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Introduction

OER: A Mechanism for Educational Change

Jonathan Lashley, Andrew Wesolek, & Anne Langley

For many of us, the drive to effect positive change—however vague or
idiosyncratic our sense of this might be—has guided our work in higher
education. We champion the pursuit of a college degree because few en-
deavors can match it in terms of advancing a person’s economic mobility
(Chetty, Friedman, Saez, Turner, & Yagan, 2017). Despite recent debates
about the value of a college degree (Pew Research Center, 2017), the op-
portunities and financial stability awarded to those with college degrees
remain apparent when they are compared to peers who have only grad-
uated high school (National Center for Education Statistics, 2017). And
while more Americans have a college degree than ever before (Ryan &
Bauman, 2016), access to a formal, post-secondary education continues
to be elusive for some.

Indeed, over the last 10 years, analysts have projected that the cost
of attending college would keep 2.4 million low-to-moderate income,
college-qualified high school graduates from completing a college degree
(Advisory Committee on Student Financial Assistance, 2006). During
that same period, college students in the United States saw expenses re-
lated to tuition and fees increase by 63 percent, school housing costs
(excluding board) increase by 51 percent, and textbook prices increase
by 88 percent (Bureau of Labor, 2016). Because few students can afford
a college education through salary alone, 44.2 million Americans have
sought financial aid via student loans. As a result, total student loan debt
is now topping $1.45 trillion in the United States (Board of Governors
of the Federal Reserve System, 2017), and student loan delinquency rates
are averaging 11.2 percent (Federal Reserve Bank of New York, 2017).
The burden of a student’s financial decisions extends beyond the mere
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individual: society will inevitably carry the weight of this debt for years
to come.

As a means of making college more affordable and promoting access
to educational content, many of us look to open educational resources
(OER) as a catalyst for positive, tangible change. Residing in the public
domain or licensed in such a way that they are made free for use and
repurposing by others (Hewlett Foundation, n.d.), these open teaching,
learning, and research resources not only serve as alternatives to commer-
cial educational products, they promote new relationships between acad-
emic communities and educational content. Take, for instance, the Project
Management for Instructional Designers (PM4ID) (2016) project that David
Wiley undertook with instructional design students at Brigham Young
University. Though open project management textbooks existed, none
addressed the work of instructional designers in particular. Rather than
make do with a general textbook, the affordances of openly licensed con-
tent engendered Wiley's students to work as co-authors and -editors on
the content of a new, specialized open textbook that is still widely distrib-
uted and updated regularly. Thanks to OER, students became consumers
and producers of increasingly valuable content while Wiley’s assignments
and course materials became only more relevant to the context of his class.

The Basics of OER

Open textbooks like PM4ID may arguably be the best-known form of
OER, but the potential implementation of OER extends well beyond the
textbook format. Definitions of OER account for a plethora of education-
related assets including “full courses, materials, modules, textbooks,
streaming videos, tests, software, and any other tools, materials, or tech-
niques used to support access to knowledge” (Hewlett Foundation, n.d.).
While any such content that exists in the public domain is free to (re)use
and may play a valuable role in the development of OER, because copy-
right protection does or will not apply to such authored work (United
States Copyright Office, n.d.), it is the affordances to retain, reuse, revise,
remix, and redistribute (the 5 Rs) of open licensing that promote OER
adoption as worthwhile. Coined by Wiley (Open Content, n.d.), the 5 Rs
describe the ways in which openly licensed content may be transformed
while still celebrating the work of the original author. Under open per-
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missions, anyone might responsibly copy, keep, combine, edit, and share
the original author’s IP:

1. Retain: the right to make, own, and control copies of the content (e.g.,
download, duplicate, store, and manage)
2. Reuse: the right to use the content in a wide range of ways (e.g., in a

class, in a study group, on a website, in a video)
3. Revise: the right to adapt, adjust, modify, or alter the content itself

(e.g., translate the content into another language)
4. Remix: the right to combine the original or revised content with

other material to create something new (e.g., incorporate the content
into a mashup)

5. Redistribute: the right to share copies of the original content, your re-
visions, or your remixes with others (e.g., give a copy of the content
to a friend) (Open Content, n.d.).

Thus, by way of the 5R permissions, users may transform openly licensed
content under new, more fitting applications across myriad creative and
educational contexts.

Organizations like Creative Commons (CC) exist to provide standard-
ized, alternative means of licensing content so as to support original con-
tent creators and the 5R permissions alike. CC—a nonprofit organization
that is the perhaps the most prominent platform for open licens-
ing—maintains six licenses (BY, BY-ShareAlike, BY-NoDerivative, BY-
NonCommercial, BY-NonCommercial-ShareAlike, BY-NonCommercial-
NoDerivative). Through these licenses, authors may easily redefine the
terms of copyright that are otherwise automatically applied to creative
work, allowing materials to be shared broadly, reused flexibly, and modified
legally (Creative Commons, n.d.). While any of the CC licenses may ac-
company OER, the least restrictive, CC-BY, is the one that we, the authors
of this book, most heartily endorse (note that this book is licensed CC-BY).
This particular license ensures that any resulting application of a work will
provide attribution to its original authors without discouraging the trans-
formative activities of others. A license that fully protects ownership and
guides the open improvement of materials by all original and potential au-
thors thus becomes a mechanism for great change in the development and
distribution of resources to aid teaching, learning, and research.
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This Book: A Guide

The production of new scholarly material is not without costs. While
the end product may be free to read and free of most copyright restric-
tions, the production of OER requires substantial institutional invest-
ment—primarily in labor—for services such as peer review management,
copy editing, typesetting, and the like. These up-front costs, combined
with the lack of a clear revenue stream for OER, pose a challenge. Further
complicating things, the possible implementations of OER may vary sig-
nificantly as OER initiatives span departments, institutions, and systems.
As is the case with other initiatives in higher education, research, assess-
ment, and evaluation activities become necessary to support and sustain
OER. Whether it is identifying milestones and stakeholders, surveying
technical infrastructure and support, designing success criteria and eval-
uation, or shepherding training and curriculum changes, OER initiatives
beg for collaboration among the various departments of our institutions.
Some, including the editors of this book, look to academic librarians as
uniquely qualified to lead such efforts (Bell & Salem, 2017). Simply, acad-
emic librarians are already well versed in managing content and working
with others across disciplinary, professional, and geographic lines.

While faculty members and academic departments ultimately deter-
mine which educational materials are most appropriate for their courses,
faculty, educators and academic leaders are not always aware of affordable
or open alternatives to publisher content. Librarians, on the other hand,
have a rich history of discovering educational materials broadly defined,
ensuring access to such resources, and educating others about their use.
This professional perspective encourages librarians to take a comprehen-
sive view of educational resources. The greater the complexity of OER
in form, the more we see a need for such wide gaze in coordinating the
community-driven approaches modeled by cases covered in the following
chapters. It takes a village to adopt, modify, create, and share content well.

Structure of this Book

We intend this book to act as a guide writ large for would-be champions
of OER, that anyone—called to action by the example set by our chapter
authors—might serve as guides themselves. The following chapters tap
into the deep experience of practitioners who represent a meaningful



Introduction 5

cross section of higher education institutions in North America. It is our
hope that the examples and discussions presented by our authors will fa-
cilitate connections among practitioners, foster the development of best
practices for OER adoption and creation, and more importantly, lay a
foundation for novel, educational excellence.

The openly licensed content of this book is organized into four sec-
tions: (1) an introduction to OER, (2) discussions of how OER transforms
teaching and learning, (3) examples of how librarians advocate for OER
across campus, and (4) models of library-supported adoption and creation
of OER. We encourage readers who are new to OER to read through
this volume linearly, beginning with the introductory material. Seasoned
practitioners may wish to pick and choose among the case studies that
most closely relate to the contexts of their particular institutions. The
open education movement is made up of passionate professionals who are
willing to share their experience with others (as evidenced by this open
access collection of case studies). Readers will find brief biographies for all
of our contributing authors, and we suggest that you reach out to those
figures who seem most compelling or whose work most closely aligns
with your own.

Section I: The Case for OER

In Section 1, our authors describe the interdepartmental and transdis-
ciplinary stakes, strategies, and opportunities that exist as the academic
community endeavors to support OER in higher education.

Throughout “Stakes and Stakeholders: Open Educational Re-

sources—Framing the Issues,” Yano and Myers offer a broad survey of

the ways in which OER is uniquely equipped to address the political, eco-
nomic, and cultural conditions at play in modern education contexts. The
authors further elaborate on how the escalating price tag for a college
education relates to changes in the commercial publishing market, and
identify the ways in which publishers’ “digital direct” and “inclusive access”
models are attempting to confound and cannibalize non-commercial tech-
nology like OER. As Yano and Myers explain, however, government
entities, nonprofit organizations, and grassroots organizing have proven
helpful in launching OER initiatives and keeping them open. Finally, this
chapter puts forward a shared discourse for OER by highlighting the
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terms, actions, and responsibilities that we might share when working
with others.
Hilton, in “What Does the Research Say About OER?,” reviews

the empirical research proving the efficacy of OER as an intervention.
He situates the rise of OER as a means of combating the otherwise
unchecked rise in textbook prices that has negatively affected students,
taxpayers, and institutions financially. Perhaps even more important
than securing financial equity, however, are the ways in which OER fa-
cilitates effective teaching and learning. By tracing how studies about
cost savings, student outcomes, OER use, and user perception have pro-
liferated over the last decade, Hilton paints a lucid picture of the mean-
ingful relationships that exists between student success and open access
to educational materials.

Section 2: The Pedagogical Implications of OER

In Section 2, our authors dive deeper into how OER-based interventions

transform educational experiences for students and instructors alike.
Drilling down into the specific opportunities that OER initiatives

might provide for academic librarians, Amaral’s chapter, “From Text-

book Affordability to Transformative Pedagogy: Growing an OER
Community,” situates support of OER as inherently complementary to

the mission, resources, and priorities found at many libraries. Celebrating
the top-down leadership of the City University of New York (CUNY)
subsidizing library leadership in promoting low- and no-cost course ma-
terials, Amaral accounts for the hurdles, milestones, and opportunities
that have helped position CUNY OER initiatives as some of the most
compelling, scalable, and library-centric in the nation. At Borough of
Manhattan Community College (BMCC), Amaral’s home institution, suc-
cess with OER has come through a variety of approaches that are mea-
surable for impact and, in turn, reveal a clear picture of positive outcomes
around OER. As a result, the chapter highlights the ways in which an ac-
tive and engaged culture may emerge from librarians setting clear goals
and working with others in the greater pursuit of reclaiming knowledge
as public good.

When it comes to supporting OER, Reed recognizes a need for in-
creased collaboration between information literacy and scholarly com-
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munication librarians. In her chapter, “An Exploration of the Inter-
sections of Information Literacy and Scholarly Communication,”
Reed reflects on recommendations put forward by the Association of Col-

lege & Research Libraries (ACRL) white paper for how these two areas
of librarianship might intersect in significant ways. For librarians who are
serving in one of these two contexts, or for non-librarian readers who
seek to better connect with their library counterparts, this chapter un-
derscores the importance of not neglecting one’s own department when
forming OER partnerships. Further, under the diversity of roles that oc-
cupy modern librarianship, Reed makes a case for why academic libraries
are so perfectly positioned to initiate, innovate and support OER.

Reed and Turner, both of University of Texas at Arlington, in their
chapter, “Experiential Learning and Open Education: Partnering

with Students to Evaluate OER Accessibility,” provide us with a de-

scription of their work with a student intern on evaluating OER for
accessibility with disabled students. This chapter describes how they cre-
ated a student internship program that designed guidelines, criteria, and
standards for accessibility evaluation. The chapter includes the methods
they used, the key resources they used to design their evaluation, and de-
scribes in detail how to evaluate OER for accessibility. They looked at
content organization, how images are presented, tables, hyperlinks and
multimedia, formulas, fonts, and color contrast. They also describe how
the internship worked.

In her chapter, “Course Material Decisions and Factors: Unpack-

ing the Opaque Box,” Walz helps us consider the many factors that ac-

company course material selection and adoption. Though powerful forces
like academic culture, tradition, and training might stymie the work of
librarians, instructional designers, and others in cultivating a more pur-
poseful relationship between instructors and the course materials they
use, Walz observes an opportunity for open education advocates to break
through these barriers and create more transparent, deliberate practices
when evaluating and selecting required materials. Emphasizing how
openness may inspire an ethic of understanding in those of us who work
closely with faculty, this chapter offers insight as to how an individual li-
brarian or other academic staff member might spark new and powerful
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conversations about course content by establishing shared values through
a culture of trust and understanding.

In the final chapter of this section, Jhangiani and Green propose
unity between librarians and others under the imperative of openly shar-
ing practices and resources to support pedagogical innovation. “An Open

Athenaeum: Creating an Institutional Home for Open Pedagogy”

promotes contemporary conversations about how OER empower peda-
gogy in transformative ways, and illuminates the ways in which academic
librarians and library resources might support these innovations.
Jhangiani and Green provide multiple, tangible examples of open peda-
gogical practice across several disciplines and offer suggestions for how
pedagogy, not tools or texts, is at the heart of our efforts when we advo-
cate for OER. For the authors of this chapter, there is no better locale in
which to cultivate the pedagogical efforts of an individual than among the
resources and staff of an academic library.

Section 3: OER Advocacy, Partnerships, Sustainability,
and Student Engagement
Section 3 provides a series of case studies about the practical, collabo-
rative, and renewable aspects of supporting OER. Many strategies thus
emerge for engaging instructors/students, finding and evaluating existing
OER, and partnering with other units to support adoption/modification/
creation initiatives.

In “Open Partnerships: Identifying and Recruiting Allies for

Open Educational Resources Initiatives,” Cummings-Sauls, Ruen,

Beaubien, and Smith extend conversations about OER-enabled part-
nerships by exhaustively describing the roles and responsibilities har-
bored by potential stakeholders in OER initiatives and highlighting the
ways in which librarians might instigate partnerships between these
groups. By clearly identifying the stakes of library, faculty, student, ad-
ministrative, instructional design, information technology, and book-
store partnerships, the authors promote a sort of inventory for how and
why we might meaningfully engage these local audiences in support of
OER. Looking beyond our institutions to the broader external commu-
nities, legislation, and services related to OER, this chapter introduces
the importance of considering how conversations might (and ultimately
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should) scale to include metrics that are worth sharing outside of our re-
spective institutions.
“Getting to Know You: How We Turned Community Knowl-

edge into Open Advocacy,” by Lillian Rigling and William Cross is

about how North Carolina State University (NCSU) Libraries assessed
their OER work and outreach strategies with students. NCSU imple-
mented an Alt-Textbook program to fund the creation of free or low-cost
learning materials in 2014. While the program had success in the specific
areas where it was adopted, the library wanted to work through their stu-
dents to support wider advocacy for the program. This chapter describes
how they designed and conducted targeted outreach to students and how
they assessed their outreach work.

DeeAnn Ivie and Carolyn Ellis’s chapter, “Advancing Access for

First-Generation College Students: OER Advocacy at UT San Anto-
nio,” describes in detail how they worked through campus partnerships and

multiple student groups for OER advocacy with major campus stakeholders.
This university with a large population of Hispanic first-generation students
had strong economic drivers for OER, and the library took advantage of this
unique population to lead the way. This chapter discusses integration with
the registrar, the campus bookstore, and partnering with the Provost and
the teaching and learning center; describes how they worked with the stu-
dent government and various student organizations to not only market but
assess progress; describes the metrics they used to measure the program’s
strengths and weaknesses; and finally talks about their future directions and
how they will use strategic indicators to assess outcomes.

Alesha Baker and Cinthya Ippoliti, in their case study, “Student-
Driven OER: Championing the Student Voice in Campus-Wide Ef-
forts,” focus on the adoption of OER through working closely with stu-
dents in multiple ways. These authors describe how they engaged students
at Oklahoma State University to become advocates for OER adoption,
how they worked closely with student groups, student government, and
through the creation of a committee that included students. They talk
about how they obtained a development grant to get the work started, and
how they provided supporting grants to faculty to design resources; and
finally, they describe how students designed OER.
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Dean’s chapter, “From Conversation to Cultural Change: Strate-
gies for Connecting with Students and Faculty to Promote OER
Adoption,” describes how Clemson University supported OER adoption

through a multi-pronged effort. Because they wanted to change their cul-
ture, they used a variety of outreach and advocacy efforts. The library led
the process through in-depth analysis of the environment, and extensive
assessment of the existing culture in order to implement a variety of com-
munication strategies. The process is described in detail, as well as the
relationship building that is needed for successful implementation. Dean
addresses the sustainability of the program and talks about future planning.

In the case study “Making the Connections: The Role of Pro-

fessional Development in Advocating for Open Educational Re-
sources,” Michael LaMagna describes and presents a novel approach that

uses training in professional development as a pathway to supporting fu-
ture OER design and implementation. At Delaware County Community
College, faculty librarians led the way serving as advocates and trainers to
offer faculty in-service presentations about various aspects of OER. LaM-
agna describes the various sessions: OER writ large, an open discussion
about campus adoption of OER, how to build alternative course content,
and copyright and OER. Particulars about how they created the program,
the funding sources, and the design of the curriculum are included in the
case study.

“Advocacy in OER: A Statewide Strategy for Building a Sustain-

able Library Effort,” by Emily Frank and Teri Gallaway, outlines how

Lousiana’s state library consortium, LOUIS, advanced OER initiatives
across an entire state. Frank and Gallaway include discussion about OER
for cost savings at the state level, how they used grants to subsidize library
faculty work, and how state legislation supported their work to reach
statewide adoption. In particular, they describe their train-the-trainer ap-
proach, how they used training efforts to increase outreach, and how the
libraries served as leaders throughout the process. They talk about how
their advocacy changed the culture in the state.

Five authors, Sarah Hare, Andrea Wright, Christy Allen, Geneen E.
Clinkscales, and Julie Reed, in the chapter, “Interinstitutional Collabo-

rations to Forge Intracampus Connections: A Case Study From the
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Duke Endowment Libraries,” provide a study on how different insti-

tutions can work together to implement open education programs in a
variety of different settings and campus cultures. This chapter talks about
endowment support, assessment and analysis of their work together, ad-
vocacy, implementation and training, program customization, and using
a train-the-trainer approach, and discusses how they engaged faculty. The
institutions involved include: Duke University, Davidson College, Fur-
man University, and Johnson C. Smith University.

Section 4: Library-Supported Adoption and Creation
Programs
The final section of this book offers case studies in which library staff
and operations successfully lead the development, sharing, and adoption
of OER at a variety of institutions.

In “Seeking Alternatives to High-Cost Textbooks,” Smith out-

lines the growth OER initiatives at the University of Massachusetts,
Ambherst. With a focus on improvisation, developing partnerships and
transitioning from textbook affordability to true open education, Smith
details grant funding opportunities offered through U. Mass. Amherst
while wrestling with the questions of what exactly libraries support when
they support “open education” and how can that support be provided sus-
tainably.

Waller, Taylor, and Zemke, writing about the University of Okla-
homa, present a chapter all about the multiple aspects of implementing
their open education program. “From Start-Up to Adolescence: Uni-
versity of Oklahoma’s OER Efforts,” maps out their route to deep
OER implementation. This chapter describes a top-down approach that
included faculty support grants, creation of an OER Librarian position,
the program design, how they put together an OER planning committee,
an assessment of OER technologies, and OER course assessment design.
They include a thorough description of their outreach strategies, and an
assessment of those strategies.

Ross and Francis describe a unique bottom-up approach to adopting
OER in “A Grassroots Approach to OER Adoption: The University

of Saskatchewan Experience.” They talk about how outreach builds



12 OER: A FIELD GUIDE FOR ACADEMIC LIBRARIANS

awareness, and describe their multiple projects and partnerships across
the university. Ross and Francis describe how individual champions can
be terrific instruments for change, and how even a single faculty adoption
can start changing campus opinions. They tell how they used their institu-
tional repository to support their adoption efforts and describe the library
as the leader for OER.

