. The five-year limit was chosen because of the rapid changes in educational
teaching practise, particularly for the area of online delivery even though this was not a focus of
the research. Even with a narrow inclusion, the search rendered a large number of articles that
were not related to my study. The title and abstract or each article in the search were read. If
article used transcendental, descriptive, hermeneutic, IPA, RLR or other type of
phenomenological methodology, as per Finlay’s description, (Finlay, 2008 as cited in Vagle, p.
51, 2014) then the methodology section of the article was reviewed to determine its suitability
for this study. Articles were discarded if the purpose of focus of the study included the

following:
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e Academic advising (as the topic)

e Administrators (as participants or as the topic)
e Counselors (as participants)

e Deans (as participants)

e Leadership (as a topic)

e Mental health (as a topic)

e Only one participant was included in the study
e Parenting (as the topic)

e Phenomenology (philosophy)

e Policy (as the topic)

e Phenomenography (as the methodology)

e Retirement (as the topic)

e Service by faculty (as the topic)

e Students (as participants), and

e Teacher education (as the topic).

The Summons 2.0 search yielded 500 results each for the search terms “phenomenology,”
used in conjunction with AND “higher education,” AND “university,” and AND “professor.
Many articles appeared in more than one search. A limitation of employing Summons 2.0 is the
maximum number of papers available is 500 articles per search. Each search was sorted by
relevance to yield the most useable results. The Academic Search Premier search revealed 71
results, the ERIC search revealed three results. In an effort to uncover further articles, the
following keyword searches were also employed in Academic Search Premier:

e “phenomenology” AND “university professor,” which did not yield any results
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e “phenomenology” AND “postsecondary education,” which did not yield any results
e “phenomenology” AND “post-secondary education,” which did not yield any results, and
e ‘“phenomenology” AND “university teachers,” which did not yield any results.

At the conclusion of the search, 1571 articles appeared and examined with 48 articles
downloaded and further examined. Seven articles were then dismissed because the papers did not
state phenomenology as the theory or a methodology, combined grounded theory or other
qualitative research designs with phenomenology, and the research used only themselves as the
study participants. An additional seven articles were removed because these studies did not state
the type of phenomenology employed. From the remaining 35 studies, five were removed
because a phenomenology tradition was not stated. One study was also removed because it
provided a broad description of interpretative phenomenology but did not practice
phenomenology. With 29 studies remaining, seven were dismissed because they did not
explicitly examine the lived experiences of participants or ask participants to reflect on their
experiences on the research topic. These remaining 22 articles were scrutinized for the purpose
of removing articles that employed phenomenology at a high level. Ten were dismissed for
various reasons, such as inconsistent use of phenomenology, mixing various traditions, and not
describing how phenomenology was applied to the study, leaving 12 studies suitable to

determine the average number of participants in phenomenology studies (see Table 8).
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Authors Title Type of Number of Type of Notes
phenomenology participants participants

Bakley & Waiting to become: Descriptive 7 Part-time Bracketing;

Broadersen, Adjunct experiences at community discusses Husserl;

2018 multi-campus college faculty used epoché
community college

Bedenlier, Internationalization Moustakas 6 Faculty at a Only for data

2017 within higher education university analysis; a
and its influence on separate
faculty: experiences of description of the
Turkish academic staff “what” and “how”

of the experiences
was written
(Moustakas,
1994)

Blackmon, The pixelated Hermeneutic (van 10 Faculty from Qualitative

2015 professor: faculty in Manen) colleges and coding to analyze
immersive virtual universities the data and
worlds ascertain the

various
“structures of
experience (van
Manen, 1990)

Ferencz, 2017  Shared perceptions of Transcendental 14 Online part-time ~ Bracketing;
online adjunct faculty (Moustakas) faculty Moustakas’s 1994
in the United States data analysis steps
who have a high sense
of community

Humphreys, Developing student Moustakas 7 Faculty at a Bracketing;

2012 character: community community Moustakas’s 1994
college professors who college data analysis steps
share power

Landrum et Why teach? A project Giorgi and Garza 4 Faculty at a Discusses

al., 2017 life-world approach to (the Dallas university Heidegger;
understanding what approach) hermeneutic
teaching means for analysis
teachers

Leeetal., Taking a leap of Giorgi & 8 Faculty at a Created thick

2014 faith: redefining Moustakas university descriptions for
teaching and learning faculty
in higher education participants; not
through project- sure if this
based learning follows Giorgi’s

steps

Lindberg, Lecturers’ lived RLR (Dahlberg, 8 Faculty at a Discusses

2018 experiences of etal) university Merleau-Ponty
guiding reflective and Husserl;

seminars during
nursing education

follow RLR for
data analysis
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Authors Title Type of Type of Notes
phenomenology participants
Oyelana et Learner-centred Interpretative Clinical nurse Uses Finlay
al., 2018 teaching in a non- (Finlay, 2014) faculty for data
linear-centred world: analysis
An interpretive
phenomenological
study of the lived
experiences of
clinical nursing
faculty
Sloan & Experiences of Hermeneutic Faculty ata Provides
Bowe, 2015  computer science (van Manen) university description of
curriculum design: a van Manen’s
phenomenological approach;
study looks to
Smith for
reduction;
supports data
analysis with
van Manen
citations
Veletsianos ~ Scholars and faculty =~ Dahlberg et al. Faculty ata Mixed
& Kimmons, members’ lived university different
2013 experiences in online phenomenolo
social networks gical
approaches
for data
analysis;
practiced
bracketing
Wood etal., Changing Interpretative University Used IPA for
2016 professional identify ~ (Smith & lecturers; data analysis
in the transition from  Eatough, 2012) included the
practitioner to researcher as a
lecturer in higher participant

education: an
interpretive
phenomenological
analysis

Total

99 M =8.25
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Appendix C: Survey Questions

1. A definition of OERs is as follows: “Open educational resources are materials that are
used, modified, shared, and/or created to support education that may be used under
Creative Commons or public domain licenses.” Within the context of this definition, have
you used, modified, shared, and/or created OERs in the last three semesters?

[yes/no] [No = end survey]

2. A definition of OERs is as follows: “Open educational resources are materials that are
used, modified, shared, and/or created to support education that may be used under
Creative Commons or public domain licenses.” Within the context of this definition,
select every action you performed with one or more OERSs in the last three semesters.

a. Modified
b. Shared

c. Created

3. A definition of OERs is as follows: “Open educational resources are materials that are
used, modified, shared, and/or created to support education that may be used under
Creative Commons or public domain licenses.” Within the context of this definition, what
types of OERs have you included in your teaching practice in the last three semesters?
(Check all that apply.)

a. | have not used OERs in the last three semesters [end survey]
b. Open textbooks
c. Videos

d. Images (i.e., photos and graphics)



e. Sounds/podcasts

f.  Open course materials (i.e., assessments, lectures, and lesson plans)

g. Other: Explain
4. How did you share your OERS?
a. With my students

b. With peers within the university

c. Posted the resource(s) online openly for others to use

d. 1did not share any OERS

5. Please indicate the total number of years of teaching experience you have in all

postsecondary institutions.
a. Lessthan 1 year
b. 1to<2years
c. 2to<5years
d. 5to <10 years
e. 10to < 15 years

f. 15 or more years

6. Please indicate your current rank at the university

a. Professor

b. Associate professor
c. Assistant professor
d. Teaching faculty
e. Lecturer/instructor

f. Other:
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7. Please indicate your current type of employment.
a. Tenured
b. Probationary/tenured track
c. Limited-term
d. Part-time/sessional
8. How many courses did you teach in the last three semesters? [Enter number only]
9. In what university do you teach [Fill in the blank]
10. In what faculty/department/program do you teach? [Fill in the blank]
11. Over the last three semesters, did you teach full-time or part-time? [F/T or P/T]
12. What type of delivery methods did you use over the last three semesters?
a. Fully online courses
b. Fully on-campus or in the community (face-to-face)
c. Blended course delivery (online activities combined with classroom instruction in
the same course)
13. Areyou ...?
a. Female
b. Male
c. Non-binary
14. Preferred pronoun
a. She
b. He
15. What age range do you fall within?

a. Less than 30 years old



e.

f.
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30 to < 40 years old
40 to < 50 years old
50 to < 60 years old
60 to < 70 years old

70 years old or older

16. Thank you for completing the survey. Based on your responses you may be contacted to

participate in a one-hour interview. Please provide your name and email address if you

wish to participate in an interview.

Thank you for completing the survey. Based on your responses you may be contacted to

participate in a one-hour interview. Please provide your name and email address if you wish to

participate in an interview.
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Appendix D: Interview Questions

Interview Introduction and Opening Comments:

(I'turn on the recorder) Thank you for taking time to meet with me. | would like your
permission to turn on the recorder to capture our conversation. As | mentioned when | arrived,
my name is Janet Symmons and | am a Ph.D. candidate at UVic, where | am researching the
lived experiences of educators who have adopted OER into their teaching practice. Last week,
| emailed you the informed consent form to review before our interview. | have two copies
with me here, and if you choose to participate in this interview, I’d like you to sign a copy for
each of us, one of which you will keep. At the bottom of the second page, you’ll see the
section called Future Use of Data. Please ensure you initial whether or not you consent to
future data use. Do you have any questions or concerns about the informed consent? (In ensure
all questions are answered to the participant’s satisfaction before continuing.)

Just a reminder that you are free to withdraw your participation at any time during the
interview or ask for the information you provide in this interview not to be used in the study.
You are also free to stop the interview at any time to ask for a break. Also, your name,
university, and other identifiers mentioned in the interview will be changed so that you are
anonymous in the report. (The participant signs one copy, which | retain, and the participant
keeps a copy for their records.)