In “Bringing OER to the Liberal Arts: An Innovative Grant Pro-

gram,” Miller discusses at length the work at Rollins College, a small

liberal arts college in Florida, to use faculty grants to inspire and initiate
the creation of OER. Their program focused on full-time, tenure-track
faculty, and designed an iterative grant process with clearly defined crite-
ria that mapped to their program goals. Miller describes their experience
with an art and art history professor, a political science professor, and
a physics professor. The unique challenges each professor faced are dis-
cussed, as well as some of the lessons they learned throughout the process.

Finally, In “Transforming Publishing with a Little Help From

our Friends,” Batchelor offers a case study in OER textbook publishing

through the University of Washington and the Rebus Foundation. Specif-
ically, she offers an example of what the Reebus Foundation could look
like in the future, while calling on librarians to serve as catalysts and con-
nectors in a broader faculty-driven OER publishing community.

A Call to Action

Though this book cannot fully account for all of the considerations that
are necessary for supporting the OER movement, we have volunteered
a common understanding for you to consult and reuse regarding the
stakes, stakeholders, strategies, and opportunities worth anticipating in
your work. Whether institutional or individual in scope, participation in
the OER movement sponsors meaningful change for education. Those
of us who work as academic librarians, however, are fortunate to harbor
many of the relevant resources and skill sets that have proven invaluable
to shaping the open education movement for broadest, most sustainable
impact. Librarians have a long and rich history of connecting researchers
with relevant information, preserving material, and facilitating access to
that material. There are themes that run through many of the case studies,
including the library and librarians as both catalysts and community lead-
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ers in awareness building, adoption oversight, and implementation pro-
ject management. In short, we are certain you will be able to find potential
solutions and a new network of colleagues to help you address the role of
OER at your institution.
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Section 1:
The Case for OER

Readers of this brief introductory section will find a broad overview of
current political and economic contexts affecting higher education afford-
ability, and a survey of literature proposing OER as one potential solution.
Those readers new to OER will benefit from succinct explanations of
what OER are, the problems they are meant to solve, and some docu-
mented solutions.

First, Yano and Myers introduce us to a shared discourse surrounding
OER, highlighting the terms, actions, and responsibilities of OER prac-
tice. Learning this shared language is significant in the OER space when
one considers that government entities, nonprofit organizations, and
grassroots efforts have all contributed to the advancement of OER, in
comparison to the language established publishers employ in related ven-
tures, i.e. “digital direct” and “inclusive access” models. In order to move
toward truly open resources, it is imperative that practitioners agree on
the terminology surrounding the movement.

In the following chapter John Hilton then offers compelling evidence
of the efficacy of OER in the classroom. Through his thorough review
of studies about cost savings, student outcomes, OER use, and user per-
ceptions have proliferated over the last decade, Hilton makes clear the
strength of the relationships between student success and open access to
educational materials.






Stakes and Stakeholders: Open Educational
Resources—Framing the Issues

Brady Yano & Carla Myers

College is still valuable, but more students are enrolling than graduating.
According to a 2014 study by Complete College America that investigated
the length of time for college graduation, the four-year degree is simply no
longer the reality for most undergraduate students (Complete College Amer-
ica, 2014). The vast majority of students at U.S. public universities are com-
pleting their bachelor’s degree in six years, and for students completing two-
year associate’s degrees at community colleges the average graduation rate is
three years. On-time graduation rates account for only 36 percent of students
completing four-year bachelor’s degrees at flagship institutions.! This num-
ber drops to 19 percent for students completing four-year bachelor’s degrees
at non-flagship institutions, and drops as low as 5 percent for students com-
pleting a two-year associate’s degree at non-flagship institutions. The same
report also found that only 50 of the more than 580 public four-year institu-
tions have graduation rates above 50 percent. This has resulted in more than
31 million students in the past two decades having attended a U.S. college but
never earning a degree. The reality is that higher education costs too much,
takes too long, and graduates far too few.

The rising cost of higher education poses a significant challenge to
those who are interested in pursuing a degree, as students cannot access
what they cannot afford. There has been a consistent increase in the cost

! The phrase flagship institution may be applied to an individual school or
campus within each state system. A flagship institution is the best-known
institution in the state, often the first to be established, and frequently the
largest and most selective, as well as the most research-intensive public uni-
versities.
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of tuition in both the U.S.2 and Canada,? and textbook costs have sur-
passed that rate of growth. According to a report conducted by the U.S.
Government Accountability Office (2013), from 2002 to 2012, textbook
prices rose on average 6 percent per year. The same report revealed that
new textbook prices increased by a total of 82 percent during that same
time period. This increase is significant, especially when compared to the
28 percent increase in overall consumer prices during the same time pe-
riod.

When it comes to recommended student budgets versus actual stu-
dent spending, a large discrepancy exists. The College Board
(www.collegeboard.org) releases an annual report detailing a breakdown
of student budgets for the academic year based on information received
by their member institutions. According to their 2016 report, the U.S. av-
erage annual undergraduate student budget for books and supplies falls
between $1,200 and $1,400.* The Financial Consumer Agency of Canada
(n.d.) recommends that students should budget between $800 and $1,000
per year for textbooks and other course materials. However, according to
the National Association of College Stores (NACS) (2016), average stu-
dent spending on course materials is $602, which represents a 14 percent
decrease since 2007. This discrepancy is problematic as it indicates stu-
dents are not purchasing the materials they are expected to. While one
could conclude that students are finding cheaper ways to access their re-
quired materials, studies lead us to believe otherwise. A survey of 22,000
Florida students conducted by Florida Virtual Campus (2016) found that
high textbook prices have a negative impact on academic behavior. Two
thirds of students did not purchase the required textbook, more than one

2 The College Board has been documenting trends in higher education,
including tuition and fees. More information on their findings is avail-
able here:
https://trends.collegeboard.org/sites/default/files/2017-trends-in-

col ege—pricing_l.pgf

3 In the past decade, Statistics Canada has reported a tuition increase of
40 percent. More information on their findings is available here:
http://globalnews.ca/news/2924898/university-tuition-fees-rise-40-per-
cent-in-a-decade/

* The College Board has a membership of over 6,000 institutions and or-
ganizations in the United States and around the world.
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third earned a poor grade as a result of not purchasing the textbook, and
nearly one fifth failed a course as a result of not having access to the
textbook. The same survey also showed that nearly half of students took
fewer courses due to textbook costs while over one-in-four had dropped a
course because of the associated textbook costs. The results of this survey
are alarming, as they indicate that cost barriers are forcing students into
making decisions that have negative impacts on their academic success.

Textbook Affordability—Issues and Solutions

Market Changes
It is important to understand how the textbook market operates to gain an
understanding of why textbook costs have spiraled out of control. Unlike
other markets where a product is desired and consumers may select which
option they prefer, the textbook market is similar to the prescription drug
market. Much like the relationship between a doctor and their patient,
students are obliged to purchase the specific textbook(s) assigned by their
instructor; regardless of how widespread the alternatives may be, students
are expected to use a certain edition of the material. The burden on con-
sumers is compounded by the fact that there are five major publishers
that hold nearly 90 percent of the market; together they have the ability
to regulate the price point at which textbooks are sold (Koch, 2013). Data
published by the Bureau of Labor Statistics (BLS) has shown that textbook
prices rose at over three times the rate of inflation from January 1977 to
June 2015—a 1,041 percent increase (Popken, 2015). Publishers are effec-
tively abusing the market and as a result, students are being priced out.
Another reason for escalating costs is the periodic release of new edi-
tions. Publishers have relied on producing newer editions to reduce the
reuse of a specific text and effectively eliminate the resale market. With pub-
lisher representatives leading with the newest versions of materials when
approaching faculty, these revised editions are typically the ones sought. In
a discipline like mathematics where the content does not change frequently,
it begs the question of how different the content between the two editions
really is, as updated images and tables should not be justification for signif-
icantly increasing the cost of a resource. Additionally, for a faculty member
faced with both time and resource constraints, a publisher’s offer of a text-
book coupled with lecture slides and test banks is incredibly compelling.
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The bundling of learning resources is yet another tactic used by pub-
lishers to increase costs. New textbooks are often accompanied with an
assortment of additional digital resources including study guides, home-
work assignments, and quizzes. These resources can be “unlocked” by
students using an access code included in their textbook bundle. Instruc-
tors may recommend that students use these resources as supplemental
learning materials, or assign their students online homework assign-
ments and quizzes that contribute to their final grades. The inclusion of
these online resources is used as justification for inflating prices, regard-
less of whether they are used by the student or not. Like many software
licenses, these codes are tied to a single user and therefore have no resale
value. Students purchasing used textbooks are obligated to purchase a
new access code from the publisher to access the digital content, thereby
negating much of the cost savings normally associated with purchasing
used copies.

Going Digital
As student spending on textbooks has decreased, publishers have felt the
hit directly. In 2014, Brian Kibb, president of McGraw-Hill stunned many
when he said, “Textbooks are dead. They're dinosaurs” (Smith, 2014). In
2016 the world’s largest education publisher, Pearson, garnered a pre-
tax loss of £2.6 billion (US$3.3 billion), primarily due to the collapse of
their U.S. higher education business (Sweney, 2017). With a decline in
print textbook sales—which is consistent with the NACS finding—there
has been a major push from publishers to expand their digital offerings.
Electronic versions of textbooks (eTextbooks) can be sold at a cheaper
price point as this online delivery model allows publishers to save signif-
icant amounts of money on printing and distribution. The rental market
for eTextbooks is another option put forward by publishers in an attempt
to increase sales to students. Students are offered access to materials at a
recognizably lower price; however, the catch is that students only have ac-
cess to that resource for a limited period of time—usually the duration of
the semester—eliminating any opportunity for retention while simultane-
ously eliminating contributions to the used textbook market.

Another popular approach has been through automatic purchasing
programs that publishers are marketing as “Digital Direct” or “Inclusive
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Access” (Straumsheim, 2017).> In these automatic purchasing programs,
every student pays a mandatory course materials fee lower than the cost
of a new hardbound version of the same text. While publishers collect
less revenue per student, a consistent revenue stream is guaranteed for
the duration of time outlined in the contract signed between the publisher
and institution. The fee is charged directly to a student’s account, and
an electronic version of the textbook and any supplementary materials is
made available on a digital delivery platform. Depending on the contract,
students may have the option to opt out, but the terms often used are re-
strictive and aimed at minimizing these numbers.® In other cases, students
are charged directly regardless of their consent. This model holds numer-
ous similarities to the access codes mentioned previously and hold the
same concerns from both a 5Rs,” and a copyright and usage data perspec-
tive. Under these models, students are restricted from exercising the 5R
permissions and it is also unclear who owns the copyright to the content
created within the platform. While the student should retain ownership
over the works they create, copyright may ultimately fall to the publisher.
Further concerns surround publishers” unfettered access to tracking stu-
dent usage data on their platforms. While publishers may argue that this
data will help build stronger platforms, this data could also be used to jus-
tify changes to the offerings that may hurt students.

The promise of more affordable textbooks and greater access may
appeal to a higher education audience concerned about students lacking
access to the resources necessary for academic success. But while digital
content is currently being offered at a lower price point than print ver-

> As this initiative is fairly new there has not been much published on the
topic yet. This article is, currently, one of the most notable pieces avail-
able: https://www.insidehighered.com/news/2017/01/31/textbook-
publishers-contemplate-inclusive-access-business-model-future

® In the United States, federal law stipulates that students must have the
ability to opt out of such programs, however no such stipulations exist in
Canada. Algonquin College, the first Canadian institution to pilot the
eTexts model, does not allow students to opt out:
http://www.algonquincollege.com/etexts/texidium-faq/#optout

7 . . C s . .

The 5 Rs are reuse, revise, remix, redistribute and retain. More infor-
mation about the 5 Rs can be found here: http://opencontent.org/
definition/
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sions, publishers have been clear in their intent to transition towards
digital;® and without the print textbook market helping with price reg-
ulation, the digital market would only be in competition with itself. As
academic librarians have experienced the escalation of prices in the sub-
scription journal market,” it could be assumed the same would happen in
a textbook market dominated by a few major publishers.

While automatic purchasing programs may be one solution toward
textbook affordability, open educational resources (OER) are freely avail-
able learning materials that have proven to be effective in serving stu-
dents. Hilton (2016) explored the results of nine studies that examined the
impact of OER on student learning outcomes in higher education settings.
Across the studies, only one showed that the use of OER was connected
with lower learning outcomes in more instances than it was with positive
outcomes, and another showed that the majority of the classes analyzed
had non-significant differences. Though these freely available materials
that can be used, adapted, and shared to better serve all students exist in
the marketplace, their use and adoption are not guaranteed. The interven-
tion of larger government and civil society organizations may be necessary
to shape market trends in favor of students.

The Role of Government

Affordability issues in higher education have not gone unnoticed by the
federal and state governments in the U.S. A growing number of gov-
ernment initiatives have encouraged and promoted the growth of OER
as a means to curb textbook prices while also ensuring access to high-
quality educational content. The 113th (2013-2014) and 114th Congress
(2015-2016) introduced the Affordable College Textbook Act in an effort

8 Pearson’s chief executive, John Fallon, was quoted saying “Education
like every other sector and sphere of life is going through this digital
transformation. There is going to be a big winner in the transformation
in education. We are absolutely determined to make Pearson that win-
ner.” https://www.theguardian.com/business/2017/feb/24/education-
publisher-pearson-loss-us-penguin-random-house

? The grices for many journal and database subscriptions has also been

rising beyond the rate of inflation, Librarﬂjournal

(http://www libraryjournal.com/) publishes an annual Periodicals Price

tS)uévey that explores how the rising costs of periodicals impacts library
udgets.
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“to expand the use of open textbooks in order to achieve savings for stu-
dents” (H.R.3721, 2015-2016). Language in the Act calls for new grant
funding to support the creation of OER, especially for use in large-en-
rollment courses that have high textbook costs. It would also require
that textbook publishers unbundle educational materials students are re-
quired to purchase (e.g. textbooks, lab manuals, online access codes) to
help facilitate cost savings. The bill did not advance in the 113th and
114th Congress, but was reintroduced in the 115th Congress (H.R. 3840,
2017-2019) with hopes that it could reinvigorate discussion on these im-
portant issues. 10

State legislation and initiatives addressing similar issues have been
passed, including:

+ Oregon House Bills 2871 (2015) and 2729 (2017), which provided
“legislative investment” in addressing textbook affordability by creat-
ing a grant program for OER development, standardizing interinstitu-
tional evaluation of student savings that resulted from OER, and for-
malizing collaborations between the stakeholders (e.g., faculty, staff,
librarians, etc.) across Oregon (Oregon.gov, n.d.).

+ Executive Order 2015-01K, signed by Ohio Governor John Kasich
in 2015, established the Ohio Task Force on Affordability and Effi-
ciency in Higher Education, which was charged with making recom-
mendations on the ways that “state-sponsored institutions of higher
education ... can be more efficient, offering an education of equal or
higher quality while at the same time decreasing their costs” (Ohio-
HigherEd.org, n.d.).

« SHB 6117, passed by the Connecticut Legislature in 2015, which
charged the Board of Regents for Higher Education and the University
of Connecticut to develop a pilot program for the development and
promotion of open-source textbooks. It also established a task force
charged with identifying ways to incentivize the creation and adoption
of OER “that will significantly reduce the cost to students of course
materials, including, but not limited to, offering financial or academic

% The rogress of bills through Congress can be tracked here:
https://www.govtrack.us/congress/bills/
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or professional credit to faculty to create open educational resources”
(SHB 6117, 2015).

These Bills have been seen by many campus stakeholders as a step in the
right direction to address textbook affordability issues. Because these gov-
ernment initiatives may not provide all of the funding needed to successfully
pursue these goals, support has also been sought from the private sector.

Foundational Support

Foundations have played a key role in supporting the creation, adoption
and adaptation of OER. Since 2001, the William and Flora Hewlett
Foundation has donated over $170 million to support the development
and expansion of the open movement (Jhangiani & Biswas-Diener,
2017). With a specific emphasis on OER, the Hewlett Foundation has
played a crucial role in backing early initiatives such as MIT Open-
CourseWare, the Institute for the Study of Knowledge Management
in Education (ISKME) (http://www.iskme.org/), OER Commons
(https://www.oercommons.org/), and supported the development of
Creative Commons (CC). Other foundations that have provided financial
support for the development and promotion of OER include (but are
not limited to) the Laura and John Arnold Foundation
(http://www.arnoldfoundation.org/), the Shuttleworth Foundation
(https://www.shuttleworthfoundation.org/), and the Bill and Melinda
Gates Foundation (https://www.gatesfoundation.org/).

Funding provided by these organizations has gone beyond supporting
the creation of OER to include financial support for organizations and
their  projects such as the Open  Textbook  Network
(http://research.cehd.umn.edu/otn/), Achieving the Dream’s OER De-
gree Initiative  (http://achievingthedream.org/resources/initiatives/
open-educational-resources-oer-degree-initiative), and the Scholarly
Publishing and Academic Resources Coalition’s (SPARC) Open Education
program (https://sparcopen.org/open-education/). Collectively, these or-
ganizations provide a variety of valuable services to the community, in-
cluding education, leadership development, community-building, policy
work, and large-scale OER adoption.
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Grassroots Action by Users

On campuses across the U.S. and Canada, student groups have been in-
spired to take action and advocate for OER. The U.S.-based Student Public
Interest Research Groups (PIRG) (http://www.studentpirgs.org/)
sparked the textbook affordability conversation back in 2003 and started
advocating for open textbooks in 2008. Through the utilization of their
grassroots organizing network and campus chapters, the Student PIRG
has coordinated a number of successful education and advocacy campaigns
surrounding open textbooks. At U.S. universities, student groups have
organized educational events on OER and have been the driving force
behind the creation of multiple OER grant programs.!! Students at Cana-
dian universities have played key roles in influencing institutional OER
commitments, including the creation of an OER grant program,!? the es-
tablishment of a university-wide OER network,!3 and the recognition of
OER contributions in faculty tenure and promotion.!* Student leaders
have recognized that their peers cannot learn from textbooks that they
cannot afford, and have therefore been advocating for greater adoption of
OER that are high quality, well aligned with the content they are evalu-
ated on, and are accessible at low or no cost.

Other members of the higher educational community, including fac-
ulty, librarians, and administrators, have also worked to raise awareness
on textbook affordability issues and the use of OER.!°> Faculty and early
career academics have been critical in producing OER research through

" Information on the Rutgers University Library Open and Affordable
Textbooks Project can be found here: http://www libraries.rutgers.edu/
open-textbooks; and the University of Connecticut Open and Affordable
Initiative here: http://open.uconn.edu/faculty-incentives-2/

12 Information on the Simon Fraser University Library OER Grants pro-
gram can be found here: https://www.sfu.ca/oergrants.html

13 More information can be found here: https://www.ucalgary.ca/open/.

" The University of British Columbia’s Guide to Reappointment, Pro-
motion and Tenure Procedures at UBC can be found here:
http://www.hr.ubc.ca/faculty-relations/files/ SAC-Guide.pdf

15 The SPARC website provides a tool that allows users to search for
OER educational efforts being offered in North America:
https://connect.sparcopen.org/filter/events/
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their involvement in OER fellowship programs.!® 17 Their research has
ranged from assessing OER perception and efficacy to sustainability and
student success. Librarians often provide guidance and support to faculty
looking to learn about, find, and integrate OER into their classrooms.!3
Administrators have provided financial support to develop grant pro-
grams that support faculty in replacing their commercial textbooks with
OER and in championing OER degree programs at their institutions.!’
While many steps still need to be taken in raising OER awareness,
grassroots action led by students, librarians, faculty, and campus adminis-

trators have laid a strong foundation to build upon.

OER Repositories and Open Textbook Libraries

OER are only useful if they can be found by those looking to use them.
Over the years, various repositories that boast diverse collections of learn-
ing materials have been developed to allow for the collection and curation
of OER and to help facilitate their ease of discovery by faculty. One of the
largest of these OER repositories is the Multimedia Educational Resource
for Learning and Online Teaching (MERLOT) (https://www.merlot.org/
merlot/index.htm), a California State University program dating back to
1997. The MERLOT collection comprises over 40,000 OER spanning
over 22 different material types.2? Ranging in both size and scope, MER-
LOT includes everything from entire online courses to a single animation.
OER Commons—a project of ISKME—is another large repository that
consists of a digital public library and collaboration platform. Built with
the intent to assist knowledge management and educational innovation,

17 The Open Education Group recruits faculty members and early career
academics to produce research on OER. More information on the pro-
gram can be found here: http://openedgroup.org/people

18 . ..
Examples of these efforts include but are not limited to workshops,
one-on-one consultations, and informational websites.

Y Dr. Daniel T. DeMarte, Vice President for Academic Affairs and Chief
Academic Officer at Tidewater Community College, is recognized as
having been a principal lead in the implementation of their Z-Degree ini-
tiative. More information is available here: https://www.tcc.edu
academics/degrees/textbook-free

20 A full listing of materials types with definitions can be found here:
http://info.merlot.org/merlothelp/index.htm#merlot_collection.htm
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OER Commons offers a comprehensive infrastructure for curriculum ex-
perts and instructors at all educational levels, though especially those
teaching K-12, to identify high-quality OER and collaborate around their
adaptation, evaluation, and use.

Open textbook libraries, on the other hand, host an array of ready-
to-adopt resources that can be seamlessly used in place of a traditional
textbook. There are multiple OER repositories and open textbook li-
braries that boast diverse collections of learning materials. Arguably the
most recognized materials come from OpenStax (https://openstax.org/),
a nonprofit open textbook publisher based out of Rice University. Open-
Stax began as Connexions—a platform that provides authors and scholars
with an open space where they can share and freely adapt educational ma-
terials such as courses, books, and reports. Now known as OpenStax CNX,
this platform has developed into a dynamic nonprofit digital ecosystem,
serving millions of users per month in the delivery of educational con-
tent to improve learning outcomes. The platform hosts tens of thousands
of learning objects in a host of disciplines. Meanwhile, OpenStax has de-
veloped 27 peer-reviewed open textbooks for the most-attended college
courses and several AP courses. Since 2012, OpenStax has saved nearly
3.5 million students an estimated $340 million and is on track to meet or
beat its goal of saving students $500 million by 2020 (OpenStax, 2017).
They've also started developing their own research-based learning tech-
nology, OpenStax Tutor.

The University of Minnesota Open Textbook Library
(https://open.umn.edu/opentextbooks/), the BCcampus Open Textbook
Project  (https://open.bccampus.ca/find-open-textbooks/),  Lumen
Learning’s Catalog (https://courses.lumenlearning.com/catalog/lumen),
and eCampus Ontario’s Open Textbook Project
(https://openlibrary.ecampusontario.ca/find-open-textbooks/) are other
well-known open textbook libraries hosting hundreds of open textbooks
that can be integrated into instruction. The majority of materials from
these collections have been peer-reviewed and are already in use at nu-
merous higher education institutions.

Perspectives on the Current State of OER
The OER movement has been shaped by the evolving higher education
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landscape, including textbook market changes, governmental directives,
foundational support, and grassroots advocacy efforts. These factors also
influence the current state of the movement, which can be interpreted
from the perspective of various users, including librarians, faculty, stu-
dents, and administrators.

Librarian Perspectives on OER
Key action areas identified by the American Library Association (ALA)
(American Library Association, n.d.) include (but are not limited to):

+ Education and lifelong learning;
+ Equitable access to information;
+ Intellectual freedom; and

« Literacy.

It should therefore come as no surprise that librarians have emerged as
key leaders in the OER movement, as many of the defining characteristics
of OER directly address these action areas. The retention of OER allows
a user the ability to utilize the material in the present, but also reference
it in the future, making OER a tool to support lifelong learning. Because
OER are made freely available to the public, they help promote equitable
access to information: cost no longer acts as a barrier. Being able to revise
and customize an OER resource to address specific learning needs helps
support intellectual freedom and literacy.

Academic librarians have taken on a large role in promoting OER to
faculty and students on their campuses. Examples of these efforts include
but are not limited to:

+ Providing workshops and other educational activities that help raise
awareness of OER.

+ Creating and maintaining websites that include information about
OER and links to OER repositories and libraries.

+ Helping to coordinate and administer grant programs that promote
the integration of OER into class instruction.

+ Providing faculty and students with assistance in finding quality re-
sources such as magazine and newspaper articles, scholarly publica-
tions, and video recordings that supplement OER.
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Some academic libraries have created OER Librarian positions that focus
on promoting the creation, use, and adoption of OER on their campuses.
However, these responsibilities often fall on librarians who are also teach-
ing, providing reference services, or working in other library depart-
ments, who need to balance these new responsibilities with their current
job duties. At some small institutions with few librarians on staff, this
can be especially challenging. However, this challenge provides an oppor-
tunity for librarians to partner with other groups on campus to provide
information about OER to faculty and students. Libraries often house
writing and tutoring centers or liaise with other academic departments,
providing research guidance and support to faculty and bibliographic in-
struction sessions for students. Librarians can utilize their relationships
with these groups to help promote OER to their campus community, and
are also well situated on campus to coordinate group efforts aimed at sup-
porting teaching and learning.

Faculty Perspectives on OER

When it comes to OER adoption, faculty awareness is critical. According
to a 2016 study conducted by the members of the Babson Survey Research
Group, when faculty members were asked to self-report their level of
awareness of OER, a majority (58%) said that they were generally unaware
of OER, while only a quarter (26%) of respondents identified themselves
as being aware or very aware (Allen et al. 2016). This is comparable to
the 2015 results, where the number of faculty reporting no awareness
was two thirds (66%) of respondents, while those who identified as being
aware or very aware sat at one fifth (20%) (Allen et al. 2014). Therefore,
there has been an increase in awareness. The 2016 study also asked about
faculty members’ awareness of open textbooks. The results showed that
34 percent of faculty claimed some level of awareness of open textbooks,
while 15 percent of faculty reported that they were only somewhat aware,
and nearly two thirds of faculty (66%) reported that they were generally
unaware of open textbooks (Allen et al. 2016). Increased discoverability
may prove useful as people become more aware of OER, but some positive
developments have already been found in high-impact courses. Open text-
book publishers like OpenStax and BCcampus have built collections aimed
at achieving the highest return on investment and as such, these ready-
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to-adopt resources continue to gain traction across high-enrollment first-
and second-year courses.

In a 2013 study in which researchers examined student and instructor
perceptions of open textbook adoption at eight post-secondary institu-
tions in the U.S., Bliss et al. found that 90 percent of instructors indicated
that their students were equally (60%) or more prepared (30%), compared
to students taught in previous semesters. This may be due to the fact
that OER are available at no cost to the student and can be accessed im-
mediately. Another possible reason is that the material has been better
curated to meet their learning needs. The same study also found that of
the 490 students surveyed, 90 percent indicated that the open textbooks
used in their courses were of the same quality as traditional materials
(50%) or better (40%). Interested in observing whether or not student per-
ception, use, and impact of open textbooks was similar in the Canadian
context, Jhangiani and Jhangiani (2017) surveyed 320 post-secondary stu-
dents enrolled in courses that used an open textbook. Their study found
that 63 percent of students judged the open textbook to be above average
(36%) or excellent (27%), while an additional 33 percent of students found
it average. Less than 4 percent of students surveyed indicated that the
open textbook was below average. In recognition of the fact that the over-
whelming majority of students were satisfied with the quality of their
open textbooks, and that each of these students were able to save money
that would have otherwise been spent on course materials, it should come
as no surprise that students are increasingly drawn to the promise of OER.

One area of interest for faculty exploring the teaching and learning
opportunities associated with OER is open pedagogy. Conversation sur-
rounding open pedagogy (as understood in this context) began with a blog
post?! written by David Wiley in 2013. In this post he wrote about open
pedagogy and his distaste for the “disposable assignment”.22 Looking for

2! This post covers the basic concepts of the open pedagogy movement:
https://opencontent.org/blog/archives/2975

22 “« . . ”»
A “disposable assignment” can be understood as a closed homework

process in which the content created is only viewed by a student author
and faculty grader. Wiley argues that these types of assignments “suck
value out ot the world”. More information is available here:
https://opencontent.org/blog/archives/2975
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an alternative approach to assigning coursework which incorporated his
desire to have students’ assignments add value to the world, Wiley pro-
posed examples of open pedagogy. While open pedagogy lacks a universal
definition, DeRosa et al. (2017) understand the term as “a site of praxis,
a place where theories about learning, teaching, technology and social
justice enter into a conversation with each other and inform the develop-
ment of educational practices and structures”. The application of the term
‘open’ as understood in ‘open licenses’ has given way to a dynamic and in-
novative approach to teaching and learning. Leaders in this space such as
DeRosa and Robinson (2015) stress the value of having students interact-
ing with OER as part of course instruction:

If we think of OER as just free digital stuff, as product, we can surely
lower costs for students; we might even help them pass more courses be-
cause they will have reliable, free access to their learning materials. But we
largely miss out on the opportunity to empower our students, to help them
see content as something they can curate and create, and to help them see
themselves as contributing members to the public marketplace of ideas. Es-
sentially, this is a move from thinking about [OER] as finished products to
thinking about them as dynamic components of our pedagogical processes.
When we think about OER as something we do rather than something we
find/adopt/acquire, we begin to tap its full potential for learning.

With new programming?3 and resources?4 to explore digital pedagogy
being developed and a greater number of educators understanding the
broad ranging benefits of open pedagogy, including the learning benefits
for students, knowledge reception and creation is venturing down an ex-
citing path.

Student Perspectives on OER

Students may find cost savings and immediate access to be obvious benefits
of OER. According to Jhangiani and Jhangiani (2017), when students were
asked to rate the importance of the features of their open textbook, 68 per-

23 The Digital Pedagogy Lab hosted two Digital Pedagogy Labs in 2017.
More information is available here: http://www.digitalpedagogylab.com/

2 . .

* The Rebus Community has produced a new resource exploring how to
make o/pen textbooks with students available here:
https://press.rebus.community/ makingopentextbookswithstudents/
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cent rated cost savings as being very important (30%) or absolutely essential
(38%), while nearly 70 percent indicated that immediate access was very
important (36%) or absolutely essential (34%). Students face a number of
barriers to accessing a quality education and with OER, textbook costs are
not one of them. The prospect of textbook costs no longer contributing
to rising student debt is incredibly compelling, especially considering that
the average U.S. class of 2016 graduate finished their degree with a debt
of $37,172 (U.S. Student Loan Debt Statistics for 2017, 2017). Beyond cost
savings, students are also able to retain these materials forever. Whether
students can benefit from using a specific text for multiple courses
throughout their education or are interested in referring to a text far into
the future, OER grant students this flexibility.

Administrator Perspectives on OER

Recognizing that many colleges and universities are under immense pres-
sure to maintain their enrollment numbers amidst declining state funding,
rising criticism, and stiff competition, administrators at a handful of in-
stitutions have begun to recognize OER as a means to their desired ends.
When it comes to the learning materials being used in the classroom,
all stakeholders, especially institutional administrators, want the resources
used by teachers and students to meet their needs. A 2015 study conducted
by Fischer, Hilton, Robinson, and Wiley analyzed whether the adoption
of digital open textbooks significantly predicted students’ completion of
courses, class achievement, and enrollment intensity during and after se-
mesters in which OER were used. When analyzing course grades, the study
found that students using OER did the same or better when compared to
those using traditional materials. The same study also found that students
in courses using OER enrolled in a significantly higher number of credits in
the next semester, meaning that OER propelled students closer to gradua-
tion. From the perspective of an administrator concerned with enrollment
and graduation rates, the value of greater OER adoption is clear.

Challenges and Opportunities

Challenges
While the challenge of the publishing industry has already been addressed,
there are other practical barriers limiting the widespread adoption of OER
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including their creation, adaptation, and adoption. These challenges span
both those within and beyond the institution.
OER Development and Maintenance. Creating an OER is a time-

intensive undertaking. Knowledgeable and reputable authors must be
identified, and be available to commit to the development of an OER.
Some OER are developed by groups, including classes, programs, and pro-
fessional organizations. This option may help facilitate the speed with
which an OER is created, but requires greater oversight in quality control.
While OER are marketed as being free of cost to the consumer, it is im-
portant to recognize that there are costs associated with their creation.
These costs can include but are not limited to honoraria for authors, “buy-
outs” of faculty time for writing and compiling OER, and accessing plat-
forms. To date, OER creation has primarily been funded by private foun-
dations and government agencies. However, there is no guarantee that
this funding will continue in perpetuity. Like any textbook or learning re-
source, OER must be updated on a regular basis to ensure its relevance. If
sustainability is not considered during the creation of the resource, it may
become outdated. Fortunately, because of the open license applied to the
work, the work’s revision and therefore future relevance is not solely re-
liant on the initial creator.

Adoption of OER Resources. In addition to the faculty awareness

issues covered previously, the actual adoption of OER can also pose chal-
lenges. Bliss, Hilton, Wiley, and Thanos (2013) found that the time spent
by an instructor using the material for the first time is one cost often
not calculated into the use of open textbooks. Their report indicated that
82 percent of surveyed faculty spent somewhat more or much more time
preparing to teach in that semester compared to others. This is a finding
worth noting, as adopting an OER may not be as easy as selecting a tra-
ditional textbook bundled with ancillary materials. While open textbook
publishers are working to proactively address this issue, not all open text-
books have easily identifiable ancillaries.

Access to Digital OER. As most OER are digital, a device and a stable
internet connection are required to access them. However, there is a dis-
parity in North America among those who have access to the technology
and infrastructure needed to access the internet and those who do not.
Often referred to as the “digital divide,” many factors can impact who is
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able to access the internet in the U.S., including income,?> race, 2 and

geographical location.?” Challenges associated with the digital divide are
not unique to the United States. According to a 2016 report published
by the Canadian Radio-television and Telecommunications Commission
(CRTCQ), there is a disparity in the speed of service offered in rural and ur-
ban environments, and “urban households generally [pay] lower Internet
service prices and [have] a greater number of Internet service providers
to choose from than rural households” (Canadian Radio-television and
Telecommunications Commission, 2016). OER that are highly functional
in print format, such as OpenStax materials, provide a solution, but not a
fix, to these digital divide issues. However, providing access to OER mate-
rials could be used as an argument to help advocate for the resolutions of
the digital divide in North America.

Accessibility Considerations. According to the World Bank (2017)

“one billion people, or 15% of the world’s population, experience some
form of disability, and one-fifth of the estimated global total, or between
110 million and 190 million people, experience significant disabilities.”
Those with visual, hearing, mobility, and learning disabilities can have
trouble accessing the internet in general. Even with tools and technology
that help facilitate internet access, if the resources they find online, includ-
ing OER, do not have accessible design components they may be unable
to use them. “Accessible design is a design process in which the needs of
people with disabilities are specifically considered” (Center for Universal

2> Those living in poverty often finding it difficult to pay for internet
services and the technology needed to access the internet. “Americans
with family incomes between $75,000 and $99,999 per year adopted the
Internet at an 83 percent rate, compared to 80 percent of those reporting
income between $50,000 and $74,999, and 70 percent of those in the
$25,000 to $49,999 range” (Carlson, 2016).

26 Carlson (2016), citing U.S. National Telecommunications and Infor-
mation Administration (NTIA) research, reports that “78 percent of
Whites nationally used the Internet in 2015, compared to 68 percent of
African Americans and 66 percent of Hispanics. In rural areas, 70 percent
of White Americans had adopted the Internet, compared to 59 percent of
African Americans and 61 percent of Hispanics.”

27 According to research performed by NTIA, “in 2015, 69 percent of
rural residents [reported] using the Internet, versus 75 percent of urban
residents” (Carlson, 2016).
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Design in Education, 2015). Common examples of accessible design in-
clude captioning videos and formatting text documents so that they can
be read by screen readers. Some creators have considered accessible design
practices when developing OER and, as a result, their works can be read-
ily utilized by those with visual, hearing, and learning disabilities. While
OER do not universally possess accessible design components, the open
license applied to the work allows for them to be revised to better serve all
students.

Openwashing. With the increase in popularity of OER, openwash-
ing is a problem that is on the rise.28 Similar to the rise of greenwashing
as a response to the environmental movement,2’ publishers and other ed-
ucation companies are moving forward with practices that appear or are
marketed as “open” or “OER” but fail to adhere to the free plus 5R permis-
sions we expect. These practices confuse people’s understanding of open
and OER, and reinforce the need for the OER community to better com-
municate open.

Opportunities

While challenges persist, the OER community has done a terrific job
building the foundation necessary to support emerging projects and ini-
tiatives. Recognizing the massive success of the “Z-Degree” program at
Tidewater Community College, in 2016 Achieving the Dream announced
their OER Degree Initiative, which seeks to establish zero textbook cost
degree programs at 38 community colleges across 13 U.S. states over the
next three years. In the same year, the California Governor’s office also
announced $5 million in funding to support Z-degrees within the state
and in 2017 BCcampus opened their call for proposals for Canada’s first
“Zed Cred”. With community colleges serving student populations from
lower income backgrounds, we can see firsthand how OER is being used
as a tool to address important issues of equity in education.

28 The term openwashing originates from a blog post written by Audrey
Watters. The post is available here: http://hackeducation.com/2015/01/
16/what-do-we-mean-by-open-education

%% More information on greenwashing is available here:
http://www.investopedia.com/terms/g/greenwashing.asp
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Advances in the OER movement have not been restricted to the com-
munity college level. In 2017, New York Governor Cuomo announced
a commitment of $8 million to expand OER use at the City University
of New York and State University of New York systems.3? Supported
by organizations across the OER community, the impacts of New York’s
leadership on OER will not be confined to state borders. Another 2017
announcement came from Lumen Learning and Follett, who announced
a partnership aimed at increasing faculty access to OER at over 1,200 U.S.
institutions.3!

Noticing the pace at which the OER community has grown, key
organizations have been collaboratively developing programming to re-
spond to the needs of the community. Creative Commons is developing
a professional development opportunity aimed at providing a thorough
CC education through their Certificate program
(https://certificates.creativecommons.org/). Offering four learning path-
ways including a specialized track for academic librarians, these open
courses are being built to be adaptable to any delivery mode. In an effort
to share and discover information about OER activities at campuses across
North ~ America, SPARC has developed Connect OER
(https://connect.sparcopen.org). Through Connect OER, academic li-
braries can sign up to maintain a profile page about their institution’s
efforts on OER, with the data used to populate a searchable directory and
annual report identifying best practices and highlight collective impact be-
ing achieved. Connect OER is aimed at supporting campus action, regard-
less of an institution’s familiarity with OER. Yet another notable initiative
is the Peer Review Working Group (https://about.rebus.community/cat-
egory/working-groups/) led by the Rebus Community. Identifying the
need to establish a standardized process for reviewing open textbooks, Re-

3% An overview and commentary on this announcement published by
Carl Straumsheim, writing for Inside Higher Ed, can be found here:
https://www.insidehighered.com/news/2017/04/14/cuny-suny-plan-
major-expansion-oer-efforts

3 Carl Straumsheim, writing for Inside Higher Ed, offers his summary
and thoughts on this announcement here:
https://www.insidehighered.com/news/2017/04/18/follett-lumen-
learning-announce-oer-partnership
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bus has brought together stakeholders across the OER community to help
develop a collaborative and clear approach for open textbook review.

Other opportunities for promoting and expanding the use of OER can
be found in increased education and advocacy efforts on campus. Provid-
ing forums for librarians, faculty, students, and administrators to discuss
textbook affordability issues can help in formulating individual and col-
lective action. Providing learning opportunities, including where to find
OER, and how they can enable innovative pedagogy, can also help in-
crease awareness and adoption of OER. Librarians, faculty, students, and
campus administrators should continue to work with members of state
and federal government to help pass legislation that promotes and funds
the creation of OER. Foundational partnerships can also continue to pro-
vide opportunities to advance OER issues and initiatives. The current
relationships the educational community has with funding organizations
like the Hewlett Foundation will hopefully serve as an inspiration to oth-
ers to help support the OER movement.