Finally, the information you provide today will be used for my dissertation. | am
hopeful that the information that you and other participants share with me will help me
understand your personal experiences working with OERs and any barriers you have
encountered. The purpose of my phenomenological study is to uncover how educators
teaching in BC public universities in 2018 overcame impediments to OER adoption. | have a
few questions for you, which | also emailed to you last week. These will be used to guide our
conversation. Do you have any questions about what | have just said or the purpose of this

interview? (I commence the interview when the participant is ready to begin.)
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General Questions

1. Tell me about yourself and your approach to
teaching.

2. Tell me about how you came to be using
OERs in your teaching

Additional prompts if needed:

e Tell me more...

e (an you elaborate...

e Why did you begin using OERS?

e Why is using OERs important to
you?

Questions about OER artifact/s

Primary Questions
Please choose one of the OERSs you brought with you
today

1. Tell me a bit about the OER your brought with
you today
2. Did you find it, modify it or create it?

Follow-up questions:

[Use these if these things have not
been discussed in response to main
questions]

e Tell me more...
e (an you elaborate...

IF OER created:

1. Tell me about your experiences creating it?

2. Looking back on your experiences with this
OER, would you change anything another
time?

3. Was your experience with this OER similar to
other experiences with OERs?

e Tell me more...
e What was that like
e Tell me more:
o about your experiences
creating it
o on difficulties you ran into
o on things that helped you
o 0N surprises your encountered
e Why create rather than modify or
share an existing OER?

IF OER modified:

=

Tell me about your experiences modifying it?

2. Looking back on your experiences with this
OER, would you change anything another
time?

3. Was your experience with this OER similar to

other experiences with OERs?

e Tell me more...

e What was that like

e Tell me more:
o about your experiences

modifying it.

o on difficulties you ran into
o on things that helped you
o on surprises your encountered

e Why modify rather than create
and OER or share an existing
OER?
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IF OER was a shared resource:

1. Tell me about your experiences finding and
sharing it?

2. Looking back on your experiences with this
OER, would you change anything another
time?

3. Was your experience with this OER similar to
other experiences with OERs?

Tell me more...
What was that like...
Tell me more:

©)

o O O O

o

Why share rather than create an
OER or modify an existing OER?

about your experiences
sharing it.

Who did you share with?
How did you share it?

on difficulties you ran into

on things that helped you

on surprises your encountered

Closing questions

1. Why do you continue using OERs in your
teaching practice?

2. How has using OERs changed your teaching
practice?

3. What advice or lessons learnt would you like
to share with other educators who may want to
explore using, modifying, and creating OERs?

4. s there anything else you want to share or
add?

Tell me more...
What was that like...

Interview Conclusion:

“Thank you for taking this time to meet with me to discuss your experiences. This has

been very helpful, and I am sure it will be helpful for future instructors who may consider

using OERs in their teaching practice.”

“I will transcribe our conversation in the coming weeks and email you the transcription
for your approval. If you can think of anything else you’d like to add, please feel free to add it

to the end of the transcription. I’d be happy to send you a completed copy of my research if

you’re interested.” (Turn off audio recorders.)
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Appendix E: Ethics

. - Research Administration
University i
of Victori Information System

Human Research Ethics Standard Application #18-1005

A. Research team

1. Principal investigator (faculty, faculty supervising a student or post-doctoral researcher)
Principal investigaioris a faculty member, adunct professor or sessonal insirudor. For more infbrmation please see the gonoBied

EeTalnes.
I¥ the project has more than one Prindpal Investigator jother fhan you) or more than one Principal Appicant, their names should be
Esied under secion A 3 Ressarch Team Members.

Pl nams

|1J'Eiaria-hha- |

Pl departmeant
Fi department. If more than one depariment, the depariment you ame doing the reseanch for

| Curnculum & Instruction |

Pl position
P position at Uvic

| Faculty |

2. Principal applicant (students & post-docs)
For further informmation about the distinction befvean e Pancipal Ivestigaior and Principal Applcant, please see fhe annofaied

Eedeines.

A Prncipal Applicant is an undergraduale sivdent graduafe siudent or posi-dodoal Bllow who will be the lsad ressarcher [for ther
thesis, disserfation, progect, afic_) for this sfhudy. A Pincipal Applicant will be granied “View and edif” access by default and will receive
notifications melaied b the siudy. If the propect has more than one Principal Applicant, the addiional individuals should be Fsfed under
secion A 3 Ressarch Team Members.

Does this applcation have a prncipal applcant (UNVic sudent or posi-doc conducting this ressarch for ther academic degree)?
Lves |

PA name

I I

PA deparmeant

| Curniculum & Instruction |

PA position
|PH]5|L|:I|I1 |

PA phone

PA gradusts secretany’s emal (f e prncipal applcant s a graduate sudent. Leave blank otherwise )
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PA graduste secretary’s emad (i fhe principal applicant s a graduate student. Leave blank ofherwise. )

Is the principal applicant conducting this research for their academic dagree at UVic?
[ves |

3. Research team members

Individuals and onganizations ivoived in conducing your research. This indudes co-principal invesiigalors, addifional principal
applicanis, co-investigalors, other UVic siudenis, assistants (paid or unpaid), communily onganizations, and dienfs. Team mambars
Estad will have “no access” b applicaiion as a defawlt You cannol assign access o leam mambers withou Ne@ink 1D. I they need a

Neatlink 1D go o the Alffiate [denily Managemani Sysiam and click on fie ‘Sponsor’ @b ip stan the process. Once you gef he Netlink ID
you have fo re-enfer their name and give access permission o fie appiication.

List all currend resaarch team members |including any UVic sudents or research assismnts who will use the received data or biological
maten als 1o fulfll UVic hesis, dsseration, or academic requirements) and assign level of acoess tothe applicaton Inclusion here
satisfies only UVic nstitutional requirements. I you grant "View and Edif” access b more han one parson, be aware that he system will
not nodfy users if and when others are making edits to fhe appcation.

DO NOT add the Plor PA D this table as that will cause iechnical permission Ssues.

Acress P View and adit project 8 View onk B Receive natiicatons $ Contritute funding

Mame Email Role in e project sitution sl sl iatan S = = 5
Dawid Laach Committes mamber Univarsity of Victona # D 0O D
Allyson Hadwin Committes mamber Univarsity of Victona # D 0O D
B. Project information
1. Project tife

Title for your researnch project You may not submil v applicasons with the same hitle.

|APMM'I:HM¢IUHM Educators Who Use Open Educational Resouwrces in thesr Teaching Pracice

2 Anticipated duraion of the projed

& Aniicipated siart date for recruitmentidata oolection

The approximaie stan date fo begin recruiiment and dafa colledtion for your project should ke info acoount e Sme § will ke fo
complede and submif this applicasion ibmm and the penod of four fo six weelks required ibr ethical review. I is a violalion of Liniversify of
Victona policy i begin recnaiment and dala collection bedbre receiing HREB efthics approval

| Upon approval; Sepiember 2018 |

b. Anticipated end date for your research proged
An approximale end dale for recnatmeant and dafa ooBechion.

|Jln|.-y253'.'l |

3 bk his applicaton inked 1o one hat has been recently submiiad to the UVic Human Research Ethics Board?
M |

4. Geographic location(s) of the study
| cansas |

5 Keywords o calegornze your research

|Dmm_mm | [I:EFI | |$¢Idﬂumm | Iﬁnmw
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C. Project funding

1. Hawe you andior research team members (ther names must be ksted under sedtion A. Research ®am) appéed for or been awarded
funding for this projed ?

This informaidion is used b permnid the redease of funds and b ensure proper reporting of research efics approval fo funding agencies.
Fiease ensure Fie nformalion in fis fable is correct

[ |

2 Wil his project receive funding from the US Mational Institute of Health (NH)?
[N |

3. ¥ you are a faculty member and have indicated above that bdi:rmtlrdrg. hawe you submitted a Research
mMmMMumﬁnm‘ﬂfm? rch Services?

You must submif a research aoplicalion summary form b the granks or confracts office every §me you aoply for exfemal unding.
Prowide explanaion. if you haven done so.

|uu1qplmua |

Comments

D. Multi-jurisdictional research

1. Does the proposed research require Research Bthics Board (REB) approval from one for more) of he nstiufions hat are part of

Research Ethics BC BC). listed balow? H T anEWar s OF YOu 2re unsure, s STOP completing this form and contact
HHEdimnumnm e yes e e

Effecive January 1. 2019, research ethics appications for all siudies that involve UVic and one or more insiiulions isted below, must be
submified through the Provincial Research Ethics Platform (PBEF). and can no longer be submilled theo UVic-RAIS. H your study
imwohves one or more insitutions Ested below. please confact HRE office ehics @wic.ca, 2504724321 or 250-4 T2-454 5 for more
nformation. before procesding with the rest of the application.

Hamonization (a single coondinaled review with e other institufions) Fsfed) may apply i you will be conducting research under the
auspices of any of e instiulons ksied (ivolving Saff. palents, heallth records. siles andfor recnuiiment through their sites, including
recruitment via posier placement). as well as when members of your research ieam oconsist of Boully. saff and siudenis fom the BC
institutiony s} ksfed below. Please check with UVic HRE office i you are nol sure whefer your siudy will need fo go through hamonized
TEVIEW.

MNo

a Fyou answered “yes” to guestion U1, please check all the REBC research ethics boards rvohed n fhis research
O University of Nortfhem Brifish Columbia

O University of British Columibia - Cinical Research Etics Board (CREB)

O University of British Columbia - Behavioural Research Ethics Board [BREB)
O University of British Columbia - Okanagan

D BC Cancer Agency

O Chidren's and Women's Hospital

O Prowidence Health Care

O Simon Fraser University

O Island Healh

O Fraser Health

O Interior Health

O Morthem Health
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O Vancouver Coastal Health

O First Nations Hewth Authority

O Britsh Columbia Instiute of Technology

O Thomgson Rivers University

O Langara Colege

2. Doss the proposed research require Research Ethics Board (REB) approval Fom other ethics board(s) notpart of REBC?
No

ﬁl*mpul-;o answered “yes” © question D.1 andior D.2 above, please indicate your roke in multi-ur isdicional research progect (Check
oy

N you answered "Yes” to guestion D | please STOP completing this form and contact HRE ofice ethics @uvic.ca, 2504724321 or
2504724545 as scon as possbile.