Conclusion

OER improves teaching and learning through practices enabled by con-
tent that is freely available to download, edit, and share. Stakeholders
ranging from the individual to institutional level have recognized the
tremendous potential of OER and have committed to a series of robust
policies and practices to increase their adoption, adaptation, and creation.
Although it is difficult to predict the future of the OER movement, there
are plenty of reasons to be optimistic. Much will depend on how the
OER community—including stakeholders from within higher education
institutions, government, and civil society organizations—respond to the
challenges and opportunities that present themselves. While stakeholders
from a range of different backgrounds have stepped up to the plate, aca-
demic librarians perhaps have the greatest potential to emerge as leaders
in this space. Supported by organizations like SPARC and the Open Text-
book Network, and informed by their experiences interacting with pub-
lishers, faculty, teaching and learning centers, and students, librarians are
in a strong position to help grow this movement. Combined with their
knowledge of digital rights management and copyright, the potential for
librarians to both lead and work alongside fellow impassioned stakehold-
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ers is undeniable. As OER are on a trend towards mainstream adoption

32

levels across first- and second-year courses in higher education,”* we are

beginning to see the degree to which OER can improve higher educa-
tion. With an expansive network of libraries, institutions, and civil society
organizations championing OER across the continent, together we can
ensure that the future of OER remains bright.
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What Does the Research Say About OER?

John Hilton Il

The high cost of textbooks is a substantial challenge in America’s higher
education. A survey of 22,906 post-secondary students in Florida reported
that 67 percent of students went without a required textbook because of
high prices. Severe academic consequences are often a direct result of
limited access to the necessary resources; this same study noted that defi-
ciency of learning materials caused 37.6 percent of students to earn a poor
grade, and 19.8 percent to fail a course. High textbook prices also lengthen
the time to graduation. Approximately half the students surveyed stated
that they take fewer courses because of the high cost of materials; more-
over, textbook prices cause one quarter of students to drop classes (Florida
Virtual Campus, 2016).

While college students may be thought to be the only audience af-
fected by these high costs, expensive educational materials also affect
taxpayers. Some student loans costs, as well as money used to purchase
textbooks for public elementary and secondary schools, pull from the
pockets of taxpayers. Furthermore, high textbook costs can keep
schools from purchasing new materials, leaving many students learn-
ing from outdated books, and classrooms lacking a sufficient number
of textbooks.

Open educational resources (OER) are one solution to the problem
of high textbook costs. The term “open educational resources” was devel-
oped in the 2002 UNESCO Forum on the Impact of Open Courseware
for Higher Education in Developing Countries. OER are educational re-
sources that are (1) freely available to all people, and (2) openly licensed in
such a way that authorize reuse, and in many instances, remix and redis-
tribution.
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Over the past 15 years, there has been extensive growth and de-
velopment of OER (Wiley, Bliss, & McEwen, 2014). A large variety of
OER have been generated, many of which are high quality and contain
sufficiently robust content to replace traditional textbooks. Creative Com-
mons licenses provide the required legal clearances to freely share, modify,
and reuse OER (Bissell, 2009; D’Antoni, 2009; Hewlett, 2013). Several
sources, such as the Minnesota Open Textbook Library (open.umn.edu/
opentextbooks/) provide links to and insightful reviews of open materials.
The utilization of OER is becoming more widespread. These resources
have been used in hundreds of colleges and universities internationally,
including Harvard University, Ohio State University, University of Illi-
nois (Urbana-Champaign), Purdue University, University of British Co-
lumbia, and the University of Calgary.!

Despite the widespread belief that freely available educational mate-
rials must be less effective or of lower quality than expensive, published
materials, research demonstrates otherwise. Between 2002 and 2015 there
were only 16 efficacy and perceptions studies related to OER. Hilton
(2016) synthesized these 16 reports to investigate the usefulness and/or
perceptions of OER. Since that time, as of August 2017, 17 additional
peer-reviewed studies have been published regarding higher education
OER efficacy and/or perceptions. This illustrates a rapid rise in research
related to OER efficacy and perceptions, with more published studies in
the past two years than the previous 15. I next summarize the research
that has been done to date.

Research Between 2002 and 2015

Of the studies reviewed in Hilton (2016), nine investigated OER efficacy
and the relation of OER influence to learning outcomes, providing a
collective 46,149 student participants. Only one of these nine studies con-
veyed that the OER use was associated with lower learning outcomes at
a higher rate than with positive outcomes; however, even this study il-
lustrated that in general, OER use resulted in non-significant differences.

U A list of colleges that have ado /pted open textbooks published by Rice
University is provided at https://openstax. or%/ adopters. Note that these
textbooks are only a small fraction of the tot

number of open textbooks
that are currently available.
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Three of the nine studies had results that significantly favored OER over
traditional textbooks, another three revealed no significant difference and
two did not discuss the statistical significance of their findings.

Hilton (2016) investigates the opinions of 4,510 students and faculty
members surveyed across nine studies regarding perceptions of OER. Not
once did students or faculty state that OER were less likely than commercial
textbooks to aid student learning. Overall, roughly half of students and faculty
noted OER to be analogous to traditional resources, a sizeable minority con-
sidered them to be superior, and a smaller minority found them to be inferior.

Efficacy Research Between 2015 and 2017

In addition to the research just summarized, there were eight OER efficacy
studies published between late 2015 and August 2017, containing a total
of 108,809 students. The number of participants, in some respects, is de-
ceptively large, as some of the studies (e.g., Hilton, Fischer, Wiley, and
Williams, 2016; Wiley, Williams, DeMarte, and Hilton, 2016) contained
large student populations but only a small portion of students in these
studies used OER. Regardless, the overall results across these eight studies
imply that students do as well, or better, when utilizing OER.

Wiley et al. (2016) observed that students at Tidewater Community
College (n=23,985) were less likely to drop courses when utilizing OER.
Although the difference was small (0.8%), it was statistically significant.
Similarly, Hilton et al. (2016), who reviewed two later semesters of OER
adoption at Tidewater Community College (n=45,237) found that when
considering drop, withdrawal, and passing rates, students who used OER
were 6 percent more likely to complete the class with credit than their
peers who did not use OER.

Ozdemir and Hendricks (2017) examined 51 e-portfolios written by
faculty in the state of California about their use of open textbooks. For
the 55 percent of the 51 faculty who assessed the impact of adopting an
open textbook on student learning outcomes, all reported that the out-
comes remained the same or were enriched. Chiorescu (2017) studied
606 students at a university in Georgia across four semesters and noted
that students were either as or more likely to pass the class when OER
was used; furthermore, significantly fewer students withdrew when OER
were implemented.
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Croteau (2017) surveyed 24 separate data sets involving 3,847 college
students in Georgia and found no significant differences in student pass
rates, completion rates, or final exam scores before and after implement-
ing OER. Hendricks, Reinsberg, and Rieger (2017) found that students
in a physics course at the University of British Columbia (n=811) per-
formed equivalently well in terms of final exams scores and grade distribu-
tions whether they used OER or commercial textbooks. Grewe and Davis
(2017) studied 146 students who attended Northern Virginia Community
College. They found a moderate correlation between OER use and stu-
dent achievement. Winitzky-Stephens and Pickavance (2017) assessed a
large-scale OER adoption across 37 different courses in several different
general education subjects at Salt Lake Community College (n=34,126).
The multilevel models used by the authors revealed no significant differ-
ence between courses using OER and traditional textbooks for continuing
students, and a small benefit for new students.

Perceptions Research Between 2015 and 2017

There were 12 OER perceptions studies published between late 2015 and
August 2017, involving 2,160 students and faculty. Two of these studies
also included efficacy data, and thus were also included as efficacy studies
in the previous section.

Five studies investigated faculty perceptions of OER. Ozdemir and
Hendricks’ (2017) study of 51 e-portfolios written by faculty in the state
of California who used open textbooks found that a strong majority re-
ported that the quality of the open textbooks was as good or better than
that of traditional textbooks. Moreover, 40 of the 51 portfolios contained
data about students’ attitudes towards the open textbooks; only 15 percent
of these e-portfolios reported any negative student comments. Pitt (2015)
surveyed 126 educators who utilized OER. Roughly two thirds reported
that using OER facilitated meeting diverse learners’ needs and perceived
greater pupil satisfaction using OER. Jung, Bauer, and Heaps (2017) sur-
veyed faculty members who used OpenStax textbooks and found that
81 percent believed OpenStax textbooks are of the same or higher quality
as commercial textbooks. Fischer, Ernst, and Mason (2017) examined 416
online reviews of 121 open textbooks and observed that reviewers com-
monly gave open textbooks high ratings (a median of 4.5/5 overall rating).
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Delimont, Turtle, Bennett, Adhikari, and Lindshield (2016) surveyed 524
learners in 13 different courses at Kansas State University concerning
their use of OER, as well as 13 teachers. Students regarded the OER as
high quality and favored OER over purchasing textbooks. Of the 13 fac-
ulty members interviewed, 12 preferred teaching with OER.

Furthermore, several studies directly questioned students how their
experience with OER compared with commercial textbooks. Hendricks,
Reinsberg, and Rieger (2017) considered survey answers from 143 students
who used OER in a physics course at the University of British Columbia
and noted that 93 percent of respondents reported their open textbook was
the same or better than textbooks in other courses. Similarly, Illowsky,
Hilton, Whiting, and Ackerman (2016) surveyed 325 students in California
who used two versions of an open statistics textbook. They found that
90 percent of students rated the OER as good or better than the textbooks
in their other courses. Jhangiani and Jhangiani (2017) surveyed 320 college
students in British Columbia registered in courses with an open textbook.
These students positively rated open textbooks, with 96 percent of survey
participants stating that they were at or above average. Cooney (2017)
studied 67 individuals enrolled in health courses at New York City College
of Technology. She found that over 80 percent of 67 students surveyed
rated the OER as being better than a traditional textbook, with an ad-
ditional 16 percent saying it was similar quality. Coleman-Prisco (2017)
surveyed 16 students, five of whom were later interviewed regarding their
experiences with OER. She found that 25 percent of participants felt OER
were worse than traditional learning materials; 37.5 percent stated they
were equal, and 37.5 percent said they were better.

Vojtech and Grissett (2017) explored a novel approach to student per-
ceptions by examining how students perceive hypothetical faculty mem-
bers who use open textbooks. They find that students rated faculty who
assign an open textbook to be kinder, as well as more encouraging and
creative. Although the study was intended to have open textbooks be the
only difference between the hypothetical professors that students rated,
only 14 percent students attributed their belief that the professor who
used OER was kinder, more creative, etc. to the prices of textbooks.

Watson, Domizi, and Clouser (2017) surveyed 1,299 students at the
University of Georgia who used the OpenStax biology textbook (an open
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textbook). These students were directly asked to “rate the quality of the
OpenStax textbook as compared to other textbooks they had used.” The
majority of students (64%) reported that the OpenStax book had approx-
imately the same quality as traditional books and 22 percent said it had
higher quality. Only 14 percent of students who used the OpenStax book
deemed it to have a lower quality than traditional textbooks.

Research Between 2002 and 2017: A Summary

To date, a total of 17 peer-reviewed studies that examine the efficacy of
OER have been published; these studies involve 154,958 students. While
there certainly are limitations in individual studies, collectively, there is a
robust finding that utilizing OER in the classroom does not appear to de-
crease learning outcomes and saves considerable funds.

In terms of perceptions, at the time of this writing, 21 peer-reviewed
studies of student and faculty perceptions of OER have been published.
These studies involve 7,969 students or faculty members. While people
may debate whether students are biased towards free books, or the extent
to which they are good judges of what constitutes quality, it is clear that
a strong majority of both faculty and students who have used OER prefer
them to commercial textbooks.

Based on the increasingly extensive research on the efficacy and per-
ceptions of OER, policy makers and faculty may need to judiciously exam-
ine the rationale for obliging students to purchase commercial textbook
when excellent, free, openly licensed textbooks are an option. But signif-
icant questions remain. How can OER be more extensively utilized on
college campuses? To what extent should administrators encourage the
use of OER? What are the roles of libraries in increasing faculty aware-
ness of OER? Are there additional pedagogies that become available when
OER are the primary learning resources? As will be described in the fol-
lowing pages, these are important questions, and this book provides the
beginnings of some very meaningful answers.
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Section 2:

The Pedagogical Implications of OER

Selection of course materials is one of the few ways in which faculty have
complete control over one of the costs of higher education. The role of
OER in reducing these costs cannot be understated. However, OER also
have the power to enable new forms of open pedagogy. Course materi-
als that are free from most copyright restrictions allow faculty to design
and implement innovative teaching methods which can engage students
in new and exciting ways. This section showcases the potential of open
pedagogy, and describes the role of the academic librarian within it.

First, Amaral explores the complementary alignment of the OER
community and academic libraries. Through the lens of OER initiatives
supported by the City University of New York (CUNY) and implemented
at Borough of Manhattan Community College (BMCC), Amaral describes
how an active and engaged culture can emerge when librarians set clear
goals and work collaboratively for the public good.

In a similar vein, Reed talks about collaboration between scholarly
communication librarians and information literacy librarians in support
of OER initiatives, and underscores the importance of partnering with
colleges and departments in the development and use of OER and open
pedagogy.

Reed and Turner share that there are experiential learning oppor-
tunities inherent in OER initiatives. Specifically, the authors describe a
student internship program focused on designing guidelines, criteria, and
standards for evaluating OER for accessibility for disabled students and
their use in the classroom.

Decisions on the adoption of course materials into open resources can
be based on more than cost and accessibility. These decisions are often
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complex and influenced by existing cultures, policies, and other consid-
erations. Walz explains an opportunity for open education advocates to
overcome these obstacles to create more transparent, deliberate practices
when evaluating and selecting required materials.

Finally, through multiple examples of open pedagogical practice
across several disciplines, Jhangiani and Green explore how pedagogy, not
tools or texts, is at the heart of OER advocacy efforts. For these authors,
the resources and staff of an academic library provide the optimal locale to
cultivate an individual’s pedagogical efforts.



From Textbook Affordability to Transformative
Pedagogy: Growing an OER Community

Jean Amaral

Librarians as Community Leaders in Open Knowledge
Similar to the potential for open access initiatives to position librarians
as campus leaders, the open educational resources (OER) movement pro-
vides an ideal opportunity for librarians to lead in their communities.
OER and libraries reside at the convergence of academic affairs and stu-
dent affairs, faculty development and student learning. Leading OER
initiatives taps librarians’ unique expertise in instructional design, copy-
right and licensing, collection development and management, and needs
assessment. As one of the few institutional entities serving both students
and faculty, libraries are perfectly positioned to lead our institutions’
OER programs, with the potential to establish or cement the library as
integral to student success initiatives and as an important partner in fac-
ulty and curriculum development.

There are many high-visibility library-led programs at R1 universi-
ties and prestigious colleges (Salem, 2017) and a growing cadre of com-
munity college librarians doing this work (Community College Consor-
tium for Open Educational Resources, n.d.). At Borough of Manhattan
Community College (BMCC), our Open/Alternative Textbook Program
has received the attention of our president, as well as favorable press
within and without the college. Similar to OER initiatives at colleges na-
tionwide (Yano, 2017), the BMCC library is leading our community in
this effort.

The BMCC Community
The community that the BMCC library serves is both large and diverse.
BMCC is one of 24 colleges in the City University of New York (CUNY)
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system and the largest of the system’s seven community colleges, with
over 26,000 undergraduate students enrolled in fall 2016. We are a ma-
jority minority college, with students self-identifying as Asian (15%),
Black (31%), Hispanic (41%), and White (13%). As well, 54 percent self-
identify as first-generation college students; many are immigrants, and
some are undocumented (CUNY Office of Institutional Research and As-
sessment, 2017).

The college is located in lower Manhattan, three blocks from the
World Trade Center and not far from Wall Street. While BMCC is part
of Tribeca, one of the most affluent Manhattan neighborhoods minutes
away from the seat of unimaginable wealth, in contrast our students
mainly come from low socioeconomic status households throughout all
five New York City boroughs: 65 percent have an annual household
income of less than $25,000, and 83 percent less than $40,000; approx-
imately 65 percent are eligible for Pell grants, a federal income-based
student aid, and just under 90 percent are eligible for Tuition Assistance
Program (TAP), New York’s income-based aid (BMCC Office of Insti-
tutional Effectiveness and Analytics, 2017; CUNY Office of Institutional
Research and Assessment, 2017).

But our students are not numbers. Each is a person facing their own
challenges, often making difficult decisions and balancing tough choices,
including sometimes, “If I buy my textbooks, will I have enough money
for groceries?” As might be expected, the BMCC community, along with
the larger CUNY community, is very concerned about and committed to
addressing textbook affordability. BMCC faculty make accommodations
in classrooms where many students have not purchased the textbook; ad-
ministrators create programs to address the effects of high-priced course
materials on retention and persistence among other barriers, and BMCC
librarians maintain textbook reserve programs. None of which gets to
the heart of the issue: high-priced textbooks, whether purchased by stu-
dents, the library, or the institution. Led by the library, the BMCC
community has come together, across academic affairs and student af-
fairs, across departments and disciplines, to pursue what we consider a
sounder, more sustainable solution with OER. At BMCC this solution
involves growing a strong, vibrant OER initiative focused on transfor-
mative pedagogy, equity, and student success.
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Growing an OER Community

From the Top Down

Several events in the CUNY system contributed to a growing open culture
prior to BMCC launching an OER initiative. In 2013, CUNY established
a Textbook Savings Committee to explore avenues for lowering textbook
costs for students. In these initial discussions, OER was not the focus but
one of many options for reducing costs, as described by CUNY’s Associ-
ate Vice Chancellor and Chief Information Officer in testimony before a
hearing of the New York City Council’s Committee on Higher Education
in fall 2014 (New York City Council, 2014). The University had for sev-
eral years provided students with information through a textbook savings
flyer and website, which listed various options for reducing costs. The
Textbook Savings Committee also investigated and made recommenda-
tions for moving from brick and mortar bookstores to online bookstores
that offered reduced pricing models; four CUNY colleges have imple-
mented this since, with several others to follow even though students
have expressed dissatisfaction with the online option (Inderjeit, 2016) and
preference for a physical bookstore (“York reacts,” 2017).

While replacing one bookstore with another and more expensive
textbooks with less can reduce costs for students in the short term, more
helpful solutions seek zero cost to students; any cost for materials, even
low cost, can be a barrier to learning as evidenced by recent research on
food and housing insecurity for students across the country (Goldrick-
Rab, 2017). At the committee hearing, the Vice Chancellor for Budget and
Finance described CUNY'’s efforts to mitigate the impact of textbook costs
through financial assistance programs, including funding for library text-
book reserves through CUNY’s Student Financial Assistance Initiative,
and student retention and success programs, such as Accelerated Stud-
ies in Associate Programs (ASAP), which provide students with textbook
vouchers (New York City Council, 2014).

Also at the Committee on Higher Education hearing, CUNY’s Dean
for Libraries and Information Services testified about the efforts by CUNY
Libraries which, similar to the financial assistance programs, focused on
eliminating textbook costs for students rather than merely reducing them.
CUNY Libraries oversaw the funding to procure textbooks for reserve,
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purchasing over 30,000 textbooks in 2013-14 which were borrowed more
than 380,000 times (New York City Council, 2014). During the 2014-15
academic year, the CUNY Office of Library Services also offered an online
OER 101 course to faculty and librarians across the system.! The first fac-
ulty cohort to participate received a $500 stipend, and the second $250;
librarians were not remunerated due to contractual constraints. Thirty
faculty, two of whom were from BMCC, and 13 librarians completed the
course.

The administration’s emphasis has been on reducing textbook costs,
while the libraries are committed to ensuring the primary option is to
provide no-cost materials. This focus on no-cost specifically includes text-
book reserves and OER, but we envision that within the next five to
ten years textbook reserves will be eliminated, or at least significantly re-
duced, as the use of OER for course materials continues to grow. More
generally, another important source of no-cost materials is the library’s
digital collection, from articles to ebooks to streaming videos. No-cost
materials are better understood as no additional cost to students beyond
existing tuition and fees. To achieve no cost, BMCC has reallocated funds,
such as those used on reserve textbooks, investing them in resources and
materials that are available beyond an individual course to the community
as a whole (library subscriptions) and globally (OER).

From the Ground Up

While BMCC faculty were for the most part unaware of these CUNY-
wide efforts, there were concurrent activities shining light on textbook
affordability and open culture on our campus, including a textbook afford-
ability event co-sponsored and co-facilitated by the library and the New
York Public Interest Research Group (NYPIRG) in fall 2014 and a fac-
ulty development day on OER and open access in spring 2015. The fall
event, entitled “Campus Conversation: Addressing Textbook Affordabil-
ity,” drew about 40 students, faculty, and staff, providing participants the
space for a lively discussion exploring perspectives, frustrations, and pos-
sible solutions.

! See: https://canvas.instructure.com/courses/815700/ pages/class-intro-
duction
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At this event, students quickly framed textbook affordability as a
social justice issue relating to access to education generally, not just to
textbooks. They also described the catch-22 of not being able to afford
books, doing poorly or perhaps failing courses, then having to repeat
courses at additional cost. Students wanted faculty to consider their strug-
gles when they were selecting course materials, avoiding options such as
bundled books and media or choosing every new edition that comes out.
Many students were concerned about the impact on their grades. And the
students told poignant stories about worrying that their instructors would
think they were less invested in their education when they weren't able
to purchase the textbooks, as well as the difficulty of admitting that they
didn’t have the money to buy books.

BMCC Public Affairs highlighted this event in its reporting of campus
activities, which provided a visible statement in support of students and
faculty looking to address textbook affordability and its impact on learn-
ing. It was clear from this event that there was fertile ground for continu-
ing the conversation within the community, especially among faculty who
hold the key to transitioning from expensive commercial textbooks to no-
cost options.

The faculty development event the following spring, entitled “The
Power of Open: Unlocking Your Research and Course Materials for Max-
imum Impact,” included presentations by librarians and faculty highlight-
ing the benefits and acknowledging the challenges of open, elucidated
through their own personal experiences. The presentations were followed
by robust group discussions and a Q&A which surfaced faculty concerns,
as well as enthusiasm for growing an open culture on campus. The library
built on this momentum with an OER presentation at BMCC’s spring
2015 Technology Day. These efforts and events at both CUNY and BMCC
were the foundation on which we built our Open/Alternative Textbook
Program, beginning with a proposal for a pilot presented to the Provost
and Senior Vice President for Academic Affairs that was approved in fall
2014.

Initiated and developed by the library, BMCC'’s Open/Alternative
Textbook pilot was launched with funding from the library’s textbook
reserves budget, the use of which had been encouraged and supported
by CUNY’s Dean for Libraries and Information Services. The pilot was
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led by BMCC's open knowledge librarian in collaboration with the direc-
tor for the Center for Excellence in Teaching, Learning and Scholarship
(CETLS). Faculty were recruited through an application process in fall
2014, participated in training workshops in spring 2015, and piloted their
zero textbook cost courses the following semester. While the emphasis of
the program was on OER, the goal for the program was zero cost to stu-
dents, which faculty achieved using OER and alternative no-cost materials
available through the library and on the Web, or what is often called zero
textbook cost (ZTC).

Faculty responded overwhelmingly positively to the pilot in an eval-
uation, with all of the respondents indicating they would recommend the
workshops to colleagues and most indicating they would redesign addi-
tional courses using OER. Given this evidence of the pilot’s success with
faculty, BMCC's Provost and Senior Vice President for Academic Affairs
established the Open/Alternative Textbook Program with the continued
leadership of the library and CETLS. The program now receives $30,000/
academic year, which funds faculty stipends.

At the end of spring 2017, 75 faculty from 15 of BMCC’s 17 de-
partments had completed training workshops and redesigned at least one
section of one course (but often more sections and more courses) replac-
ing commercial textbooks with OER or alternative no-cost materials. As
of fall 2017, we estimate that students have saved approximately $1 mil-
lion. In questionnaire responses, faculty who completed the training de-
scribed feeling “happier,” “excited,” “energized,” “confident,” and “liber-
ated,” among other positive characterizations, which they shared with
colleagues. Enthusiastic word-of-mouth promotion generated much in-
terest in the program, and faculty have been turned away each semester
as there are more applications than can be accommodated. As the com-
munity continues to grow, we know that we will eventually need to
successfully recruit faculty who are significantly skeptical of OER. When
we do, we have some confidence that the growing research evidence in
support of positive outcomes combined with their colleagues’ often trans-
formative experiences will be convincing and compelling.

The growth of OER at BMCC and CUNY is due in large part to these
simultaneous efforts occurring from the ground up and top down. At both
the city and state levels, Student PIRGs have been advocating for text-



From Textbook Affordability to Transformative Pedagogy 57

book affordability (New York City Council, 2014; Senack & Donoghue,
2016; Senack, Donoghue, Grant, & Steen, 2016), and their efforts have
kept the issue in the forefront. At the same time as this grassroots advo-
cacy, CUNY’s administration continued to be concerned with and address
unsustainable textbook costs through cost-reduction tactics. Similarly, at
BMCC from the ground up, faculty enthusiastically embraced OER, with
crucial program support from the administration and CUNY Office of Li-
brary Services. Local funding has since been complemented and exceeded
by the investment of foundations and New York State. These myriad
stakeholders working on the issue from both the ground up and top down
contribute significantly to our continuing success at BMCC, which has led
to the inclusion of the OER initiative as one of the strategies in BMCC’s
college-wide retention and completion agenda under the category of im-
proving teaching and learning.

Key Community Partnerships

As BMCC’s OER community grows, several key partnerships have been
and continue to be fostered. Foremost is the collaboration between the
library and CETLS. This synergistic partnership leverages the strengths
of each unit. At BMCC prior to the OER program, the library was not
well known for faculty development programs, while this is the main fo-
cus of CETLS. The OER program has been strengthened by the different
perspectives and expertise brought to the planning, implementation, and
ongoing improvement by the CETLS director and open knowledge librar-
ian. There is also a natural complement between OER and e-learning, and
we are exploring ways to cross-pollinate the training for each of these
programs. While other logical partners include instructional design and
user experience staff, BMCC does not currently have personnel in these
areas.

We also believe there is fruitful potential in partnerships with cohort
programs aimed at student retention and success. We've begun conversa-
tions with ASAP, which provides students with substantial and targeted
academic, financial, and personal support. Currently, ASAP provides text-
book vouchers that do not always cover the entire cost of required mate-
rials; the vouchers are also costly and complicated to manage. OER has the
potential to provide a more sustainable and pedagogically innovative al-
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ternative. A second cohort program, the BMCC Learning Academy, does
not provide vouchers and needs incentives to attract students to the pro-
gram. If all of their cohort courses were ZTC, this could be used to recruit
and retain students.

Partnerships with Student Affairs and Student Government Associa-
tion are also in their infancy. We know that advisors are instrumental in
educating students about ZTC courses, and at BMCC they fully support
the program, given that they are the front line for counseling students
who are considering dropping out of courses or who are doing poorly
because they haven’t been able to access expensive course materials. Con-
tinually educating and updating staff and faculty about important initia-
tives is always a challenge at an institution the size of BMCC, so efforts
are ongoing and new strategies are always being considered. Every fall, we
also reach out to the incoming members of our Student Government As-
sociation encouraging their voice and advocacy for OER, especially with
faculty who have not yet embraced ZTC courses. Finally, we are partner-
ing with our Office of Institutional Effectiveness and Analytics (IEA) to
assess the impact of ZTC courses and the effectiveness of the Open/Al-
ternative Textbook Program. IEA will examine a number of indicators,
including drop-fail-withdraw (DFW) rates, persistence, and time to grad-
uation, among others. All of these partnerships are crucial to the success
of the program and to the success of our students.

Moving from Opportunistic to Systematic Growth

When we launched the Open/Alternative Textbook Program at BMCC,
we made a strategic decision to focus on zero textbook cost with an em-
phasis on OER. With 27,000 students, our community needs the largest
number of courses possible that do not require purchase of course materi-
als. We found that the most effective way to achieve this goal in terms of
recruiting faculty and redesigning courses was through using OER along
with other no-cost materials. While growing our OER community from
spring 2015 through spring 2017, we welcomed any faculty members who
expressed interest in redesigning their courses to achieve zero cost to stu-
dents. We chose not to focus on specific departments or courses in order
to promote as widespread adoption as possible and a campus culture of
open. Because of this opportunistic approach and because the number
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of ZTC courses is currently less than 20 percent of the total number of
courses, students may not be able to find a ZTC course that fulfills needed
requirements and fits their schedule. With our current program, it would
take 15 years to convert 75 percent of the approximately 450 courses of-
fered at BMCC.

Beginning in summer 2016, two additional funding sources have fa-
cilitated a concurrent effort that moves us from course by course develop-
ment to a more systematic approach. The first opportunity to make this
shift came with BMCC’s participation in Achieving the Dream’s Open Ed-
ucational Resources (OER) Degree Initialtive,2 which launched in summer
2016. This initiative has the ambitious and laudable goal of boosting “col-
lege access and completion, particularly for underserved students, by en-
gaging faculty in the redesign of courses and degree programs through the
replacement of proprietary textbooks with open educational resources.
Over the next three years, the Open Educational Resources Degree Initia-
tive will lay the groundwork for nationwide adoption of OER Degrees”
(Achieving the Dream, n.d.). Through spring 2019, Achieving the Dream
is working with 38 community colleges nationwide to create OER degrees
that can be adopted and adapted by other colleges across the country. The
initiative includes a research component that will assess the program’s
goals to reduce student textbook costs and positively impact student suc-
cess.

CUNY Office of Library Services took the lead on the proposal for
the Achieving the Dream grant, which includes two other CUNY cam-
puses, Hostos Community College and Bronx Community College, and is
coordinating efforts across the three campuses. BMCC is converting its
Criminal Justice Associate in Arts degree, Hostos its Early Childhood Ed-
ucation, and Bronx its General Education with a concentration in history.
The criminal justice degree program is BMCC's second largest after lib-
eral arts, with 2,865 students enrolled in fall 2016. There are 20 courses
required for the degree, six within the major. As of fall 2017, all six crim-
inal justice courses will include at least one OER section, with 24 sections
being offered across the six courses. The department plans to increase the

2 .. e s
See: http://achievingthedream.org/resources/initiatives/open-
educational-resources-oer-degree-initiative
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number of OER sections in each course in the following semesters. The
remaining 14 courses across several departments are in the works and
will all have OER sections offered by fall 2018. While we expect that the
majority of criminal justice course sections will be ZTC by 2020, giving
students the possibility of finding sections that fit their schedules, the goal
of adequate course sections for meaningful schedule choices will be much
more challenging to achieve with general education requirements, given
the large number of courses that fulfill these.

Achieving the Dream has taken a holistic approach in working with
participants focusing on developing the capacity of the institution to im-
plement and sustain OER degrees. The participating colleges received a
framework for working across college units, including student affairs and
academic affairs, and with advisors and administrators, as well as faculty.
As an example, BMCC worked with our registrar and CUNY Office of Li-
brary Services to implement a zero textbook cost course designation that
allows students to search for these courses when registering.

To ensure that the degrees created under this initiative can be adopted
seamlessly at other institutions, the participating colleges are required to
use only materials that carry a Creative Commons or other open license.
While similar degrees have been called zero textbook cost or Z-degrees in
the past, this is an important distinction as OER degrees do not use library
resources, which differ college to college, nor other no-cost materials on
the Web, such as YouTube videos, which usually do not adhere to the 5
Rs (retain, reuse, revise, remix and redistribute). Without being able to
retain a copy of this material, it may disappear at any time, as faculty are
well aware, rendering its use unstable.

Given that our Open/Alternative Textbook Program provided a
foundation off which to build, we have experienced one unanticipated
challenge as we develop our OER degree. Because BMCC'’s efforts to
achieve zero textbook cost embraced OER and alternative no-cost mate-
rials, some BMCC faculty have been stretched by the requirement to use
solely OER. Our faculty have found that often there are texts and films
accessed through the library that achieve learning outcomes in ways not
matched by available OER. There are also quality, no-cost options on the
Web that are not OER, such as Stanford Encyclopedia of Philosophy and
The Marshall Project, that faculty value and struggle to find adequate OER
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replacements for. The faculty participating in the grant have embraced
this challenge and are creating OER courses, but some faculty have chosen
not to participate in the OER degree even though they are offering zero
textbook cost courses.

As mentioned earlier, another challenge that has become clear as we
work to create the Criminal Justice OER degree is having enough sections
of OER courses to make it possible for most students to find sections that
fit into their schedules. Achieving the Dream’s preliminary report on the
OER Degree Initiative identified a concern with this “thin line” pathway
of just a few sections of OER courses, which many participating colleges
are encountering (Griffiths et al., 2017). The key moving forward will be
to combine programs that develop Z-degrees with initiatives that support
the redesign with OER of all or the majority of sections for general educa-
tion courses.

The Achieving the Dream OER Degree grant received by CUNY has
been the catalyst for additional funding from New York State, which is
making it possible for us to address this challenge of thin lines for OER
offerings within the degree and the need for more sections of general ed-
ucation courses. After strong advocacy by Student PIRGs for the past few
years and coverage of CUNY’s involvement in the OER Degree Initiative,
the New York State Education Department contacted CUNY’s Office of
Academic Affairs in spring 2017 to express interest in supporting OER
efforts on CUNY campuses. CUNY Academic Affairs together with the
Office of Library Services submitted a funding proposal in response to the
Education Department’s enquiry. This led to New York State including
$4 million in funding for CUNY and another $4 million for the State Uni-
versity of New York (SUNY) in its budget for 2017-18. Before the State’s
funding, about eight of the CUNY colleges had active OER programs; now
all 24 campuses have applied to CUNY Office of Library Services, who is
administering the funds, to begin or grow OER programs.

As part of this initiative, approximately 100 BMCC faculty will re-
design 45 courses, 25 of which are in the top 30 in enrollment, using
OER and alternative materials. This funding begins to address the need
for more sections of general education courses in order to make OER de-
grees viable for most students. Some of the funds will also be used for
assessment, conducting similar studies to those that have examined stu-
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dent success indicators in relation to OER (Feldstein et al., 2012; Fischer,
Hilton, Robinson, & Wiley, 2015; Hilton, Fischer, Wiley, & William,
2016; Ozdemir & Hendricks, 2017). While cost savings is a compelling ar-
gument for redesigning courses, for faculty who are hesitant the research
indicating positive impacts can be persuasive, as well as for administrators
who often focus on student success and retention as strategic priorities.

Moving from Cost Savings to Transformative Pedagogy
Most OER programs estimate what they have saved their students in ag-
gregate; at BMCC, we estimate that in the first four semesters of running
the Open/Alternative Textbook Program we saved students $1 million,
that a student who takes all 20 OER courses as part of the Criminal Justice
OER degree will save $2,500, and that the ZTC courses created under the
state funding will save students over $1.5 million each year. For individ-
ual students, savings vary depending on availability of zero textbook cost
courses that fit their schedule. When an Achieving the Dream represen-
tative visited our campus recently, we recruited a group of five students to
talk about their experiences with textbooks. They candidly responded to
a question about how textbook cost impacts their choice of classes, indi-
cating that it was minimal. For this group of students, the first criteria for
choosing a class was whether it fit their schedule, and the second was the
professor’s rating on various websites. Sometimes, after considering those
two criteria, they might consider the cost of the textbook.

These students were resourceful, and one reason they gave for cost
being a lower priority was the ability to take advantage of “free” sources,
some legal and some not, such as library textbook reserves, a friend’s or
classmate’s copy, and torrent or other document sharing sites. Of course,
there are no similar options when access codes for online publisher sites
are required. We also know that students may enroll in a class regardless
of textbook cost but end up dropping out because of those costs if they
cannot get consistent and reliable access to the text, among other negative
impacts (Florida Virtual Campus, 2016). In questionnaire responses,
BMCC students recognize the positive impact of OER on their learning.
Beyond cost savings, they note that immediate and 24/7 access through-
out the semester means they don’t have an excuse not to do their work and
they are able to keep pace with coursework and complete assignments and
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reading on time. While cost savings are important, it is the affordances of
OER and their positive impact on learning that we focus on in our Open/
Alternative Textbook Program.

For participating in the program, faculty receive $1,000 stipends and
complete four two-and-a-half-hour workshops which provide the foun-
dation for redesigning their courses around open and alternative materi-
als. As might be expected, this redesign takes hours well beyond the train-
ing time allotted. Workshops are run seminar style, encouraging con-
versation and building a community of practice. They are also designed
with active learning, including group discussion of scenarios, think-pair-
share activities, and reflective exercises. In program evaluations, faculty
expressed appreciation for this cross-disciplinary, collegial model, as the
discussion-based format promotes connections across the departments.
With over 1,500 faculty at BMCC, participants often meet for the first
time, and conversations have sparked cross-department collaborations.
For example, during one of the workshops, a faculty member in English
and another in Speech, Communications and Theatre Arts discovered that
they had a shared interest in conflict resolution and non-violent activism
with both incorporating related material and lessons in their courses. The
two are planning to teach connected courses in a learning community, al-
lowing them to collaborate on resources and assignments. With few, but
increasing, opportunities to discuss pedagogy on campus, faculty relish
these conversations.

The curriculum for the four workshops was designed to give faculty
a foundation for completing their course redesigns. In the first workshop,
faculty are introduced to learner-centered teaching through two articles,
one on creating a learner-centered syllabus (Fulmer, 2017) and the other
on backward design (Wiggins & McTighe, 2006). The syllabus article sit-
uates the conversation in learner-centered design, providing examples of
syllabus items before and after being rewritten with the learner in mind
and modeling learner-centered language that can be used when explaining
why the faculty chose to create a ZTC course. For backward design, par-
ticipants read an article describing and assessing the process applied to a
class session (Reynolds & Kearns, 2017). The authors provide a worksheet
that guides faculty through key backward design steps, including identi-
fying learning outcomes that will be addressed and the assessments of the
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learning outcomes, then considering content and activities that will help
the students achieve the learning outcomes and be successful on the as-
sessments. This model provides participants with a process and structure
for thinking about, searching for, and finding appropriate OER for their
courses.

Building on this learner-centered focus, the faculty also read articles
on culturally relevant and culturally sustaining pedagogy (Milner, 2011;
Paris, 2012). With the readings as prompts, faculty discuss how they cur-
rently enact culturally relevant and culturally sustaining pedagogy in their
classes, as well as brainstorming ideas for activities and assignments that
would frame the course from the first day or first week within this ped-
agogical space. The last pedagogical framework faculty explore is open
pedagogy; in groups, the faculty create assignments that engage students
as knowledge producers rather than just knowledge consumers, often
having the students adapt or create OER. It is during this initial session
that faculty first begin to see the pedagogical opportunities afforded by us-
ing open and other no-cost materials.

The second workshop covers OER context and definitions, situating
faculty in the global open movement, and familiarizing them with the 5
Rs. Faculty are also given hands-on time to explore OER repositories and
sites. Because the program also includes using alternative no-cost materi-
als available through the library and on the Web, copyright and fair use
are also covered, with an emphasis on “reclaiming fair use” (Aufderheide
& Jaszi, 2011) which has the potential for broad application in higher ed-
ucation. Faculty are introduced to Columbia’s fair use checklist, as well as
three questions recommended by Aufderheide and Jaszi focusing on trans-
formative purpose, appropriate amount, and reasonableness within field
or discipline. This second session also presents Creative Commons licens-
ing to participants.

The third workshop addresses course and materials delivery, looking
at examples in the learning management system (LMS) and alternatives
including WordPress, Facebook, and LibGuides. Many BMCC faculty are
satisfied with the LMS, while recognizing and to some extent making
peace with its issues, while others find they are ready to move to a more
user-friendly online space, such as WordPress. After considering delivery
options, this session looks at creating OER, with examples from faculty
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colleagues. Participants are encouraged to start small, thinking of mate-
rials they have already created, including assignments, lecture slides, and
handouts. Lastly, the participants discuss assessment. In the first semester
that faculty teach with OER, they are asked to administer a questionnaire
addressing students’ experiences in the course and with OER. Participants
are encouraged to think about what they would like to explore and learn
about the experience of teaching OER, and to use the questionnaire or
other assessment to write an article within the scholarship of teaching and
learning.