O Recrutng Partcipants

O Colectng data

O Anslyzing data (with or without identifiers colacted by you andior your UVic resesrch eam mambers)

O Analyzing data that contan identfiers: data 1o be colleced by non-UVic ressarch team members as oulined in this appication
O Analyzing data that does not contain identilers: data 1o be collected by non-UVic research team members as outined in this

O Disseminaton of results via publcations, reports, conferences. inemet, ok,
O Oehar
4. Addmonal inlormation

Dwect contact with potential pariopants will be retiated via hmﬁnbp.ﬁnﬁn‘hhgﬂm’ 1 pil
pmi.ﬂpldmul m social meda. and verbally extending
person. Imﬂinnclﬂlmmnhm educaton community of target interest to lorward
m‘iﬂnbhuﬁnmnﬂclpﬂdhﬂlhmm

E. Other approvals and consultations

1. ¥ addisonal requestis) lor perm ssion/approval e required please comphate the section balow (chedk all that apply)

Yos, will HNo
Oehar approvals and consulialions m nl:mdl F1) approval

a School disrict, superniendent, principal, teacher

nhmmnmmmwm pationts, health records, sites andior
recruimant the ough thar sites (Induding recruiment via poster placement

€. Other regional Qovermment §uthar ity

d Community group (.9 formal organization. informal collective)
2. Wic Biosalety Commies approval

1. Othrr approval

Please upload prood of having made request(s) for permission of any permissionapproval documents that you recenved. Ploase forward
approvals upon recening them. Be assured hat ethics approval may be granted pror 1o recespt of extemal approvals.

Supporing documents
RRAUREBApproval- Symmons.pdl (Other approval Name: RRL REB Approval-Symmons, Version: Version 1), May 12, 2019




Comments
Approval from VIU and RAU was recewved to daia colleciion at i j ide a certificate of ethic
approval but did send an email from the wlha;rn‘bml number with an expraton date of
December 2, 2018, I.I'rrl:rl.lrﬂdy recruitment did not yield he arficpants. sampling.

p puposaiul
potential participants will be bcaadhughﬂnrmdm‘spusmdaﬂpnﬂmmnlmmaﬂmmlm:hmm
through the Lilli't:mbm:hnmm work. Thersfore, this new recruiiment method does not require approval from other
UnivErsities sthi L

F. Scholarly review

1. What wpe of scholary review has fis research project undergone?

O Extemnal peerreview (2.0 graniing agency)

& Supervisory commities or supenvisor - required for all student research projeds
O Mone

O Other

G. Researcher(s) qualifications

1. In Eght of your research methods, the nature of fhe research. and e characteristics of the paridpants. what training. qualificaions.
or personal expenences do the principal invesigator. the principal applicant, and’or your research team meambers have?
E g research mefods course, langusge proficiency. commifiee experience. iraining on the eguipment fo be used

The principal applcant has been ivobved infive research projects since 2001, Bught fhree college research cowrses, mentored
e students in two university research cowrses, is curently an assodale researcher with fhe ElLab at fhe University of
{mew' of Technology. and has successfully completed fres dodoral level research courses and two master's leval

r COUrSEs.

H. Research Involving the First Nations, Inuit and Métis Peoples of Canada

The TCPS2 (chapier 8) is designed 0 serve as a framework for the ethical conduct of research invohing Abonginal (induding First
Nations. Inuit and Métis) or Indigenous peoples. regardiess of whare they reside or whether or not their names appear onan ofical
regisier. s purpose = D enswre, to he exient posable, fhat research vobang Indigenous peoples is premised on respectiul

rel ationships and encowages collaboration and engagement between researchers and participants.

Wsﬂnmbdﬂnmmnﬂm conduct of research that afieds First Nations, Inuit, and Mais
naiure and extent of community engagement should be determined through discussion with, and under the advisement of,
ﬂnrﬁmm community. taking inio acoount relevant charactenstics and protocols and the nature of the research.

The University of Viciona Indigencus Plan recognizes that research with Indigenous communities or invobving Indigenous peoples must
be conductad n a re and cultura manner. folon = sites. 2 with
o, Exiors S Ko ge Koo, Smordoaing St S oo s airsl propony. and i siing 1o o
findings.

1. Condifions of the research
& Will you be conducting research that is situated on any of the following kinds of lands or waterways First Nation resenves, Indigenous
satlaments. Irl:lgnl:l.s lands under seff meant agreements. temiones wilh Indigenous land daims agreements. or ofher lands
:hng'ﬂadb'y . Provincial, or govammeanis as Indigenous teminry?

™

b. Do any of the criteria for participaiion include belonging 0 an indigenous nafion, community. group of communities, or organizaion,
inciuding urban Indigenous populatons?

[ no

. Does the research sesk input paricpants regarding indigenous cultural hertage. culwral pradices, aniads. Indigenous or
tradifional know sdges, udmmiﬁ—;&sm?;i;unmam“u raality?

[0
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d wa nous identity or membershipin an Indigenous community of group (e.g. Méts Mation) be used as a vanable or he
purposes of analysis?

2. Wil he results of the research make specific reference b Indigenous communities, homel ands andfor waterways. peophes.
languages, hisores or cultures?

2 Indgenous engagement

a Processes and protocals for engagement differ across communities, organizations, commiess. and groups. as well as across
different resaarch contexts. Describe the process that you have blowed with respect 1o Indiganous engagement.

Include any documentation of collaboration {e.g. formal researdh agreement, lefer of approval, email communicalions, advisory
commities, mentorship, efc) and the role or position of those consulied (e.g. Elder. Knowledge Holder. goveming body, Chief efc ).
including their names, i appropnale.

"

b. Explain how Ihdigenous community members will be meaninglully moived throughout the research process. from research design 1o

knowiedge shamng.
Cuiing the plan. as developed with the commundy. lor e culcomes of the research. inchuding research data owner ship. shanng.
storage, and govemance.

c. If you have answerad 10 any of the questions in

M1 bt have not yet engaged with e communty, committes. zation.
mnmﬁmmmmmbmnﬁmlmﬁﬁ.mmnummﬂng-

Foup. please
absance of prior engagement.

3. Comments

I International research

1. Will this study be conducted in a country other than Canada?

J. Description of research project

1. Brefy describe in non-technical language
a The research objective{ s} and queston(s)

The obsactve of this study is 1o explore how Canadian public universities educators whouse openeducatonal resources (OERs)

percave and describe ther ved expenence and reflecions with using. shanng. ng andfor creating OEAs. There are two
Eu'a research questions for this study: 1) How do educators and parceve expenances with barmers 1o using
ERs? 2) Upon reflaction by OE R educators, how do they describe and perceve her changes totherr andragogcal practoes?

b. The importance and confributions of the research

Provding frsthand naratves from OER adopters answers the call from scholars for a rurﬂ-uhrﬂribmmq' OER
mpedments. This may assist educators with OE R adoption and be useful to unive “teachng and lkaming centres and
ibrarians when prepanng gu lﬁ.ﬂ:ﬂ“ﬁlhrmﬂ adopters. The study will contribute to the growing OER
Ierature and begins ling the gap in the Rerature conceming DE R adopion hrough recounting the descripions of successiul
OER adopters. study’s fndings and recommendations may provide uselul nsights © educators. ass st with expanding
educators’ OER use. or ncorporate other technologies into university educators’ leaching practices
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c. If applicable, provide background information or de@is that will enable the Ressarch Ethics Board b undersiand the contaxt of the

OER are ofien digital resources used 1 support education Examples of OERs are videos, phoos, PDFs, guizzres, exdbooks, and
lesson plans that are not copyrighted, -nm:;rnﬂ::bn-xu-nlnmﬂﬁntﬂlmmmmbrm z-
thess resowrces are fresely acoessed, free of and may be reused, modified. shared, and retaned by anyone. DER sa g I
movemant with Canada, the United Kingdom, South Africa, and the United Siates leading the efioris. British Columbia is one of he
eading mmﬂiﬂ_{:ﬁ-ﬁnMmmﬂmﬂuu“mﬁdqﬂlﬂdubm-pmm
d-m o OER adoption but do nol provide sufficient insights into how these bamers may be overmme. Furheamaore,
resaarchers have yet to adegquaiely explore how some university educaiors have meat and expenenced hese bamiers.

K. Recruitment

1. Participant details
Provide detais of your participanis

a Brely describe he @rget populationis) for recruitment
Ensure that all paricipant groups are idenfified (e.g group 1 - ibacher, group 2 - adminisfraiors, group 3 - panents).

The targeted popul ations for his study are ful- and parttime university educatons who use, share, andlor create OERs to augment
ther Boe-p-face andior oniine Baching practices. These educatorns must be employed st Canadian publicly funded universities
during the 2018-19 andor 2019-20 academic years.

b. Why is each population or group of inlerest?
Only university educaiors are able o prowide insight into ther personal use of OERs.

c. What are fhe salient charaderisics of the participants for youwr siudy [2.g. age, gender, ethnicity, class, postion, aic.)?
List all inclusion and exclusion cnilgna you are using.