The last workshop focuses on the importance of community, both the
OER community of practice at BMCC, as well as the larger communities
within faculty disciplines and higher education in general. Listservs such as
that hosted by CCCOER (the Community College Consortium for Open
Educational Resources) and SPARC (the Scholarly Publishing and Acade-
mic Resources Coalition) are recommended to extend and expand the com-
munity of practice beyond BMCC and CUNY. On the listservs, faculty can
connect with others in their discipline as well as across disciplines, solicit
assistance, and contribute to the growing national community of practice.
Faculty also complete an assignment in which they upload an OER they
have created to CUNY'’s institutional repository, Academic Works, as well
as review OER in one of the repositories, such as MERLOT (the Multime-
dia Educational Resource for Learning and Online Teaching). Concluding
the workshop series, faculty present whatever portion of the course rede-
sign they have completed, sharing the resources they found and how they
were using them in their courses. This sharing reinforces the community
of practice and provides the opportunity for participants to receive feed-
back and suggestions on their redesigned course.

The focus on pedagogy in the BMCC Open/Alternative Textbook
Program has been an important contributing factor to its success. While
BMCC faculty are committed to the social justice issue of textbook af-
fordability, the opportunity to redesign their courses in innovative ways
made possible by OER and other no-cost materials energized faculty going
through the workshops and attracted others to join them, as was made
clear in the faculty questionnaire responses mentioned earlier. Some fac-
ulty were able to ditch the textbook altogether, while others who used
open textbooks often supplemented with videos and other sources that
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transformed their courses. The costs savings are undeniably important to
our students and part of this program’s success, but even more so is the
pedagogical transformation that we see taking place.

Sustaining and Scaling OER

At BMCC there are several issues that need to be addressed to sustain
OER initiatives at meaningful scale. Increasing general education OER
course offerings requires us to work within, around, or through depart-
mental constraints, which vary by discipline. For example, some depart-
ments encourage and support adjunct participation while others actively
discourage it, which is problematic given that two thirds of our faculty are
part-time. In our science department, the faculty in each discipline (biol-
ogy, chemistry, physics, and astronomy) vote on the textbook that will be
adopted for all sections of their courses. For OER to be used by our sci-
ence faculty there needs to be consensus, which we are working toward.
Science faculty who have gone through the Open/Alternative Textbook
Program are able to act as OER champions, and this can be particularly ef-
fective if the OER champion is the course coordinator.

On the other hand, in the humanities and social sciences, there is
more independence in course material selection, and often faculty use dif-
ferent frames or lenses for the same course. This most often requires us
to work course section by course section with individual faculty members.
Within the OER Degree and New York State funding initiatives, we are
beginning to use communities of practice to encourage more sharing of
resources between these independent faculty members, which would help
with scaling beyond one or two sections. Within the humanities, after we
announced the zero textbook cost attribute in our registration system, we
heard from some English instructors who were using zero cost resources
before the launch of the Open/Alternative Textbook Program, with more
taking up the option after participating. Contemporary literature courses
understandably remain out of reach due to the appropriate materials re-
maining under copyright, though many faculty seek out the lowest cost
options and the library purchases ebooks whenever possible to support
faculty efforts.

Another discipline-specific barrier is the loss of publisher ancillaries
when courses are redesigned with OER. This is a barrier in STEM dis-
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ciplines (science, technology, engineering, and math) as well as social
sciences, even though faculty in the latter are more likely to individually
choose their textbooks. Most faculty have neither the time nor the exper-
tise to develop valid and reliable test questions. To address this, BMCC
will be exploring various options available for personalized learning sys-
tems, also known as adaptive learning, that use OER (e.g., Carnegie Mel-
lon OLI). Most personalized learning systems are produced by commercial
publishers, and their use of OER for the content on which the ancillary
material is based may reduce the cost, at least initially. As stated earlier
though, even low-cost materials may prove a barrier to many students. At
BMCGC, there is an effort to incorporate any costs for personalized learn-
ing systems into already existing programs and fees to avoid passing the
cost along to students in new fees thus maintaining courses as zero text-
book cost.

CUNY Office of Library Services also received a grant from the Bill
and Melinda Gates Foundation to test one system, Lumen Learning’s
Waymaker platform, which combines OER with adaptive or personalized
learning. Several CUNY schools are participating, and BMCC’s psychol-
ogy faculty will be using the platform for several sections of Introduction
to Psychology. This project is part of a larger three-year research study
that will evaluate impact on student success, persistence, and retention.
BMCC math faculty, who are probably the furthest along in moving their
courses to OER, are also exploring open source alternatives, including My
Open Math and WeBWorK, as possible solutions for developing home-
work assignments and practice tests, rather than using publishers’ online
sites. These homework systems and personalized learning platforms ad-
dress the reservation raised by many faculty who hesitate to move to OER
because they lose publisher test banks and other ancillaries.

Along with these department and disciplinary challenges, faculty are
on the whole concerned with how OER will count toward tenure and
promotion. At BMCC, while participating in OER initiatives is generally
viewed favorably by most departments in tenure and promotion reviews,
the adoption, adaptation, and creation of OER in redesigning courses is
not officially included in the evaluation of teaching, service, or scholar-
ship. This is one reason that in the Open/Alternative Textbook Program
we spend time discussing assessment and encourage faculty to publish
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about OER within the scholarship of teaching and learning, as currently
any peer-reviewed publications would count toward tenure and promo-
tion in our current tenure system. BMCC’s Associate Dean of Faculty has
suggested that OER could fall under Boyer’s “scholarship of integration,”
and we'll be exploring this avenue going forward (Boggs, 2017). Tenure
and promotion is a particularly complex issue to address as policies and
procedures can have many layers, including disciplinary, departmental,
college, and system, but without valuing this work in tenure and promo-
tion, it will be extremely difficult to sustain and scale our efforts.

Another important challenge both locally and beyond is developing a
viable funding model that values faculty expertise and the labor required
in redesigning courses with OER. At BMCC, the $1,000 stipend we offer
faculty is the equivalent of approximately 22 hours at a non-adjunct teach-
ing rate. The faculty are in workshops for 10 hours, leaving 12 hours to
significantly redesign their courses around these new materials and within
this new pedagogical framework. To date none of our faculty have cho-
sen to adopt available OER courses as a whole from third party providers.
Although this type of adoption is often touted as the answer to issues
of sustainability and scalability, even this takes some labor, with faculty
needing to become familiar with the materials and flow of the course.
But the potential for pedagogical transformation we have demonstrated
in BMCC's Open/Alternative Textbook Program comes from faculty re-
thinking and redesigning their courses, which takes substantially more
time. Ideally, to adequately value this creative and innovative work, we
would provide our faculty, who labor under 5/4 teaching loads (5 courses
in fall, 4 in spring), with a course release. Counting toward tenure as
scholarship of integration would also allow faculty to choose how they
spend their time in fulfilling the scholarship requirement. Both of these
changes would help in recruiting faculty who have stated that the under-
valuing of this work is a barrier to their embracing OER.

The Importance of the Commons

For the library, we want to take our success with OER and solidify our
role in leading campus-wide initiatives that contribute significantly to our
university’s strategic goals, as the Open/Alternative Textbook Program
has on our campus. Librarians also have the opportunity to lead a public
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dialog about OER, as we have with open access (OA), which often focuses
on economics and monetary costs in particular: high prices for journals,
high prices for textbooks, large profits for the companies producing them.
Librarians are well positioned to expand this discussion to include the
knowledge commons (Hess & Ostrom, 2011), which speaks to social jus-
tice issues often inherent in the work at community colleges specifically
and higher education generally. At BMCC, some faculty and librarians be-
lieve in fighting against what Bollier terms “enclosures of commons—in
which corporate interests appropriate our shared wealth [or information
and knowledge] and turn it into expensive private commodities” (Bollier,
2014, p. 3). This should sound familiar, as it's what we've seen happen in
both scholarly publishing and textbook publishing, and just as scholarly
publishing behemoths have entered the OA sphere, publishers and ven-
dors are moving into OER. Recently, librarians have authored important
critiques (Almeida, 2017), and Crissinger (2015) urges us “to be cognizant
of our position within increasingly corporatized institutions and consider
how we might be furthering the goals of those institutions, to think seri-
ously about how we can be actively dismantling power structures instead
of perpetuating them, and to remind ourselves why we think open is
worth fighting for in the first place.” With librarians leading OER initia-
tives, we have the opportunity to reclaim knowledge as a public good, if
we choose to heed the call.
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Creating Learning Opportunities in Open
Education: An Exploration of the Intersections
of Information Literacy and Scholarly
Communication

Michelle Reed

Introduction

In many academic libraries, scholarly communication and information lit-
eracy are considered distinct areas of librarianship that are typically man-
aged by separate units within an organization. Those who practice in the
realm of scholarly communication tend to emphasize support for faculty
and sometimes graduate students, focusing on the topics of copyright,
access, visibility, and data management as they relate to research and schol-
arly publishing. Information literacy librarians, on the other hand, prior-
itize undergraduate students and focus on information-seeking behavior,
information evaluation, and ethical use of information. The practice of
information literacy librarians has been deeply impacted by educational
theory, instructional design, and the scholarship of teaching and learning,
resulting in a growing emphasis on learning outcomes and assessment,
while that of scholarly communication librarians shifts in confluence with
case law, public policy, and commercial publishing practices.

In 2013, the Association of College & Research Libraries (ACRL)
published Intersections of Scholarly Communication and Information Literacy:
Creating Strategic Collaborations for a Changing Academic Environment, a
white paper that defined three important connections between these two
critical areas of librarianship and proposed a variety of strategic actions
that librarians can take to capitalize on the potential of the Intersections.
Recommendations included developing integrated educational programs
for librarians, redesigning information literacy curricula for all audiences
to include topics of scholarly communication, discussing organizational
models that break down silos, and advocating for the value of libraries in
disseminating scholarship and contributing to student learning.
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Since then, a number of books, articles, and presentations have been
published on topics central to the Intersections. A bibliography of relevant
readings is available on ACRL’s website (ACRL, n.d.-a), and the organi-
zation has since developed a licensed workshop, “Two Paths Converge:
Designing Educational Opportunities on the Intersections of Scholarly
Communication and Information Literacy,” to continue outreach and ad-
vocacy around the Intersections (ACRL, n.d.-b). Though librarians have
produced scholarship related to open education for over a decade, little has
been written about the connection between open education (frequently
housed within scholarly communication units) and information literacy.
This chapter expands the Intersections discussion to include open educa-
tional resources (OER) and open pedagogy. It presents a case for the
intersectional nature of open education and provides examples of how
practitioners and advocates can leverage the common ground between
scholarly communication and information literacy to create meaningful
learning opportunities for a variety of audiences.

Background

ACRL’s 2013 Intersections white paper grew from the recognition that
our information ecosystem, and library roles within it, is changing at a
rapid pace and that such dynamic change requires agility and strategic
realignment of our traditional roles and responsibilities. It emphasized
collaboration, both within and outside of libraries, as a mechanism for
responding to the three intersections highlighted in the paper. Those in-
tersections are the economics of the distribution of scholarship, digital
literacies, and changing roles for librarians (p. 1). The paper’s authors
noted the publication was intended to spark further conversation and the
recommendations they put forth were only a small selection of possibili-
ties for capitalizing on the interconnectedness of our work.

Another ACRL publication, Common Ground at the Nexus of Informa-
tion Literacy and Scholarly Communication, edited by Stephanie Davis-Kahl
and Merinda Kaye Hensley (2013), followed the white paper’s release
and presented early examples of librarianship at the intersections. In the
foreword, Joyce Ogborn wrote that information literacy and scholarly
communication developed quite naturally without intersecting, though
our changing landscape now requires that we think critically about the
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connections (p. v). Some of these connections are explored in the book’s
16 chapters. Though many chapters focus on including an undergraduate
audience in scholarly communication education and outreach, audiences
comprised of graduate students, faculty, and librarians are also discussed.
In “Teaching Our Faculty: Developing Copyright and Scholarly Commu-
nication Outreach Programs,” for example, the chapter’s authors discuss
the formation of a campus-wide copyright committee and its approach
to developing an outreach program on the topic (Duncan, Clement, &
Rozum, 2013). Similarly, a chapter about ACRL'’s Scholarly Communica-
tion Roadshow describes how the group’s approach to professional de-
velopment evolved over time to support the changing needs of librarians
(Kirchner & Malenfant, 2013).

ACRL'’s adoption of the Framework for Information Literacy for Higher
Education in 2016 bolstered the connection between scholarly communi-
cation and information literacy by directly referencing topics central to
scholarly communication when defining information literacy. The Frame-
work was born out of recognition that information literacy is complex and
nuanced, and it offers a set of interconnected core concepts to guide our
conversations with students, faculty, and other stakeholders. It presents
six frames, each with a set of example knowledge practices and dispo-
sitions that are intended to be integrated into academic programs at a
variety of levels. Though the Framework uses student-centric language
to discuss information literacy, much of the document can also apply to
teachable moments with faculty and administrators; this is particularly
true through the example knowledge practices and dispositions that bleed
into topics of scholarly communication. Areas of overlap include the pro-
duction and commodification of information (“Information Creation as
a Process” and “Information Has Value”), the value of collaboration in
advancing knowledge (“Research as Inquiry”), the importance of access
to information (“Searching as Strategic Exploration”), the significance of
how authority is established and realized in different contexts (“Authority
Is Constructed and Contextual”), and the recognition that systems of com-
munication can enforce or dismantle information privilege (“Scholarship
as Conversation”).

The growing body of literature around the Intersections and the Frame-
work aren’t the only movements within libraries that advocate for ex-
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ploring a deeper and more thoughtful connection between information
literacy and scholarly communication. Practitioners of “critical informa-
tion literacy” and, more broadly, “critical librarianship” aim to interrogate
the role libraries play in reinforcing systems of oppression and to address
how librarians can proactively shift practices to challenge existing power
structures, inequities, and biases related to information seeking and con-
struction in our work. Examples range from examining Library of Con-
gress subject headings and identifying problematic patterns of classifi-
cation (Drabinski, 2008) to reframing our approach to the “reference
interview” as a dialog, as opposed to a transaction, that enables “student-
generated transformative action” (Adler, 2013, p. 4). Critical information
literacy is at its heart about social justice.

A popular example of critical information literacy and the Intersections
comes from Scott Warren and Kim Duckett, who present strategies for
introducing undergraduate students to complex issues of information ac-
cess and commodification by deconstructing subscription and public re-
sources and leading a conversation about the economics of information
(2010). The authors describe how they experimented over time with
integrating topics central to scholarly communication into information
literacy instruction. Many of their instructional strategies were tested, re-
vised, and improved within the context of an elective English course that
typically attracts junior and senior science majors. The library session for
the course is divided into two parts—the first focusing on active discus-
sion of the scholarly communication cycle and issues inherent in it, and
the second focusing on hands-on discovery of peer-reviewed informa-
tion. Each instructional strategy is presented with discussion questions
and learning resources. Together, the two build on these strategies in
a later publication that more fully defines two intertwined but distinct
frames of reference that inform their praxis (2013). The sociocultural
frame of reference is useful for guiding conversations related to social
constructs and norms within academic communities (e.g., peer review),
and the economic frame of reference allows us to explore the business side
of information exchange as we bridge discovery and access (e.g., toll ac-
cess journals).

The Warren and Duckett example is an excellent illustration of how
information literacy can prod the politics of knowledge production. This
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interrogation of knowledge production, and associated issues of informa-
tion ownership and commodification, is also an area of emphasis for practi-
tioners and advocates of open education, which is why incorporating infor-
mation literacy and collaborating with those who work in this realm is cru-
cial when designing outreach around OER and open pedagogy. Librarians
are increasingly involved with coordinating and leading open education
efforts on college and university campuses, as evidenced by contributions
to the chapters in this field guide. This expansion of our roles warrants a
deeper exploration of open education’s connection to information literacy
and librarians’ long history of teaching within higher education.

Librarians as Teachers

A foundational principle presented in Intersections is that all academic li-
brarians are teachers. Beyond that, the authors assert, “All roles in an
academic library are impacted and altered by the changing nature of schol-
arly communication and the evolution of the dissemination of knowledge.
Therefore, every librarian has a role in teaching, whether formally or in-
formally, about scholarly communication issues” (p.4). Teaching in the
context of academic libraries can take many forms, from providing in-
person and online reference services to introducing patrons to archives
and special collections. Librarians frequently hold consultations with fac-
ulty and students, offer workshops and seminars, and share expertise with
other campus units. However, teaching is most closely associated with for-
mal, course-integrated instruction targeting a student audience.

Evidence collected during ACRL’s Assessment in Action project, a
three-year program that investigated how libraries impact student learn-
ing at over 200 post-secondary institutions from across North America,
shows that libraries contribute to student success in four key ways
(Brown, 2016). The group’s research suggests students benefit from (1)
using the library and (2) collaborative partnerships between the library
and other academic programs and services. The other key findings are re-
lated to library instruction. Specifically, students benefit from (3) library
instruction during the early stages of their academic careers and (4) library
integration into general education.

When we consider how library-led learning happens on college and
university campuses, our focus tends to revolve around instruction occur-
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ring in a traditional classroom. Librarians have a long history of delivering
formal instruction to groups of students, as noted by Barbara Fister in a
collection of essays on new roles for librarians (2015). Instruction most
frequently takes the form of the “one-shot” (that is, a single session de-
livered to students enrolled in a course offered by another department),
though librarians may also be embedded in courses, providing an op-
portunity for interacting with students for the duration of a course, and
sometimes teach credit-bearing classes. This focus on teaching and learn-
ing through instructional design and information literacy is not a new
trend, nor does it appear to be reversing course anytime soon.

The 2016 Ithaka S+R survey of library deans and directors shows that
positions and resource allocations that support teaching and research are
expected to grow in the coming years, as was the case in the 2013 survey
(Wolff-Eisenberg, 2017). It may not be surprising, then, that many of the
early examples of librarianship at the intersections of scholarly commu-
nication and information literacy focused on integrating scholarly com-
munication concepts into formal undergraduate instruction. Intersections
literature provides examples of plagiarism and copyright curriculum im-
plemented in a first-year-seminar program (Clement & Brenenson, 2013),
development of a credit-bearing course on scholarly publishing (Gilman,
2013), and library integration into courses offered by an undergraduate
research program (Hensley, 2013), among others. Such approaches pro-
vide valuable opportunities to engage students in higher-order thinking
about information authorship, ownership, and privilege.

Still, the types of learning opportunities created by librarians are not
limited to the classroom. Librarians commonly develop guides and tuto-
rials in order to extend learning outside the walls of a classroom, though
such resources are frequently connected to course-integrated instruction.
Likewise, stand-alone workshops, such as those on copyright offered to
faculty and graduate students by scholarly communication librarians, tend
to mimic classroom settings. Although these types of learning opportuni-
ties are important, a growing number of librarians have written and pre-
sented on less formal strategies for approaching learning. Amy Buckland,
for example, offers an elegant description of opportunities for engaging
with students as creators of information by making student work available
through institutional repositories and supporting student-run scholarly
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publishing (2015). This demonstrates a change in approach that positions
the library as a partner rather than a resource and is an important distinc-
tion in our interactions with all members of our university communities.

Later in this chapter we'll explore the intersectional nature of open
education and related partnerships in more detail. First, we must briefly
address the mechanics of learning. In How Learning Works, seven dis-
tinct yet interconnected principles of learning are presented, along with
strategies for integrating each principle into teaching practices (Ambrose,
Bridges, DiPietro, Lovett, & Norman, 2010). The principles, listed below,
are based on the premise that learning is a process undertaken by the
learner that results in lasting change and is influenced by prior experiences
and knowledge:

1. Students’ prior knowledge can help or hinder learning.

2. How students organize knowledge influences how they learn and ap-
ply what they know.

3. Students’ motivation determines, directs, and sustains what they do to
learn.

4. To develop mastery, students must acquire component skills, practice
integrating them, and know when to apply what they have learned.