The demographics of university educators in Canada are vaned. Emnuh:-m-w wne and employed by a university
while pursuing a Ph D ; thereiore, some paricpates may have a maser's degree, but this would be the lowest leval of educaton
L-uq_r-rh: I'lwlqmd“up;qﬂqphﬂulm&uhﬂumtpmim.ﬂwmnw ﬂhﬂrw

1 participants will reflea general population educators ocated empioyed at adan unive 5;
thersions, all genders, races, cullures -ﬂuﬁrﬂyﬂhlrﬂmﬂﬁnmm

d What is the desired number of paricipants for each group?
The minimum number of participants is nine and the maximum is 15.

2. Recruitment and process
Provide detais of your recrutment process

& List all source for information used o coniact potential paricipants

E g personal confacts, kstserves, publicly avaiable contact information, efc. Clanfy which sources will be used ibr which paricipant

groups.

Thmuuyungn.pull;- : Educators who are Canadian publicly unded universities during the 2018-19
'mad aldable social I'q madia

andior 2018 I:l:lnu:w-'u rlﬂl;-liqr-lnulba wia personal conlacts, publicly av
contad informaton, and publicly svalable work email addresses

Ib. List all methods of recruitmeant
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E g in-person. by ielephone. leffer. snowball sampiing, word-of-moulh, adverisement. eic. I you will be using “snowball™ sampling.

clanily how Fhis will proceed {ie. will parficpanis be asked fo pass on your study information ip ofher pofenial parficipants?). Clarily
wihich methods will be used for which parfiopant groups.

The researcher will emal nwiatons to rtial 1 ﬁnﬁnm . These mniacs will be
educators mmmlmmlmmﬂtmamm-mu . Furthermore, the
resaarcher will verbally exend mwitations 0 participate when mesting educators n person. This Ibabtnuilmﬂiunnﬂ
confaining e invitaion and ink 1o the survey. Addiionally. snowball sampling will also be employed. Al the conclusion of an
nienview. participants will be asked i they know of other Canadian educators who meet the mcluson oriteria and may be
nierested in particpating in the study. The participant will be asked o forward the letter of invitlafion and snowball leer to potenial
Wm‘h Snowball ng will also nchude recruiting the ressarchers confads who work in Canadian universities .
contacts will be asked hwhwuiﬁ-ﬂnmmm uze, modily. or oreate OERs and may be merested n
p.'lq:ﬂngnhamdy Again. e contact will be asked to forward the letier of mvitation and snowball letter o potential

(-2 H]-m.l'lrlhnu-mmmﬂ-ﬂummﬂuﬂnhmmmﬁmmhumﬁd“} hawe he potental
paricpants given permission for tis. or will you use a neutral third party to assist you with recruiment 7

Note thal this is not a concem when pubilic and'or business confact informalion is used.

For purposeful sampling | will not ask permission in advance as | am familiar with these people professionally -ﬂpm‘_f and |
will confact fhem drectly from the contact nformation | have for them. Snowball samp :Eﬂhnummmnﬂ
- These potenial participants will receive a letier of mwitation and the lettar of ntmllhld
mdMHhrm nnvmdp-‘lanlurm-mh ssional contact. Trnrm'rlru now e names or
informafion of the potential participants nominated by third pary. Publicly avaiable work emal addresses and social
media contact information will also be used to recruit participanis.

d. Who will recruitconiact participanis?
E g researcher, assistant find parly. efc. Clanfy this for each parficipant group.

The researcher will be the only person recruiting partic pants. except in cases of snowball sampling where paricpates may
forward the siudy nvilafion

& List and amy relafonship between the members of the research team (induding third party recruiiers or sponsors/chents of the
rasaarch) hap-'lq:-rl[u} [e.g acgquaniances. collkbagues)

Compiete sedion 3 {(Power relafionship) & fere is pofeniial for a power relalionship or a perceived power relalionship fe.g.
insiructor- student. manager-empiloyee, efc ). F you have a close relalion ship wilh pofential parficipanis (e.g amily member, fiend. close
coleague. eic. ) clanfy the safeguands thal you will put in place fo mifigale any podential pressure ip parficipale.

MMhlmmmurmemmm ocour if educators who are current siudents receve

inwiafion o participate. T lﬁiﬂqpﬂmmt-supunﬁpg;:‘ relatonship. m-ﬁmﬂmmt:m
name and emal address al the end of the survey. i a current students name appears, the researcher will contact the potential
participant via emai and thank them for ther mierest in the study. but state fher paricpation will not be reguired. Any data they
pm:h-dnham ulbaiﬂmd-dnuumdnhamd; Additionally. | will not recruit or contact curent students to
participant in the

. In chronological order ([ possible) desaibe the steps in the recrutment process



Include how you will screan polential parlcipants, whene appiicable. Consider where in e process permission of ofver bodies may be

Permission to recrut will oo approval for this mm—mmmdnrm'- HREB. Once

approval 5 recened, “lchlwlﬂloo employed at Canadian unversites who possibly use. moddy or areate

OERs. The emal will nclude he ketier of nviation, which includes a ink 1o he survey ‘l'hlllm outhned below, will fhem be

followed The researcher will also review har Twitter and Linkedin contacts for ﬂ‘%l‘:! . The Canadan sducators who
. orcreate and i they do use

m'buﬁhwmm.m"lﬂhdmd lhym. i {Eh i
WOl O participale in an M e ter Mlnn L] poie r-il:lpl'liﬂ‘lo
mlﬂhly -urmmm below, will them be followed for potent

1. The first page of he survey contans he informed consent. Potential participants are inlbrmed that proceeding b the survey
rich ates wﬂmﬂmuwmm in the study.
2. The final question asks for participants name and emad address The researcher will contact hese paricipants via emai ©

SChicubs &N Nl enyew.
3. ‘lhl'lbl-ldmcrliu- wlhﬂkdhhmm wo days prior o the intenview, &long with the interview questions,

and an nieneew remnder. For oniing nteniews, he wllh-dbo-thﬁ- hped recenved and
read the inkrmed consent form and they agree to pariop he setintervwew day and time. the researcher will
mhpmmmmudhmﬂmummm“nlhﬂdhmmdhb—.

whidh will be retened by he researcher. The nienaew wil ance the pamcpant has signed the form.

4, Al e conchusion of the inferiew, particpants will be | il they kknow of wWWHMUW

mmmﬁm{!quhnﬂmu in he study. I they do know educators who ?ﬂh““
study’s inchusion criteria, the researcher will emad the partapant the ketier of nwaton and snowball leter to lbrward to the

potential parmcpant

Educators who are ratance. sudh as o ﬂhlﬂdl s, Mo ces.

orcreates OERs. HmMWMbnlﬁnﬂinhm nm.uum will them be M

1) i the participants wishes 1o be ntenviewed immediately, a ink 1o e survey will be prowded. Upon completion of he survey, the
mﬂhwnhIiu-doorlﬂbmlndhquni-bndﬁmﬂthh-.nhwm and
ign e form. A st of inferwew questions will also be given 1o the participant.
2) At the condusion of fhe inlerview, participants will be a Mdl'lhlthwd educators employed in Canadan universities
mmmﬁmﬁﬂlmd-qhnﬂmus' in e study. mmmmm 1o meet e
study’s inchusion criteria, the researcher will emad the partapant the ketier of nwaton and snowball leter to lbrward to the

potential participant.

Please upload all the supporing documents rekevant 1o the recrutment methods identifed in this secton

Exampiles of supporiing documents: emal recrutment scripl, poster, invitalion leller, eic. Where dralt versions are uploaded please
ensure that final versions ane submitied when available. If final versions differ significantly afler you have cblained research ethics
approval you will need fo submit a Reguest lbr Amendment.

Supporing documents

Emaid to Professional-Personal Contact V 1.0.docx
{Recnstmant document, Name: Email lo professional contacts, Version: Version 1); June 24, 2019

Snowball Letter of Invitation v3 0 docx
{Recnstmeant document, Name: Snowball Letier of lnvitation v3.0, Version: Version 3); May 27, 2019

Letter of Invitation v 1.1 docx (Recrutment documend, Name: Latter of Imvitation, Version: Version 1); December 4, 2018

3. Power relationship (dual-role and power-over)
N you are complating this seciion, please refer i the guidelines for ethics in dual-role research for teachers and other practitionars and
the TCPS2. aricle 3.1 and article 7.4.

Are or ol co-researchers n in a power relato . Inchuding dual-roles. hat could influence he voluntariness of &
uﬁm\? wgcmﬂmuwm“m-m be percenved 1o be in & power relatonshp by pote ntial

Exampiles of "power relationships” incude leachers-siudents, therapisis-clents, supervisors-employees and possibly rese archer-relative
or researcher-close-iNend where slements of trust or dependency could result in undue influence.

Mo

L. Data collection methods
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1. Data collection methods

Use the ollowing sedions in ways best suiied i explain your project. i you have more than one participant group, be sure to explain
which participant group{s) will be nvolved in which adivitywactivities or method (s).

& Which of the following methods will be used to colled data? Check all that apply

& i) Intarviewing participants
& In parson
& By telsphone
O Conducting group nErviews or dscussions (nchuding focus groug)
& Using web-based =chrology
Explain web-based Echnoogy

The researcher's UVic video conferencing acoount (Biualeans) will be used to conduct inferviews, if it is not possible for
interviews D taks at the partia unive or at e of he icipant. Blueleans isa US and
wideo conferancing ‘?mmdh:ghwlmmﬂ caml:g:msl Mh'rmmmm“ﬂu'smr. b=
used o record the wideo of the nEendew and the researcher’s personal digital audio recorder will record the audio. The
participant has the option of not appearing on camera. Only the audio recording will be be ranscribed and used for the
purpose of the study. Addifonally. a handheld digital audio recorder will also record inteniews as a backup in the event of
tachnical issues with Camiasia. Paridpants are asked to share examples of DERs during the intersew. The video portion will
capiurs the mages of the OERs, which will be referred to and analyzed in e study. Recorded video conferences are slored
unhammn#ﬂ'snc;x.lbr.'l‘hpm' i consent form will sEe: “Please be advised that fis ressarch siudy inchudes
data storage in the L. As such, there is a possibility that imformation about you that is gathered for this research sudy
may be accessed wihout your knowledge or consent by the U.5. gowernment in compliance with the U_5. Freedom Act ™

Supporiing doocuments

Intendew Questions.doox (Data collediion insiumeant. Name: Infenview guesfions, Version: vI.0F July 31, 2008

& 1) Administarng a quesiionnaire of Suvey
D In person
D By telaphone
O Emai
O Mail back
K using a web program with a server locafed in the Uiniled Siafes (e.g SuveyMonksy). or if fiere are other reasons fial the dafa
will be stored in e US (e.g use of US-based cloud iechnology, shaning dafa with US colleagues. ekt | you must inform parficipanis
that heir responses may be accessed via fie ULS. Freedom Act. Please adld the following fo the consent formys): "Please be
advised fial this research siudy indudes dails sforage in ULS A. As such, fhere is a possibility fial infbrmation abowt yow that is

gafhered ior this research siudy may be accessed withow your nowiedge or consent by the ULS. govemment. in compliance with
the UL5. Freedom Ad.”

& Wab-based
O Other
D =) Administering a computerized task (desaribe in section L 1b andfor upload documents)

D o) Observing paricpants. In secion L 1b desoibe who and what will be obsenved. Include where observafions will take place. I
applicable, upload an cbsenvational collection shest for review.

B ) Recording of participants and data
B Audic
B Vidso
How are the video images going to be used?
& Images usedfor analysis
O Images usedin dsseminaing results (nclude release 1 use participant Mages’ in consent materials)

10720
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O Photos or dices

B MNote taking

O Fipcharts

O Data colection sheets jupload)

O Other

Reters b information tata fal was onginally gatheved for a purpose obher than the proposed research and is now being consdered bor
use in research (e.g. paliend or school records, personal witings, lesson plans, ek ).

O wi) Using human samples (e.g. salva. une, blood, hair)

O vi) Using speciaized equpmentimachines (e.g. utrasound. EEG. prototypes. efc ) of oher (e.g. W sting nskuments hal are not
surveys of questiornaires)

O vim) Using other lesting eguipment nat captured under other categanes
£g attacts. panngs. drawngs. pholos. Sides. anl. jumals, wilings. ek,
& ix) Colediing materials supphed by, or produced by, he participants

Please spaciy
Participants are asked 1o brng three OE Rs they have used, shared. modified andfor created 1o the nterview. These atifacts
ndude Internet Inks to artifacts have posted onine and artlacts and not
M“ﬂ.MMummmlwml.mm.mmmﬂ . or “""""?m b

Reters b information tata fal was onginally gatheved for a purpose obher than the proposed research and is now being consdered bor
use in research (e.g. paliend or school records, personal witings, lesson plans, ek ).

O x) Analyang secondary data or secondary use of data
O xi) Other

b. Prowde a sequential descrphon of the procedures/methods 10 be used in your research study

mwao



Be sure b provide delads ir al methods checked in sedion L._1. Claridy which proceduresimefiods will be used for each panticipant
group. indicale which methods, if any, will be conducied in a group safting. List all of the research instrumenis and infeniewTocus group
guasiions, and append copies (if possible) or detaled descnplions of all insruments. F nol yel finalized provide draffs or sampile
fams/gueshions

Onling suney

1. The survey contans 15 guestions and will ke fve minues for pariopates D complets
2. Thﬁﬂppdhmuqnlmmnhﬂmdm MPumﬂbnﬂuIlﬂﬁ-pm&qluh

sunvey ndicales ey agree with informed consent and particpation in the siudy.
S.Mhlmmﬂmﬂﬂpmm her name and emai address i ey wish to be contactad for an
neniew 0 disouss thesr axpeanences with in her teaching pradices.

For face- face miareews
1. Interview will be approxmaiely one how in length. The audio will be capiured using the researcher's personal digital audio

recorder
2. Paricpanis wil be ﬂdmuﬂ-ﬂm-mdhﬂuﬂmm orm prior 1o beginning the interview. The pariicpant
will refain a of form consent and e researcher will reain e

3. The ress. rﬂlmhhmmﬂuﬂnpmﬂbﬂmlmnmdhmwﬂh

sani io e paricipant after the neniew D ensure accwracy and 0 add or clarly any poinis. Panicipants will then emad the
wveriled ranscrpt back i the resaarcher.

For telephons ntensews

1. Interview will be approxmaiely one how in length. The audio will be capiured using the researcher's personal digital audio
recorder

2. Paricpanis will be asked to reply via email stating they have recened the mformed consent form, hawe read the form, and

wm in the siudy. The verbal consent will also be capture on the audio device Participants are asked to sign the
s=nt, scan it, and emald a copy 1o e reseancher.

3. The ressarcherwill transoribe the nterwews and each paricipant will be lmhmlmdhmwﬂbn
mmﬁamﬂ-ﬁu“mbmmml‘;-\dbuﬂu any points. Paricipants will then &
variied ranscrpt back i the resaarchear.

For video conferencing iniernviews:
1. Interview will be approxmaitely one how in length. The video conference will be held on Blualeans and recorded using

Camiasia The audo will be unrghnmm;-mrdthﬂ-dnmm:h
2. Plliq-'lnulbnmmlﬁ ing they have received the informed consent form, have read he form, and
agree to paricpate in the sudy will also be capture on the audio device. Paricipants are asked D sign the

nibrmed consant, scan it -\dmﬂlnqyluhr“du'
3 T}-m-mrﬂlmmbnn-mmmumﬂbnm-m A copy of the transanipt will be

sani io e paricipant after the neniew D ensure accwracy and 0 add or clarly any poinis. Panicipants will then emad the
wveriled ranscrpt back i the resaarcher.

c. Where will paricipation take place for each data collection methodiprocedure?
Provide specific locaftion fe.g. UVic classrmom, privale residence,. paricipants workpilace). Clandy the locations for each panticipant group
andfor each dala collection mathod

The survey is an online data oolection nstrument. Intenview data collecion will preferably take place in each participant’s
university office. § he educatr shares fher office with other people. an emply dassroom or masing room will be booked in

advance. Alematively. the parnicipant may request that fhe inteniew be conducted onine. This will be accommaodated using he

researcher's UWic conferancing account [ BiueJeans). § is up b the paricipant io ensure privacy at their location if the

ﬂmnm&nﬂmn For the online ntardews, e resaarcher will be located n har prvate ofice to ensure privacy during
nEnview.

d For each method, and in total. how much ime will be required of paricipanis ?
Clarify this for each panficipant group, each dafa collection method, and any other research relafed adivilies.

In total, approximately 1.5 howrs are red from each participant 1o this . This ncludes completing the online
mmmnhmﬁ_:“-\dmu;nnnm i inieniew pis.

2 Wil pariicipaiion iake place during paricipanss’ ofice workhowrs or instructional ime ?

Yes

Please indicale whether permission is required (e.g. from workplace supendsor, school principal. eic_) and how this will be obtained

By signing the informed consent form and agreaing to paricpate, it is assumed hal paricipants are using ther parsonal fme or
hawe sought consent from their workplace supervisor. This is staled inthe informed consent form.

2. Data collection materials checklist
Data colection methods checklst

D Standardired instrument
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B Survey

O Quesfonnars

B Interview andior focus group questions

D Observation protocols

O Other

mm::‘mmmmnmm relevani o this secion. Add any other documents that you think may be

Where dralt versions are appended please ensure thaf final versions are submitied when available. If final versions differ significan iy
affer you have obiained reseanch ethics approval you will need fo submi a Regques lbor Mo dification.

Supporing documents

Survey Quesiions.docx (Dala collecion instrument Name: Survey gueslions, Version: vi.0k August 2. 2018

M. Possible benefits, inconveniences. and risks of harm to participants

Idenfify any potential or known benefits associated with paricpation and explain balow
Keap in mind that the anficipaled benefifs should oulweigh any polenial nisks.

& To the parfcipants

B To socisty

& To e state of knowledge

Flease axplan

Possible participant benefits nclude the opportunily to express tfher expenences and perceptions of OERs used ther teaching

practices. This may enable fhe participants to realize fher professional evolution and echnological proficiencies. Refecion on
hrmmﬂl’fﬂpmmmhbmm understanding of how DERSs have impacted ther teaching pracices and
mcreased

nﬂm Changes in ieaching practioes and teaching phi osophy may result in fo leamers”
engagamant

ing of iopics and nformafion presented in the classroom. The education community. mﬁl:‘_fhm
mvolved in OEA. n nlormation h 5" in s that be used to enhanoe ther
ﬂnﬂmumm? 'mbmmwfﬁﬁ:;mmm dmnq 'l'hl:snd;nqbamdll'lnmm rians
and those employed at feaching and leaming centres tfhat provide support and professional development to educators. Upon
dissemination. this study will contribute o the growing DER Rerature and begns filing the gap in the Rerature conceming OER
Mnhmhmmhﬁmgmfﬂm.

2. Inconveniences

Idenfify and desaibe any known or potential inoorweniences io participants
Consder all podential inconvenences. induding v/ fime devoied b the research.
Up to 1.5 hours will be required from each participant who completes the entire study. inchuding compleing the online survey,

anm and reviewing the nfeniew ranscripts. The researcher will schedule nfeniews at the convenence of
participants

3. Level of risk

The TCPS 2 adide & 12 definiion of “minimal risk research” is as ioflows: Reseanch in which fe probabiily and magnifude of possible
hamms imped by parfiopafion in the research is no greafer fian those encouniered by e parficipant in fiose aspects of her evenday
e that relafe fo fe research.”