5. Goal-directed practice coupled with targeted feedback enhances the
quality of students’ learning.

6. Students’ current level of development interacts with the social, emo-
tional, and intellectual climate of the course to impact learning.

7. To become self-directed learners, students must learn to monitor and
adjust their approaches to learning. (pp. 4-6).

Though the book presents a variety of evidence-based strategies for fa-
cilitating learning, a recurring theme is the importance of collecting data
to better understand learners’ needs and progress. It is worth noting
that, like in the Framework, the language used in How Learning Works is
student-centric; however, the authors do the important work of apply-
ing the principles to instructors in the book’s conclusion, recognizing that
teaching is a complex and dynamic activity. The principles are applied
specifically to self-directed reflection and learning about teaching, which
is often voluntary and, particularly at research institutions, underempha-
sized. However, they are just as relevant to more formal situations in
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which faculty assume the role of students, such as in copyright, visibility,
and publishing workshops led by librarians. As such, the seven principles
provide a helpful frame for librarians to evaluate these types of learning
opportunities.

Learning at the Intersections

Librarians most frequently emphasize students as the beneficiaries of our
teaching and learning initiatives. However, the intersections present sig-
nificant learning opportunities for faculty and administrators as well. To
better understand this potential, it is useful to think critically about how
our profession defines both information literacy and scholarly communi-
cation. In the Framework, ACRL defines information literacy as “the set of
integrated abilities encompassing the reflective discovery of information,
the understanding of how information is produced and valued, and the
use of information in creating new knowledge and participating ethically
in communities of learning.” Writing in Common Ground at the Nexus, Ju-
lia Gelfand and Catherine Palmer offer a helpful way of defining scholarly
communication:

Information-literate members of the academy should under-
stand how knowledge is created, evaluated, shared, and pre-
served. If we define scholarly communication as the ways in
which subject knowledge is created (research methodology),
evaluated (peer review), shared (through scholarly journal ar-
ticles, monographs, conference proceedings, and research re-
ports), and preserved (repositories writ large), then it is clear
that an information-literate individual is one who understands
both the issues and processes of scholarly communication.
(2013, pp. 9-10).

Sarah Crissinger, reflecting on her work at the intersections on ACRL'’s
blog, takes this connection one step further and captures the essence of li-
brarianship from an intersectional perspective:

[ find the ways that scholarly communication is being infused
with information literacy even more interesting and exciting,
partly because I believe that IL can make scholarly commu-
nication outreach more holistic and approachable. One of the
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best examples of this is librarians’ outreach on altmetrics and
impact factor. Asking faculty and graduate students to think
critically about how we evaluate scholarship and what impact
really means to them as scholars and information consumers is
information literacy. (2015, italics in original)

The importance of such a holistic approach is emphasized by Shan Sutton
in his review of the Intersections white paper, in which he advised libraries
to “approach the integration process as an opportunity to rethink their
faculty, as well as student, engagement across the entire spectrum of
scholarly communications activities” (2013, p. 2). This focus on faculty en-
gagement through an information literacy lens is an area of scholarship
that deserves further exploration.

Numerous studies reveal gaps in faculty understanding of the issues
and processes related to scholarly communication. A 2007 report from
the University of California Office of Scholarly Communication and the
California Digital Library eScholarship Program suggests that faculty are
“under-informed” and disengaged with a range of topics central to schol-
arly communication (p. 3). A report on scholarly communication by the
Center for Studies in Higher Education noted low recognition by faculty
of the economic impact of scholarly publishing practices on libraries (i.e.,
the “serials crisis”), and by extension the communities they serve; beyond
that, the report documented “quite a few” outright rejections of this im-
pact (Harley, Acord, Earl-Novell, Lawrence, & King, 2010, p. 11), despite
compelling evidence to the contrary (Suber, 2012; SQW Limited, 2003).
Low awareness of institutional repositories has been reported by librari-
ans investigating scholarly communication perceptions in their local con-
texts (Mischo & Schlembach, 2011; Odell, Dill, & Palmer, 2014; Yang &
Li, 2015). Similarly, a survey of faculty members from 17 universities
across the United States found that the majority of faculty were unaware
of their institution’s repository (Kim, 2011, p. 249). Copyright, too, re-
mains a challenge. Both anecdotal (Duncan et al.,, 2013) and empirical
(Smith et al., 2006) evidence suggest faculty have limited familiarity with
the complexities of copyright law and how it applies to their research and
teaching practices. Such low awareness among faculty could cause con-
cern for librarians interested in broaching similar topics with students.
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However, teachable moments frequently arise, particularly in course-in-
tegrated instruction, for deepening the understanding of both audiences
simultaneously.

Opportunities in Open Education

Open education, with its emphasis on intellectual property rights and
sharing, is fertile ground for exploring the competencies of the commu-
nities we serve through an information literacy lens. Low awareness of
OER among faculty, as reported by the Babson Survey Research Group,
shows there is much room for growth in this area (Allen & Seaman, 2016,
p. 12). At the same time, library leaders continue to seek meaningful ways
to demonstrate the value of the library and its impact on the organiza-
tional mission. It is becoming increasingly important for librarians at all
levels to consider how our work aligns with these strategic priorities.

In some cases, the task of connecting learning opportunities to strate-
gic priorities is straightforward and relatively effortless. In others, the task
can be more problematic, often the result of outdated or nonexistent doc-
umentation. Still, our ability to clearly demonstrate connections between
our efforts and the university’s priorities is essential, especially for new
initiatives like those surrounding OER outreach and education. Natural
connections between open education and institutional goals frequently
include increasing affordability, supporting student success, fostering in-
novation, and producing impactful scholarship. Finally, though outreach
about open education frequently occurs in one-on-one conversations and
group discussions, the practice of drafting learning outcomes and assess-
ment strategies can prove useful in guiding and focusing conversation in
these and other informal teaching scenarios.

When designing learning experiences around open education, it is
critical to consider the purpose of the learning experience alongside the
audience for whom it is intended, as well as a method for assessing the
success of the learning experience. Deb Gilchrist offers a popular formula
for learning outcomes that sandwiches “in order to” between an action
and an intention. Gilchrist recommends beginning each outcome with a
strong, measurable action verb, such as those listed in Bloom’s Taxon-
omy. The way in which each verb is connected to a cognitive process
should be considered, and verbs that are not measurable (e.g., understand-
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ing and knowing) should be avoided. The clause following “in order to”
should describe the intention of the learning experience. That is, what
should the learner be able to do as a result of the learning? Assessment of
learning outcomes can take myriad forms—formal or informal and sum-
mative or formative—and should always be approached with the learner
(not the teacher) at the forefront of the experience. In ACRL’s Inter-
sections Workshop, which presents strategies for crafting outcomes for
learning experiences, librarians are encouraged to ask themselves a se-
ries of simple questions to form the foundation for learning: Who is your
audience? What is your purpose? How will you know if the learning hap-
pened? With these basic components defined, we can begin connecting
learning opportunities for specific audiences to the strategic priorities of
our libraries and institutions.

For example, most open education advocates have firsthand experi-
ence with faculty and administrators who have a fundamentally flawed
understanding of how open licensing integrates with traditional copyright
protections. Such misunderstandings of information ownership and
transfer can derail conversations and pose significant challenges for ad-
vancing open initiatives, even when those initiatives are firmly connected
to institutional priorities. It can be helpful to spend time in advance of
important meetings and discussions brainstorming specific learning out-
comes to guide these informal learning experiences. An outcome such as
“evaluate information ownership and transfer in open vs. proprietary con-
texts” can increase agility in responding to questions and comments that
demonstrate low understanding of information ownership, a concept es-
sential to information literacy. Considering the specific action expected
following the intervention can inform the second half of the outcome.
For example, learning in this context may be planned in order to increase
adoption of OER, increase the creation of open scholarship, or develop
stronger communication channels about OER between university admin-
istrators and instructors.

Outreach within libraries is as crucial to the success of open education
initiatives as it is with stakeholders outside of libraries. As new open ed-
ucation initiatives emerge within academic libraries, we need to guard
against the tendency to develop programming within silos. Cheryl Mid-
dleton, ACRL president, suggested that all academic librarians must be
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competent in scholarly communication and warned against the trend of
developing scholarly communication services in isolation from the work
of subject librarians, many of whom are responsible for delivering infor-
mation literacy instruction and working with faculty in their designated
departments (2017). This is particularly important considering that open
education efforts are most frequently oriented in scholarly communica-
tion units (Walz, Jensen, & Salem, 2016; Yano, 2017), though librarians
responsible for information literacy have significant expertise in working
with faculty to improve their courses and design better learning experi-
ences.

The potential here is nicely illustrated in a Twitter thread by Zoe
Fisher, a librarian who specializes in information literacy instruction
(2017). Fisher described a dialog with first-year students in a one-shot ses-
sion that demonstrates how naturally OER integrates into instructional
scenarios with undergraduate students. Fisher reports that she received
the question, “How does the library help students with textbooks?” The
question, along with multiple follow-up questions from the students, pro-
vided an opportunity to introduce the freshmen to course reserves, the
limited purchasing power of libraries and related shift to open resources,
and existing options, such as buy-back and rental programs, intended to
lower costs for students. The posts are an important reminder that oppor-
tunities to engage with students about OER will arise in our information
literacy work whether we plan them or not. Advance, collaborative plan-
ning by open education advocates and information literacy and subject
librarians to identify talking points and connections between open edu-
cation and information literacy will allow us to reframe extemporaneous
responses into teachable moments that deepen our students’ understand-
ing of how information production and consumption impact our daily
lives, both in academia and beyond.

Open education leaders can, of course, face numerous challenges get-
ting librarians on board. Time constraints are a common barrier. Quill
West, Amy Hofer, and Dale Coleman explore this and other findings in
their report on the grant-funded Librarians as Open Education Leaders
project (2017). The project website includes instructional videos and tem-
plates that can be used to ready subject librarians for supporting faculty
interested in transitioning to OER. The resources serve as an important
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reminder that OER support is strikingly similar to any other reference
consultation librarians provide. Focusing on these similarities—and em-
phasizing that OER consultations are guided by identifying and respond-
ing to an instructor’s information need—can help time-strapped librarians
understand that supporting OER isn'’t as foreign as it may otherwise seem
and can be a very natural extension of services they already provide. Em-
powering our communities to understand and meet information needs is
information literacy.

Numerous scholars both within and outside of libraries have argued
that librarians cannot and should not fully own responsibility for informa-
tion literacy, and the same is true when applying information literacy to
open education. An exciting example of the convergence of open education
and information literacy was presented by Billy Meinke, OER technologist
at the University of Hawai i at Manoa, at the Open Education 2017 con-
ference. Meinke presented on a workflow and support system intended to
empower faculty by demystifying the OER design process. In planning the
training to support the adaptation and creation of OER, Meinke mapped
learning outcomes for faculty creators to the six frames described in the
ACRL Framework. Foundational principles of OER, such as the significance
of intellectual property rights, found natural homes in the “Authority Is
Constructed and Contextual” and “Information Has Value” frames, while
abilities related to OER creation and adaptation were better reflected in
the “Information Creation as Process” frame. Technical skills, such as eval-
uating the technical adaptability of an OER and downloading a resource
from a repository, were not mapped to a frame. In a paper submitted for
the Open Education Global Conference in 2018, Meinke joined Reed in
exploring the connections between each frame and topics related to open
education, including the frames omitted from the original mapping. The
paper merges technologist and librarian perspectives and probes issues of
OER quality, collaboration, and student privacy.

Writing on the Open Oregon blog, Silvia Lin Hanick and Hofer argue
that librarians should incorporate open practices into information literacy
instruction rather than approaching them as distinct areas of focus (2017).
They recommend opening our own teaching practices in order to model
pedagogy for faculty. Additionally, they present connections between open
education and the Framework that can guide scaffolding information liter-
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acy competencies into open assignments. For example, in exploring open
education through the “Information Has Value” frame, the authors note
that textbook costs make the commodification of information a “real-life
problem” for students. OER is an excellent solution; however, oversimpli-
fying OER by focusing on cost at the exclusion of effort and labor, which
are not always compensated, does little to deepen students’ understanding
of how information functions in a networked society.

There is, of course, potential for student involvement beyond class-
room settings, which serves as an important reminder to think broadly
about collaborative opportunities within our institutional contexts. Part-
ners who can assist in developing, distributing, or otherwise augmenting
learning experiences can be found within our library, across campus,
and at external organizations, such as professional societies, nonprofits,
advocacy groups, and government agencies. It is in the development
of these partnerships that the greatest advances in open education are
achieved. Take, for example, the success of BCcampus, a government-
funded organization that supports teaching and learning in British Co-
lumbia’s public post-secondary education system. Since beginning an
open textbook project in 2012, BCcampus has created over 160 text-
books, facilitated OER adoption in over 700 courses, and saved students
over CA$2 million. Executive Director Mary Burgess attributes this suc-
cess to multi-institutional collaboration, financial support from govern-
ment agencies, student advocacy, an engaged staff, supportive campus
partners, and strong relationships with international leaders in open ed-
ucation (2017).

In the United States, a growing number of state legislatures are draft-
ing legislation that elevates open education in the public discourse and
presents open education advocates with additional opportunities for part-
nerships that drive culture change and advance the values of open educa-
tion. For example, in 2017 the Texas State Legislature signed into a law a
bill that added OER to an existing textbook disclosure law and established
a statewide grant program to support the adoption and creation of OER.
The law requires that institutions of higher education provide search-
able information allowing students to filter by courses that use only OER.
Similar policies were implemented in Washington, Oregon, and Califor-
nia; these and other state-level activities impacting open education are
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tracked and curated by the Scholarly Publishing and Academic Resources
Coalition (SPARC) on the OER State Policy Tracker.! Such top-down
initiatives, such as OER disclosure mandates, present a need for open
education advocates to carefully consider strategic options for creating
learning experiences that educate faculty and administrators about OER.
Proactive and thoughtful outreach in this area can reduce the backlash of
“unfunded mandates” that could otherwise pollute growth and result in
concerns over academic freedom.

The heightened attention on OER can also catalyze pedagogical
change, particularly at institutions that have adopted experiential learn-
ing (learning by doing) or collaboration as a strategic priority. Though
the definition of “open pedagogy” is contested, it is broadly conceived
as a practice that empowers students as content creators by giving them
the opportunity to demonstrate mastery through the act of creation. In
the introduction to Critical Library Instruction, the editors describe their
praxis as one that “respects what each student brings to the classroom”
(Accardi, Drabinski, & Kumbier, 2010, p. x), which is how practition-
ers of open pedagogy often describe their work. Open pedagogy hinges
on student agency within an authentic and collaborative learning envi-
ronment. It challenges traditional roles of teacher and student and has
the potential to transform the educational experience. However, there
are significant concerns that demand sensitivity when transitioning to
open practices. Robin DeRosa explores some of these considerations in
writing about her experiences collaborating with students in the open
(2016); she touches on concerns related to access (considering students
without or new to technology), production (considering privilege and
the hidden costs of labor), and privacy and safety (considering trolling
and digital identities). When thoughtfully approached, however, this
style of pedagogy offers an excellent opportunity for faculty to work col-
laboratively with both scholarly communication librarians, leveraging
their expertise in copyright and visibility, and information literacy li-
brarians, leveraging their expertise in assignment design and classroom
management. The result is often elevated levels of student engagement

" OER State Policy Tracker: https://sparcopen.org/our-work/state-
policy-tracking/
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and motivation, deeper connections with content and collaborators, and
higher levels of satisfaction with outputs of the learning experience.

Conclusion

Libraries are experiencing a number of pressures that require innovative
thinking, flexibility, and critical reflection. Responding to this pressure,
ACRL’s publication of the Intersections white paper has resulted in a grow-
ing interest and energy around the common ground between information
literacy and scholarly communication. Librarians writing on the intersec-
tions have introduced multiple ways that topics of scholarly communica-
tion can be integrated into undergraduate outreach and education.

Less has been written about applying the lessons learned from infor-
mation literacy initiatives to outreach with faculty or connecting libraries’
extensive experience with information literacy to our work in open ed-
ucation. The strategy presented in this chapter— of focusing on learning
experiences and tailoring each to a specific audience and purpose— is one
method for approaching those connections. The examples included in
this chapter, such as mapping open education learning outcomes to the
Framework, leveraging undergraduate instruction to introduce students to
course resource options, and collaborating with other librarians to scale
support for OER, are only a starting point for developing meaningful out-
reach and education about open educational practices. There is significant
room for further exploration.

As libraries are faced with dwindling budgets and increasing demand
to demonstrate the value of our contributions to the university commu-
nity, it is important to consider the ways in which we can collaborate
with partners both within and outside our libraries to advance work in
support of institutional priorities. Framing our work within open educa-
tion in the context of information literacy can be a useful anchor and a
persistent reminder that we are almost always acting in a teaching capac-
ity, even when we are not working directly with students in a classroom.
Such an approach fosters greater intentionality, improved outcomes, and
stronger partnerships.
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Experiential Learning and Open Education:
Partnering with Students to Evaluate OER
Accessibility

Michelle Reed & Ciara Turner

Introduction

Providing internship opportunities to students is a high-impact practice
that can positively impact student retention and engagement (Kuh, 2008).
In Spring 2017, the University of Texas at Arlington (UTA) Libraries
partnered with administrators of the university’s Minor in Disabilities
Studies to initiate a series of experiential learning opportunities for under-
graduate students pursuing the minor. The partnership established UTA
Libraries as an internship site for Disabilities Studies students who express
interest in education and/or publishing.

This form of experiential learning, which is defined as learning by
doing, also supports the Maverick Advantage, a campus-wide initiative
that encourages students to participate in experiential learning via five
“distinguishing activities.” The activities focus on career development,
community engagement, global connections, leadership, and undergrad-
uate research. The internship described in this chapter advances career
development goals defined in the Maverick Advantage by providing real-
world opportunities for disability studies students to apply knowledge
gained during their coursework.

Our chapter focuses on an open textbook evaluation project com-
pleted by the first intern to work with the Libraries on open education ini-
tiatives. The results highlight accessibility strengths, expose problematic
exclusion of students with disabilities in higher education, and demon-
strate the ways in which some open textbooks, intended to be “open” for
all, fall short of that promise. We will outline best practices for designing
accessible, open textbooks and describe the process used to evaluate the
accessibility of existing resources. We will also discuss the engagement of
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the student intern with open education on our campus and the potential
for future projects.

Background

UTA is a four-year public research university located in northeast Texas.
Total global enrollment for the 2016-17 academic year was 58,664, mak-
ing it the largest institution in the University of Texas System. Estab-
lished in 1895 as Arlington College, UTA was designated a Hispanic-
Serving Institution by the U.S. Department of Education in 2014. The
university is frequently recognized for its diverse student population and
for its affordability. U.S. News & World Report ranked UTA as fifth in the
nation for undergraduate diversity, third largest destination for transfer
students, and second for lowest average student debt among U.S. univer-
sities. Additionally, the university is frequently ranked as a top school for
veterans.

The Minor in Disability Studies, started by Dr. Sarah Rose in Fall
2013, is offered through the university’s Department of History. Since the
1980s, UTA has been an exemplary university for accessibility, the disabil-
ity community, and equal educational opportunities. Since the creation of
the minor, the disability presence at UTA has increased. Disability aware-
ness has spread as the minor has attracted over 85 students from nearly
every discipline represented at UTA. Students on campus also have the
opportunity to explore disability history and learn about the disability ex-
perience through events on campus, such as panel speakers, film viewings,
and lectures on disability history and culture.

Students wishing to complete the Minor in Disability Studies must
take several disability studies courses and ultimately undertake a 117-hour
internship. In these courses, students learn about important disability
studies concepts, such as the social and medical model of disability, dis-
ability identity and culture, and the intersection of disability with race,
gender, and ethnicity. In these courses, students form a better understand-
ing of the role of disability in history and in their current culture. The
minor leaves students with a new perspective on the human body and
ability, and the final internship and capstone assignments allow students
to practice applying the concepts in a real-world professional setting. Stu-
dents partner with nonprofit organizations or related business sites and
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use the insight gleaned during their coursework to complete projects with
these organizations. !