Based on this definition. do you beleve your research quaiiies as ‘minimal risk research™?

Yes

Explain your answer with reference o the risks of the sudy and the vuinerability of fhe parficipants

There is minimal risk o participants. Participants may worry about their degree of DER proficiency when compared to other
educators.
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4. Estimate of risks of harm

Potential nsks of harm Very unikely Possbly  Lisly

a Emotional or psychologeal dscomiont, such as lesling deme aned or
embarrassed due 1o he research - &

b. Faligue or stress 4
€. Social risks, such as stigmatization, loss of status, privacy andior reputation o
d Prysical risk such as falls 4
#. Economic risks (6.9 job security, salary loss, et ) 4
o
o

1. Risk of ncidantal ndings (see antcls 3.4 of he TCPS 2 for more inlormation)
g Other risks

mmhmmmuwwm research protocol and complete the able below by selecting the optons
that best fit the potential nsks sedbeiow. Ba sure 10 mmﬁ-mumdwwmﬂmiw

I other risks. please spealy

5. Possible risks of harm
It you indicated in itemn 4 (a) to (g) that any risks of harm are possible or lkely, please explain below

& What are the nsks?
Le. elaborale on risks you have idenified above.

mwuﬂ- low. participants could feel embarrassed about her inabiity to overcome certan OE R bamiers or proficiency

b. What will you do 10 ¥y 1D minemize, milgate, or prevent the nsks ?
|‘I'h| researcher will ensure participants” confidentialty 1o decrease hepsychological nsis b participants.

€. How will you respond d e ham occurs?
1@, whal is your plan 7

bodeded &Wﬂwimhhﬂﬁwmm hmgw'ﬂmrw'm They wil

d ¥ you have ndicated that tfhere is & risk of incidental indings in fem 4 (f). please outine your proposed proiocol forinformation andfor
action

-.glwm:mﬂiz.mowah n‘nﬁ;mﬁmwlhmh matenials. the participants will be asked to

& ¥ one ol your partiapant groups could be considered vuinerable, please desaibe any speafic considerations you have bult into he
proocal b address ths

| Participanss in this study do not meet the critena 1© be considered vulng rabke.

6. Risk to researcher(s)
Does thes research study pose any risks 1 the researchers, assistants and data coleciors?
™

7. Deception
Will particpants be fully nformed of everything hat will be required of them prior 1 the stan of the ressarcher sesson?
=
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I not complete the Baguest tn 1ms Dacapgon form on the ORS websie
M. Incentives. reimbursement and compensation

1.1s there any ncentive. monetarny or ohenwise, baing ofiered for paricipation in the research (eug. ofts. honorarium, course oredits.
eic)?

[ |

2 E thers any reimbursement or compensation for paricipating in the research (e.g. for ransporiafion. parking. chidcare. etc)?
[N |

3. Explain what will happen to fhe incentives, reimbursement or compensation i participants withdraw during data collection or any fme
thereafer

Eg compensafion will be pro-raied, full compensation will be given. afc.

| Not sppicatie |

0. Free and informed consent

Consent encompasses a process that begins with inidal contact and continues through to the end of the research process.
Consull aricle 3.2 of e TCPS 2 and appendix V of e puidelines fior further information.

1. Participant’s capacity (compelence) to provide free and informed consent
Capacily refers fo the abiily of prospedive or acfual parficipants i wndersiand relevant informalion presenied abowt a research project.

and ip appredale he pofential consequences of their decision fo paricipale or not parfcipale. See the TCPS 2. chapier 3 seciion C. for
further inlbrmalion.

ldenffy your potental participants (ched all that apply)

& Compstant

& i} Compatent adults

D 5} A protecied or vuinerable population (2.g. nmates, pafients)

D &) Competent youth aged 13 io 18

D o) Competent chidren under 13 fwho are able to provide fully informed consent)

b. Non-competant

O i} Non-competant aduits

D §} Non-competent youth

O &) Non-competent children {young chidren andfor childran with Bmited ablities D provide fully informed consent)

2. Means of obtaining and documenting consent and/or assent:

Chede all that apply
When completing #his section make sure that you consider all of your parfopant groups. upload copies of nefevant malerials and
complele sedion O3

& Signed consent
Upload consent form{ =} in section 0.5 or secion 5 - see emplats.

O Verbal consent

B Lefer of mformation forimpled consent (e.g. anonymous, mail back or web-based survey)
Upioad information letter in section 0.5 or sedtion S - ses template.

D Signed or verbal assent for non-competent participants
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O Oeher means

O Consent will not be oblaned

O Sigred consent fom the parents/guardians lor youthichild participants

O information |etiers for the parentsiguardians of youth/chid participants

3. Informed consent

Describe the exact steps |chronological order] that you will follow in e process of gaplaning. oblaning. and documentng nformaed
mﬂu consent proosdures for all paricipant groups ane identified (¢.g. group 1 - leachers, group 2 - parents, group J - studlenis).

Be sure b indicale when participants will first be provided wilh the consent malenials (e.g prior fo first meeSing wilh the researcher?). ¥
consent will not be oblained, explain why nol with reference b the TCPS 2 adticles 35 and 3.7.

m-ummmmﬂmamdnmmnmnmmnmwmu

MIIMHM“H‘I‘I Wﬂmﬂ“hmmm will be greeted with the informed
consent form. Potential parfcipates will be mmmmlmm the informed
consent form.
Participants who prowide their name and emad for the purpose of parscipating n an ntenview will be contacted via emai. In the
amad e researches will rafarate he and of the . In-parson mientews will take place at the educator’'s
unversity. The niormed consent form will be emaied 1o the parkcipant wo days prior o the intenview. along wh the nendew
. and an interverw reminder. The will be asked to review the miormaed consent form pror 1o the nienoew. At
ulnmmmmnn rwill proside the participant with two copies of the inf consent form. The
will be asked 1o sign one copy of the form, which will be retained by the researcher. The intenview wil bagin once the
mu-wnmwm

For telephone ntervews, the nformed consent orm wil be emaded 1o e participant two days ntervew, song
nervew guashions, and an ntenview remnder. The -pmﬂulﬂdhiﬂmmum‘::.mmmm“
read the nformed consent form and they agree 1o parfapate in he study.

Mnmnlﬂ.pmw researcher's UVic wdeo account ([Biueleans). The nformed consent form
will be emalked © the particpant two days pnor 10 the nleniew, song with he questons, and an meruew remnder. The
:m“ﬂ#lmummmﬂmmmmmnmmbnﬂmqmu

who are recrated rson. such as al a networkeng event. will be gven mdmmwm
ﬂ mﬁmuﬂ' iunlu.:l::um uruum' the mtensew. The parmicpant will be asked 1o
mmmy:'mbnmuumqnumrmnmummnmunwm

4. Ongoing consent
Wil your research ocour over multiphe occasions of an extended period of tme (Inchudng review of Fanscrpts)?
[ Yes |
Describe how you will obtain and dooument oNQoNg Con sent
N consent procedures differ kbor each group or activily. please clanfy sadh group or aciwly hal you are refering fo.

Participants will be made aware that mmmm whan presented with the intenview ¥anscrpts lor
mmummnmm el

5. Participant's right to withdraw
Ackcle 3.1 of the TCPS 2 stales thal parlcipants have e night to withdraw af any Bme and can withdraw their data and human
biclogical malenials

a Describe what paricipants will be oid about their nght 1o withdraw Fom the research at any time [Le., who 1o contact and how)
N compensation is involved, explan what parfapants will be bid about compensation ¥ they withdraw: F you have diferent participant
groups andbr different data collecion methods, dandy the different procedunes for wilhdrawing as necessary.

Participants will be told priof 10 he ntenviews hey have the nght 10 fremowe themseives and al survey and intenview data from the
study at tma. This nformaton is also in the informed consent form. The suggested means of contact is via emad, 50 he
foquD st i Reque sts 10 withar aw from the study will be honoured and &l data provided by the particpant will be
desroyed. There will be no consequences for withdrawal and the participant will be thanked for her interest in the research.

b. What will happen to a person's data if they withdraw part way fhrough the study or aher the data have been colectedsubmiied 7
N applicable. include inlrmation about visual data such as pholos or videos. N you have different parfopant groups and/ibr diferent data
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colledhion medhods, daniy the diferent procedures ibr wifidrawing as necessary. Ensure this informafon is included in fhe consent
documeanis.

O Particpant will be asked i ey agree o the uwse of her data

B 1t will not be usad in e analysis and will be destroyed

O 1t is logsticaly mpossible D remove individual participant dat (2.9. anonymously submited dai@)

D When inked to group data {e.g. focus group discussions), it will be used in summarized form with no identifying information
Flease make sure that you have uploaded all the documents relevant © this secion Add any other documents that you fhink may be
relevant D this sacion

Whene drait versions are appended please ensure thal final versions are submiffed when available. If final versions differ significanfy
affer you have obiained reseanch edhics approval, you will need fo submi a Regues ibr Mbdification.

P. Anonymity and confidentiality

1. Anonymity

Anomymily means hal no one, including the principal invesiigalor, is able fo associale responses or other daila with indivicual
parfigpants.

& Wil he participants be anonymous in e data gatherng phase of research?

[ |
b. Will the pariicipanis be anonymous in e disseminaion of results (be sure to consider use of video, photos)?

|yes |

2. Confidentiality

Coniidentialily maans the prolecion of the person’s idendily (anomymily] and the prodedion, access, coninod and securily of their dafa
and personal informalion duning the recruiment. dafa collection, reponting of indings. disseminalion of dafa (if relevand) and affer the
study is complelted fe.g sforage). The athical dufy of confidenfiality refers ip the obligason of an individual or organizalion fo saieguand
eniusied information. The efhical dufy of confidentialify includes obligaliions ip profect inibmation from unauthorired access, use,
disciosure, modification. loss or el

a Are there any mits io proieding the confidentality of participanis?
Yes, there are some mits b the researcher's ability io proted e confideniality of paricipants (check all that appiy)

Eg ibous groups The researncher cannod guaranfee coniidentialily.

D Limits due to fhe nature of group adivities

The nature or size of the sampile irom which parficipanis are drawn makes it possible fo identify individua! parficipants (e.g. school
principals in 8 small fown, posifion within an onganizahion ).

O Limits dus to context

The procedunes ibr recruting or selecting pariopanis may compromise the confidenfially of parficipanis (e.g panficipants are idenified
or redemed fo the siudy by a person oulside he research feam).

O Limits dus to sskection
E g legal or professional
D Limits dus to kegal requiremants for raporting

E g when there will be dafa sforage in fie Unifed Stafes. When using USA based dalfa insiruments and dala sibrage sysiems
resgarchers are responsible for dedermining if this applies.

& Limits dus to kocal legislation such as the US. Freadom Act
O Other

b K ri'l:hniﬂ;ulhn rotected, describe the proced 0 be usad to ensurs fhe ity of participants and for presening the
nufud:-ﬂyd -Mmmdﬂm:mmm-;hn-:mumu} "
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N you will use different procedures o diierent pariicipant groups and'or different dafa method's be sure i clarily each procedure.

Participanis” mm-ﬂncnhd nformafion will be coleded. Pseudonyms will be assigned fo each partidpant io protect the
ncniﬁﬂ-i nis. Simiarly, the names of the university will be substituted with an numeric ndicator, such as
Unmversity C G2, when universities are referred fo by named during the nterview. If a parficipant states he name
whether or not the be 1o thal rtmeant_ana merc ndicaior. such as ri 58 or
Dup-huﬂhh‘rzﬂﬁihnum“hmﬂm m-iw # mui'mm of the participa mwwm
named d the inkerviews wil not be referenced in the finalr dﬁnﬂw mumnmnm
fnal report pseudonym will be used to protect the identity of the university. ni. . andfor colleagues. A
transaiber will be hired and required 1o sign a confideniality form.

:.Imﬂuhmﬂ-ﬁﬁ' ndicated in secion P.2 a explainwhat the imits are and how you will address hem with the
pa

¥ there are different procedures lbr difierent padicipant groups and'or different dafa collection methods. be sure ip claridy each
procedure.

Use and di of data

1. Usa{s) of data

a What use{s) will be made of all types of data colleded (feld notes, pholos, videos, audotapes. transaripts, etc )7
The data colected from paricpants will be used in the researcher’s disserafon. 5 data and inferview transcript
bnmdnhflimmihhmimbnmldnnl:::umm - ﬂndﬁuwmlhmm g

framework. Simiar to fhe prmary study. the secondary and fertiary studies wil manian the participants” confidentiality fhrough the
use of pseudonyms and mri:iii:l‘bmiwgp-mmh Ui erstes.

b. Wil your research data be analyzed. now or in fulure. by yourself for purposes other than his ressarch project?

Yes |

Indicate what purposes you plan for fhis data and how will you obtain consent for fulure data analysis from the participants
E g reguest fufure use in cumeni consent form.

The researcher will ask L= ihimﬂmhpmtumadﬁ m h_fdhrmn.ﬁnml’u‘_
Em;mm-ﬂ mambers) who sign a statement of confidentiality. This will be de in the consent form.
‘articipants will also have an option fo decine further use of the ntervew data.

. Will your research data be analyzed. now or in fulure, by other persons for purposes other fhan explaned in his appicafion?
|Pmstl_f

i} Indicate whether the data will contan identifiers when it is provided o the other researchers or whather it will be fully anonymous

Note that Tully anomymous’ means thal fiere is no identifying informafon. links. keys. or codes thal alow the dala fo be re-ideniified

Only anorymized data will be preserved for future data analyss by other researchers (2. graduate siudenis and faculty
mamibars ).

1) How will you obiain consent from the participants for uiure data analysis by other researchers?

¥ the data will be transiemed in fully anomymous form. his reqgues br fufure use can be made in e cumeni consent form. F fe dala will
contain idenifiers or Inks%eystodes for re-ideniificafon. consider regue shing permission fo confact Fe parficipants in the fufure, fo
oblain consent for e use of the dala af thal Fme.

Thldnlﬂnmmldinfﬂmﬂuﬂnﬂurh&puhpm the research and asks for your data and
maternals o be removed from the study ™ By, the mformed consent asks participates o ndicate i they allow for future use
of ther anomymous suney and nterview data. The informed consent form includes e researcher’s emai address and phone
number. They may contact the research to withdrawal their consent at amy me.

2. Commercial purposes

Do you anficipate that this research will be used for a commercial purpose?

No
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3. Maintenance and disposal of data

Descnibe your plans for prolecing dafa duning the project, and lbr preserving. archiving. or desiroying all the (ypes of data associated
with the research (e.g paper records, audio or visual recordings, aledronic recordings, coded data) alter the research is completed:
& Means of goring and secunng data

E g encryplion, pasaword profected compuler Wes, locked cabinel, separasion of key codes from raw dala ek,

Al computen zed informaton, will be stored on the researcher’s encrypted hard dive and external backup drive in her home office.
The computer and external drive are password protected, andthe office is locked when the researcher is not present.

b. Location of stonng data
Include location of dafa-sforage servers if using web-basad technology.

The survey msrument (Surey Monkey) requires web-based storage and data colection. Survey data will be downloaded upon
completion of the recrument phase of he study. The survey data will then be deleted from web-based storage. Onling ine rvew
will use BiuaJeans, a video conferencing soltware. Blus Jeans does not store of record video conlerences. Camtasia, an

aukoAnd 8o recor software, will be used to record the ntenews. Camtasia is nstalked on the researcher’s computer and
recordings are on he researcher's compuier. The data will be stored in the reearcher’s locked home office on an encrypted
computer and exemal backup hard drive, both of which are password protected and not accassible 1o ofhers.

¢. Duration of data storage
I data will be kepl indefinialy, explain why this is necessary and siale whether the data will conlain identifers or links fo identifiers.

Digital vanscrpts of the aud and wdeo recordings will be retaned for 10 years aher e inal reponed in published.

d Methods of destroying or archeing data
N archiving data, please descnbe measures lo secure or protect the data. If the archiving will involve a third party (e.g. Ebrary.
communily agency, Abonginal band, efc ) please provide details.

ital data, including audio, wdeo, ranscripts, and all notes soored on he researcher's computer and backup drive will be daleted.
ﬁrmwﬂhpwhﬁmudhmm

4. Dissemination
How do you aniopate dsseminaling the research results ? (check all fhad apply)
& Tresis/dssenationiclass presentation
& Presentations &t scholarly mesings
& Internet (students most UVic theses are posted on ‘UVicSpace’ and can be accessed by the public)
& Madia (2.9 newspaper. radio. TV)
& Directly b participants andior groups involved
Indicae mtqmtm"—lr. newsketier, niormation sesson)

Mmmdhm ﬂhmwﬂdleﬁthﬂFmdhﬁﬂrmu
Participants may also request the executive SUMMany

& Published articke, chapter or book

O Oeher

R. Conflict of interest

1. Apar from a dedared dual-roke relationship (section K.3), are you or any of the research team members in a perceived, actual or
poential confict of ntere st regarding this research prosd (8.9 panners in research, privale NBrests in COMpanse s of other entitss)?

Review the kst and the uploaded documents 1o ensure that you have all the appicable documents. Make sure
10 remove all duplicates mm“ as ndancual documents, nstead of chsienng appendces under one aftachments
Incomplete appicatons and apphcations with ncorectly uploaded appendces will not be revewed. You will be notiied in this case.
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App. . Descriptive File Type of Dat
i Section name name documeant uploaded
i g K Fmbisz:rrﬂ Emai to Professional-Personal Contact V 1.0.dosx  oordiment  24-Jun-2019
- - docurment 31138 PM
contacts
van - Confdentiaity Confidentislity doc Other eyt
Snowball Letier of : Recruiment 27 209
a K invitston v3.0 Sacraball Lafler of lnvilafion 1 0 docx doument oo £
RRUREB 12May-2019
Vao E Approval S a RAUREBApproval-Symmon s pdf Other approval 31931 PM
Modification form z : #-Dec-2018
V3o - raquest 18-1005_Irvine_ Modification_2018-12-0:3 pdf Other 11:32-53 AM
. - Recruitmant #-Dec-2018
Vago L8 Leter of Inwiaion Letter of Invitation v 1.1.docx e 11:32-52 AM
Modiication z : 4-Dec-2018
V3o - appeoval cerfificat 18-1005 _Irvine_Modification_CoA_2018-12-03pd  Other 11:3251 AM
Snowball Letier of 2 Recruiment 2018
Vago - Invitaiion V 2 Snowbal Leter of Inwilafon V2 doox document 12541 PM
Vao L Survey guestions Survey Duestions docx EE:::::E:“i" iiitﬂggﬁﬂ:
Statement of 2-Aug-208
Vao - Canfidentiality Statement of Confidend ality docx Dther 3024 AM
N R Recruiment 2Aug-208
Vao - Ragection emal Rejection Emai.docx document E-37-18 AM
Vago - ascceptance emal Acceptance Email docx :::2::::?" iia:ﬁigsu:
Snowball letier of : Recruiment F B
vio - Snowt Snowbal Lefier of Invitafion docx : : P,
Particpant . ; Consentassent  2-Aug-2018
Vao - miormed consent-  Participant Consent Form - Interview docx i E07-58 AM
merdew
Participant consent - Consentassent 2-Aug-20n8
i - foem - Survey Participant Consent Fomm - Survey. doce o 5:06:40 AM
o L Intarview quasfons  Isrview Qussions docx R Pt

“5 |d7

1

“F

wis

wis

wis

wis

wis

wis

wis

T. Signatory/Departmental sign-off

Select the ChaiDirectonDean or their designate to sign-off on this appication or submission. Once signed-off, the applicaion will be

submied to fhe Human Research Ethics Board for review.

5? signing-of the applicaion, the sgnatory is afrming that adequate research infrastructure is avail able for the conduct and compledon
#his research progect.

pr
Sgnatory name
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Appendix F: Snowball Letter Invitation
NOTE: At the conclusion of the interview, participants were asked if they know other educators
who use OERs and may be interested in participating in the study. If they do know such a person,
the following letter of invitation will be forwarded to the interview participant who will be asked

to send the invitation to their colleague.

My name is Janet Symmons, and | am a PhD candidate at the University of Victoria. You
are receiving this letter from a colleague because you might be interested in participating in a
study that examines the experiences of university educators as they use open educational
resources.

Your involvement would include answering a 15-question survey and participating in a
one-hour interview, either in person or online.

The purpose of the study is to explore how OER educators teaching in Canadian public
universities in the 2018-2019 academic year perceive and describe their lived experiences and
reflections with using, sharing, modifying and/or creating open educational resources.

Please contact me if you are interested in participating and would like more information

about the study. You may contact me by email_ or by phone -

Thank you for your consideration.
Regards,
Janet Symmons, Ph.D. candidate
Faculty of Education

University of Victoria


mailto:jsymmons@uvic.ca
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Appendix G: Letter of Invitation

Do you use open education resources (OERS) in your teaching practice?

The purpose of the study is to explore how university educators who use OERs, teaching in BC

public universities in the 2018-19 academic year, perceive and describe their lived experiences

with barriers to OER adoption.

Who is eligible?

All university educators teaching at the University of Victoria, Royal Roads, and
Vancouver Island University.

Educators of all ranks and employment types (tenured, probationary/tenured track,
limited-term, and part-time/sessional educators).

Educators in all faculties and departments.

Educators who use, share, modify and/or create OERs for their teaching practice.

What will you be asked to do?

Complete a short 14-question survey that asks about your teaching practice and OER use.
The survey should take about five minutes to complete.

Participate in an interview where you will be asked questions about your experiences
with barriers to OERs adoption and what motivates you to use OERs. The interview will

be approximately one hour in length and audio recorded.

Compensation

No compensation will be provided for participating in the study, although your participation

would be greatly appreciated and add much value to the scholarship and practice of teaching

and learning.
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If you are interested in participating in the study or if you have any questions, please contact:

Janet Symmons, Ph.D. candidate, University of Victoria

email:


mailto:jsymmons@uvic.ca
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Appendix H: Participant Consent Form

University
of Victoria Participant Consent Form

You are invited to participate in this study, which explores university educators’ lived experiences with
open educational resources (OERs). This research is being conducted by Janet Symmons, a Ph.D.
candidate with the Department of Curriculum and Instruction at the University of Victoria as part of the
requirements of her Ph.D. in education. Janet may be contacted at or by phone at-
h. Dr. Valerie Irvine, of the Deﬁartment of Curriculum and Instruction, supervises this research.

You may contact Dr. Irvine at or by phone at ||| | | |

Purpose(s) and Objective(s) of the Research

The purpose of this phenomenological study is to explore how educators who use open educational
resources while teaching in BC public universities perceive and describe their lived experience and
reflections with barriers to open educational resources adoption.

Importance of the Study

Providing first-hand narratives from OER adopters answers the call from scholars for a deeper
understanding to overcoming OER barriers. This may assist educators with OER adoption and be useful
to universities’ teaching and learning centres and university librarians who may use these findings and
recommendations when preparing guides or support material for potential OER adopters. The study
contributes to the growing OER literature and helps fill the gap in the literature concerning OER
adoption. The study’s findings and recommendations may provide useful insights to educators who wish
to explore or expand their OER use or incorporate other technologies into their teaching practices.

What is Involved?

If you consent to voluntarily participate in this research, your participation will include completing an
online survey and an interview at your office or other location near you. The survey takes approximately
five minutes to complete. The duration of the interview is approximately one hour. The researcher will
invite you to submit any further resources or artifacts related to OER in your teaching practices.
Alternatively, if you prefer an online interview, it will be conducted using UVic’s video BlueJean video
conferencing software. Both the audio and video will be recorded, but only the audio transcription will
used for the study. The survey application (Survey Monkey) and online interview video conferencing
software are based in the United States. Please be advised that this research study includes data storage
in the U.S.A. As such, there is a possibility that information about you that is gathered for this research
study may be accessed without your knowledge or consent by the U.S. government in compliance with the
U.S. Freedom Act.

Voluntary Participation and On-Going Consent

Your participation in this research must be completely voluntary. If you do decide to participate, you may
withdraw your consent at any time prior, during, or after the interview process. You may stop the
interview at any time, request a break from the interview process, leave the room, ask the researcher to
leave, stop the recording, and/or request the interview data not be used in the study. There will be no
consequences for withdrawing from the study. You will be given an opportunity to review and contribute
to your interview transcript. Consent is ongoing unless you contact the researcher and ask for your data
and materials to be removed from the study. By signing the informed consent form and agreeing to
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participate, it is assumed that participants are using their personal time or have sought consent from their
workplace supervisor.

Benefits & Risks

Possible benefits to you include the opportunity to express your experiences and perceptions of OERs
used in your teaching practices. Reflecting on OER practices may help your understanding of how OERs
impact your teaching practices. The education community may gain insights used to enhance knowledge
and practice about processes and techniques to overcome OER use by university educators. The study’s
results and findings may be useful to university librarians and the teaching and learning centres.
Participation in this study should cause minimal inconvenience to you. There is a very low risk that you
could discover a practice that is against copyright law. If this happens, you will be advised to talk to the
university’s copyright librarian if you have open resources licensing questions.

Anonymity and Confidentiality:

You will not be anonymous to the researcher as we will meet for an interview, but the researcher will
protect your identity during the recruitment, data collection, reporting of findings, dissemination of data,
and after the study is complete. Your data will be presented anonymously using a pseudonym. Keeping
this data stored on an encrypted hard drive will protect your confidentiality and the confidentiality of your
data. Only the researcher will have access to the identifier list.

Dissemination of Results and Use and Disposal of Data

The dissemination of the research results will include the dissertation presentation, dissertation archiving
on UVicSpace, presentations at scholarly meetings and conferences, published articles in scholarly
journals or chapter of a book, and directly to participants. The data will be held for 10 years to allow for
dissemination and in the event the changing landscape prompts the need to reexamine the findings. The
data may also be combined with other data and be used for future data analysis in collaboration with other
researchers (i.e., graduate students and faculty members) who sign a statement of confidentiality. The
digital data, including audio, video, transcripts, stored on the principal investigator’s computer and
backup drive will be deleted after 10 years. Physical hard copies of the transcripts will be shredded.

Contacts:

Janet Symmons (researcher) and Dr. Valerie Irvine (supervisor) may be contacted regarding this study.
Contact information for these individuals can be found on the first paragraph of this consent form. You
may verify the ethical approval of this study, or raise any concerns you might have, by contacting the
Human Research Ethics Office at the University of Victoria (250-472-4545 or ethics@uvic.ca).

Signed Consent:

Your signature below indicates that you understand the above conditions of participation in this study and
that you have had the opportunity to have your questions answered by the researchers, and that you
consent to participate in this research project.

Name of Participant Signature Date
A copy of this consent will be left with you, and a copy will be taken by the researcher.

Future Use of Data

I consent to the use of my data in future research: (Participant’s initials)

I do not consent to the use of my data in future research: (Participant’s initials)
I consent to be contacted in the event my data is requested for future research:
(Participant’s initials)
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Appendix I: Transcriber Confidentiality Agreement

A Phenomenological Study of University Educators Who Use Open Educational Resources in
their Teaching Practice
» Confidential Information

The Phenomenological Study of University Educators Who Use Open Educational
Resources in their Teaching Practice Research Project hereby confirms that it will disclose
certain of its confidential and proprietary information to their interview transcriptionist,
[Transcriptionist’s name].

Confidential information shall include all data, materials, products, technology, computer
programs, specifications, manuals, software and other information disclosed or submitted, orally,
in writing, or by any other media, to Janet Symmons by [Transcriptionist’s name].

» Obligations of Transcriptionist

A. [Transcriptionist’s name| hereby agrees that the confidential Phenomenological Study of
University Educators Who Use Open Educational Resources in their Teaching Practice
research study and is to be used solely for the purposes of said study. Said confidential
information should only be disclosed to employees of said research study with a specific need to
know.

[Transcriptionist’s name] hereby agrees not to disclose, publish or otherwise reveal any of the
Confidential Information received from Janet Symmons, research assistants or other
participants of the project to any other party whatsoever.

B. Materials containing confidential information must be stored in a safe location so as to avoid
third persons unrelated to the project to access said materials. Confidential Information shall not
be duplicated by [Transcriptionist’s name] except for the purposes of this Agreement.

»  Completion of the Work

Upon the completion of the work and at the request of Janet Symmons, [Transcriptionist’s
name] shall return all confidential information received in written or tangible form, including
copies, or reproductions or other media containing such confidential information, within ten (10)
days of such request.

At option any copies of confidential documents or other media developed by
[Transcriptionist’s name] and remaining in her possession after the completion of her work
need to be destroyed so as to protect the confidentiality of said information. [Transcriptionist’s
name] shall provide a written certificate to Owner regarding destruction within ten (10) days
thereafter.

With his/her signature, [Transcriptionist’s name] shall hereby adhere to the terms of this
agreement.
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Signature and Date
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