In early 2017, UTA Libraries’ Open Education Librarian partnered
with Dr. Rose to provide such an opportunity to an undergraduate stu-
dent enrolled in the minor. The Libraries began developing outreach and
educational programming focused on open education with the hire of an
Open Education Librarian, a new position, in Fall 2016. The position was
created as the result of a library reorganization initiated in 2015. As the
Libraries reassigned over one third of its staff to work within its Schol-
arly Communication Division, it also began seeking new opportunities to
promote and support open systems for sharing information. The Open
Education Librarian was tasked with developing programming to support
the university’s strategic goal of increasing affordability while advocating
for open practices. To this end, the Libraries joined the Open Textbook
Network (OTN) and hosted an Open Textbook Workshop in February
2017. Approximately 25 teaching faculty and staff were recruited to attend
the workshop, where they were introduced to open educational resources
(OER) and encouraged to review an open textbook indexed in the Open
Textbook Library (OTL). Attendees who completed a review of an open
textbook received a $200 stipend. During the signup process, workshop
attendees were encouraged to identify at least one open textbook relevant
to their discipline that they might be interested in reviewing.

The resulting list of resources was given to the disability studies in-
tern for the textbook evaluation project. In addition to providing a hands-
on learning experience for the student, the evaluation project identified
the strengths and weaknesses of existing open textbooks being consid-
ered for adoption by teachers at UTA and informed the Libraries’ long-
term goal of creating high-quality, accessible OER. The Open Education
Librarian, who served as internship supervisor, drafted the following ob-
jectives to guide the intern’s work on the project over the course of the
Spring 2017 semester:

+ Investigate accessibility standards for electronic books (ebooks); this
may involve communicating via email or in person with local experts.

! For more information, see: https://utadisabilitystudies.wordpress.com/
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+ Investigate accessibility guidelines and best practices used by estab-
lished OER publishers (e.g., OpenStax, BCcampus, University of Min-
nesota Libraries Publishing, Open SUNY Textbooks).

+ Identify or create an assessment rubric based on common accessibility
standards.

+ Evaluate a prioritized list of OTL resources using the rubric, draft a
statement about each resource to accompany rubric evaluation, and
identify areas for improvement.

+ Maintain formal notes in Google project folder about the process of
identifying and applying evaluation criteria.

+ Draft accessibility guidelines and best practices for OER creation at
UTA.

Methods

Researching Best Practices

The primary goal of the project was to evaluate the accessibility of open
textbooks being considered for adoption by UTA faculty and staff and
to determine whether these texts aligned with critical accessibility stan-
dards. To accomplish this goal, the project team conducted research on
online publishing, accessibility, universal design, and OER. Additionally,
the intern interviewed students on campus about the struggles they faced
when reading textbooks online. Through the semester, the team experi-
enced firsthand the issues students with disabilities face when using open
textbooks and discovered the pressing need for a focus on accessibility in
discussions about OER.

The student intern made efficient and educated contributions to the
project by building on foundational knowledge derived from her course-
work (specifically from courses on universal design and the history of
disability). However, the intern’s previous exposure to OER and publish-
ing was limited. Therefore, readings and training around the purpose,
goals, and role of OER in higher education were integrated into the re-
search process. The intern learned about OER and Creative Commons
licensing using resources such as “Models of OER” (Margulies, Sinou, &
Thille, 2005) and “7 Things you should know about OER” (EDUCAUSE
Learning Initiative, 2010). Although resources about OER tend to note
the importance of achieving openness by proactively communicating "5R"
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permissions to users (i.e., revise, remix, reuse, redistribute, and retain),
many do not mention accessibility or accommodation of OER. This com-
mon omission highlighted the importance of the project team’s work in
raising awareness of accessibility problems in open textbooks.

Research on the application of universal design principles to create
inclusive OER also informed our work. Universal design is a disability
studies and design concept that advocates for the conscious design of
products that have equitable use for all people. Seven basic principles of
universal design guide the creation of products and spaces to ensure they
are universally usable (Burgstahler, 2012):

+ Equitable use

+ Flexibility in use

+ Simple and intuitive use

+ Perceptible information

+ Tolerance for error

+ Low physical effort

+ Size and space for approach and use

When creating OER one goal should be usability by all students, and
these seven principles help ensure that resources created benefit a wide
range of students with varying mental and physical abilities. We used the
principles to guide our approach to the evaluation process, as they go
hand-in-hand with best practices in accessible design. OER created with
these principles in mind tend to be the most accessible to all students.

Key Resources
Numerous resources provide useful overviews about designing with a fo-
cus on accessibility. The following resources were particularly helpful in
guiding our work:

BCcampus Open Education Accessibility Toolkit: Originally
published as BC Open Textbook Accessibility Toolkit, this is a valuable
resource for those learning about accessibility and its role in OER. The
Toolkit walks readers through BCcampus’ best practices for accessibility
and explains why various accessibility standards are important. The
Toolkit identifies several ebook elements that demand special consider-
ation (e.g., images, color contrast, and multimedia) and teaches readers
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how to design these elements so they are accessible to all students. It
also suggests different methods of testing for accessibility in these areas.
The Toolkit can be accessed at https://opentextbc.ca/accessibilitytoolkit/
(Coolidge, Doner, & Robertson, 2015).

Flexible Learning for Open Education (Floe): Floe is a grant-

funded project managed by the Inclusive Design Research Centre at
OCAD University. The website lists recommended practices for online
publishing and offers tools for developers that show what accessible and
inaccessible publications and sites look like. The resource is available at
https://floeproject.org/ (Treviranus, Mitchell, & Clark, n.d).

WAVE Web Accessibility Evaluation Tool: WAVE is an online

accessibility checker that helps complete accurate accessibility evaluations
by analyzing webpages for inaccessible content. The tool came in handy
when evaluating HTML versions of texts and can scan for missing head-
ers, missing alternative text on pictures, and inaccessible buttons on the
webpage that can be easily overlooked during manual evaluations. We
used the accessibility checker to perform an initial scan of each OER for
formatting and textual errors. The WAVE accessibility checker can be
found at http://wave.webaim.org (Web Accessibility In Mind, n.d.).
Web Content Accessibility Guidelines (WCAG): WCAG served

as a master list of requirements and accessibility references during the
evaluations. These guidelines outline the current accessibility standards in
online publications and informed the creation of our evaluation rubric.
WCAG should be considered when conducting accessibility evaluation
on HTML versions of ebooks. It can be accessed at https://www.w3.org/
W Al/intro/wcag (Henry, 2017).

Developing a Rubric

To assess the accessibility of the open textbooks in our sample, we created
an evaluation rubric with eight accessibility standards. We evaluated each
of the textbooks based on the eight standards listed below and gave them
a passing or failing score based on their adherence to each accessibility
standard. We found that most failed to meet the accessibility standards for
images and tables whereas other standards, such as color contrast and con-
tent organization, almost universally passed. Below is a discussion of the
eight standards we evaluated and an explanation of how we tested them.
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1.

Content organization: Evaluating the open textbooks for clear or-

ganization and structure ensures the text is usable by a variety of stu-

dents. When checking the books for content organization, evaluate

headings and titles, the table of contents, chapter and page numbers,
and general reading layout and order.

A. Heading and titles: Open textbooks are generally organized
into sections and chapters. These should be created with spe-
cific markup (header 1, header 2, title 1, title 2) and should
always be distinct from body and footnote text. Chapter titles
and section headers that are in bold or in larger font are not
distinguishable by VoiceOver and other assistive technology
(AT). All chapter headers and titles should remain in their cor-
rect location during text reflow, which is when a document’s
contents change shape and shift position on a screen (e.g., fol-
lowing magnification).

B. Table of contents with navigation: A table of contents should be
present and functioning in the ebook. Students using open text-
books should be able to “flip” to certain chapters and specific page
numbers as they would if reading a traditional book. The table of
contents should be compatible with screen readers. It is necessary
to check each table of contents with a screen reader to ensure that
students requiring use of a screen reader have complete access to
the table of contents. It is also important that the table of contents
is created as an ordered list so that students using a screen reader
or keyboard-only navigation can easily navigate through the table
of content list and into the text.

C. Working page numbers: Ebook page numbers should correspond
to the print version of the book. It is important for the digital ver-
sion to have working page numbers so students opting to use it
are able to follow along with those in the course using the print
version. HTML versions often omit page numbers and show each
chapter’s content on a single web page. This numbering style is
more accessible for students reading the text online as they do
not have to refresh each page and can scroll through the chapter.
PDF and epub version of ebooks, however, should have tradi-
tional page numbers.
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D. Reading layout and order: All chapters and chapter subsections
of the ebook should be logically ordered and easily followed by
users and screen readers. All content should be displayed left to
right as well as up and down the page. It is vital for ebooks to
follow the same structure and organization as traditional texts.
When checking reading layout, use various screen readers to read
through portions of the text to verify that content can be accu-
rately read to students. Also, check to ensure that non-textual
elements of the ebooks, such as images and graphs, are read in the
correct order and in line with the text.

Images: Many textbooks include images that are informative and

provide vital information that supplements the text on the page. Im-
ages are a common accessibility problem area and are often inaccessi-
ble to students using screen readers or screen modifications. Students
with low vision or auditory preference use screen readers to “read”
texts. Without proper markup, images are not detected by screen
readers. Students with dyslexia, colorblindness, and other learning
disabilities may use a colored display or other screen modification
when using ebooks. As with screen readers, many images are ren-
dered inaccessible when used with these types of AT. To assess images
in an ebook, choose a minimum of 20 non-decorative and decorative
images from random chapters and analyze each one individually be-
fore passing or failing the standard.

A. Non-decorative image alternative text: Images of examples,
charts, and graphs or images that contain other vital information
should have written alternative text in the form of an alt tag or
image description. These images are essential elements of the text
and should be created to be accessible for all students. A text tag
accompanying the image allows students with low vision using
screen readers to access images by providing a written description
of the image that can be read by screen readers. Alternative tags
also allow students using color overlays or monochrome displays
to view the image.

B. Decorative images are marked with null text: Images that do not
contribute any new educational information, or decorative im-
ages, should be marked with “null” alternative text. These images
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are not vital elements of the text and do not have to be accompa-
nied by a text tag.

C. Complex images have descriptions: Images such as graphs, tables,
or equations that require interpretation should have a caption
that includes a description of the image and the data it presents.
This helps students using screen readers to fully understand
graphs, equations, etc., but also ensures that all data are presented
in two ways. Students who do not perceive color or choose to lis-
ten to their ebook also benefit from image descriptions.

D. Compatibility with magnification and color contrast AT: All im-
ages should be compatible with magnification software. Test se-
lected images with browser plug-ins, such as Zoom for Chrome,
to determine whether images are compatible with this type of
software. Images should be able to reflow when magnified. Ad-
ditionally, all images should be viewable when magnified up to
200 percent. It is also important to test images with various
screen modifications to determine whether content is viewable
in alternate color schemes and display options. Images should be
viewable in grayscale, with monochrome displays, and on high-
and low-contrast screens.

3. Tables: Similar to images, tables require captions and textual descrip-

tions, and they should be created to be compatible with assistive and

non-assistive technologies. To test tables in ebooks, select a minimum

of 20 tables throughout the text and check them for simplicity and

viewability. Although tables are generally accessible to all, there are two

main accessibility standards to consider when evaluating this element.

A. Simple tables that are compatible with AT: Tables should be simple
in the sense that they are clean, single-celled, and clearly labeled.
Tables should be created with a specific markup, and all infor-
mation should be entered as ordered lists. All tables need to have
titles and labeled rows and columns. Split cells are discouraged.
When tables are not created in a simple, ordered way they are in-
decipherable to screen readers. Use screen readers, such as NVDA
and Kurzweil, to test tables in PDF versions of open textbooks
and browser plug-ins, such as Reader for Chrome, to test those in
HTML versions.
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Tables compatible with magnification AT: all tables should be com-
patible with magnification software and should maintain structure
during text reflow. Students with low vision and certain learning
disabilities need to manipulate the text size and font. Ensure tables
maintain their structure and viewability when the surrounding text
is reflowed. Magnify tables with plug-ins, such as Zoom for
Chrome, and other magnification AT to ensure all information in
the tables can be magnified to 200 percent.

4. Hyperlinks: Though specific only to the digital version of a text, hy-

perlinks are a vital part of the textbook and need to be accessible to

all students. Students using screen readers or altered displays are of-

ten unable to distinguish hyperlinks from the rest of the body text. To

evaluate accessibility, check up to 40 different hyperlinks throughout

each text with screen readers and high- and low-contrast screens to

test their universal usability.

A.

In-book links function: In-book links are hyperlinks that connect
to another location in the text, such as links in a table of contents
that connect to specific images or locations in a chapter. These
links should be a distinct color from the body text and should
connect to their correct location when clicked. Test at least 20
in-book links from different locations in the chapter by clicking
to check functionality and by reading them with a screen reader.
Links should be created with specific markup so the link title,
rather than the URL, is read by the screen reader. Often, hyper-
links are inconsistently marked, so it is important to test links
from throughout the text.

Live hyperlinks function: Live hyperlinks are links that connect
to outside webpages, usually for additional information, exam-
ples, or videos. Any content linked in an ebook should be assessed
for accessibility standards. When testing links that connect to
external videos and webpages, check videos for captions and web-
pages for compatibility with different AT. As with in-book links,
live hyperlinks should be a distinct color from the text, even when
underlined or italicized. All links should have a descriptive title
that is not the URL. Links should be created with specific markup
that allows screen readers to recognize them as links.
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C.

All links are descriptive: Links should be obvious and distinct from
the rest of the text. Links should be descriptively titled, as noted
above (e.g., “Examples of UD” vs. www.universaldesign.com/
7principles/example/110). They should be underlined and in a dif-
ferent color than that of the body text. Evaluate the contrast of
links with a color contrast analyzer to ensure they are visible for
students using screen modifications or high/low-contrast screens.

5. Multimedia: Some ebooks include videos, interactive diagrams, or

links to websites with interactive elements, videos, and other multi-

media content. This content must be accessible by all students.

A.

Open or closed captions: Any video included or linked in the text
should be fully captioned, complete with action captions when
necessary. Check all videos in the text for proper captioning to
ensure all content is accessible to students with low vision and
low hearing or to English as a Second Language (ESL) students
requiring translation.

Transcript: Transcripts should be easily accessible for all videos
linked in the text. Additionally, transcripts should be compatible
with screen readers and provide a complete transcription of all
multimedia content. This is helpful both for students with dis-
abilities and those wishing to access the video without using
headphones or watching a screen.

Audio/video media player is compatible with AT: The platform
and player presenting videos and other multimedia content should
be compatible with all screen readers, magnification software, and
color contrast modifications.

Flickering: There should be no flickering content in the text. Any
content that flashes more than three times per second is dangerous
and inaccessible to some users. Check all parts of the text including
videos, animations, and all interactive content for flickering.

6. Formulas: Math and engineering textbooks use formulas through-

out the text. It is important that these formulas are created with a

specific equation editor to ensure they are compatible with screen

readers and “select and speak” functions. Test formulas from various

chapter locations in the text to check for consistent markup and

viewability for all students.
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STEM (science, technology, engineering, and math) formulas
and equations are created with a compatible equation editor such
as LaTeX or MathML: Formulas should be created and inserted
in the text with an equation editor. Formulas typed directly into
text along with other body text are not distinguishable by screen
readers. To test for accessibility, choose a number of formulas
from different chapters and read them with a screen reader. Each
should be recognizable by the reader as a formula and read in a
way that makes sense to student only able to hear the formula.
Images of equations with alternative tags: Alternatively, equa-
tions can be inserted into the text as images with accompanying
text descriptions.

7. Font: All body and header fonts should be compatible with assistive

and non- assistive technology. It is important to check the reflowabil-

ity of fonts to ensure students may adjust fonts and visibility settings

to their own preferences when using open textbooks.

A.

Font is adjustable and compatible with screen readers: In all
ebook formats, font size and style should be adjustable. If font,
color, or page background color are not adjustable with non-
assistive technology, check that they are compatible with other
AT. All textual information should be visible in grayscale and on
high/low-contrast screens and should be compatible with screen
readers and “select and speak” functions.

Zoom capabilities (up to 200%): Fonts should be compatible with
magnification AT and capable of zoom to 200 percent. Text
should be compatible with reflow. Test several locations of text
to ensure when text, images, or pages are resized the text restruc-
tures and holds its original shape.

Standard font (12 pt. body, 9pt. footnote): Check that all body and
footnote text adheres to WCAG AA size guidelines. Traditional
body text should be no larger than 12 pt., and footnotes should be
no larger than 9pt.

8. Color contrast: Color is an important element of ebooks that is often

overlooked. All information presented in color should also have a text

or shape alternative. For example, a graph with information repre-

sented in color should also mark data points with circles, diamonds, or
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squares. Use a color contrast analyzer to test contrast ratios in the text

and confirm all components of the text (e.g., images, chapter headers,

section titles, interactive elements, links) are accessible to students
viewing the textbook with various screen modifications. All color el-
ements should adhere to WCAG standards.

A. All information presented with color is also conveyed in a way
understood by those who do not perceive color: Any information
in images or graphs presented in color must also have a textual
description in order to be accessible to students with low vision
or students with learning disabilities, such as dyslexia.

B. Contrast for headers passes WCAG AA standards: Headers
should meet WCAG AA contrast ratio requirement of 4:4:1. Use
a color contrast analyzer to check this requirement.

C. Contrast for body and footnote text passes WCAG AA standards:
Contrast for text must also meet required standards.

Results
We completed 20 open textbook evaluations using the eight criteria and
gained valuable insight to the usability of open textbooks and their biggest
accessibility problem areas. With few exceptions, most of the open text-
books we evaluated were not universally accessible to all students. Some
of the open textbooks were generally accessible, with only a few problem
areas, while others managed to pass only one or two of the eight acces-
sibility standards. The evaluations were telling, and the project team was
able to identify accessibility problem areas common to most of the open
textbooks in our sample.

Standard 1: Content organization. Eighteen out of the 20 open

textbooks evaluated passed this standard. Many of the books were miss-
ing specific elements of this standard, such as clear headings and titles
or a table of contents with navigation, but on the whole, many open
textbooks were accessible in terms of organization and navigation. This
standard is important as it gauges how easily a student will be able
to navigate a textbook. Well-designed organizational elements benefit
all students wishing to navigate through the text via keyboard-only or
through an assistive technology such as VoiceOver or NVDA. Open
textbooks that do not pass this standard are likely unusable for such stu-
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dents. Proper header and title markup are essential for easy navigation
through the text.
Standard 2: Images. Eight out of 20 open textbooks evaluated passed

this standard. Our project revealed images to be a huge accessibility prob-
lem area for OER. In many texts, images are central to the information
and should be viewable by all students, regardless of ability. Most open
textbooks that failed this standard had non-decorative images throughout
the text with no alternative text. When images are not accompanied by
alternative text, students with low vision are not able to access them. Ad-
ditionally, students with learning disabilities that require them to listen
to the text are also unable to easily “view” the image. Many of the images
throughout the text were inconsistently marked with alternative tags.
Such a practice suggests that the creators had some knowledge of ac-
cessibility and the need for accommodation but approached the task of
integrating alternative text with carelessness.

Standard 3: Tables. Ten out of 20 open textbooks evaluated passed

this standard. Tables are another accessibility problem area in the texts
we analyzed. Like images, tables are often a central element of textbooks.
Especially with STEM books, it is critical that tables are compatible with
assistive technology and readable by all students. Many of the open text-
books we tested had complex tables, with multiple sets of information per
cell. This makes it impossible for a screen reader or browser extension
to decipher the table and read it to the student. Tables were also disor-
ganized, lacked titles, and did not have clearly labeled rows and columns.
Some disorganized tables are difficult to follow by able-bodied students
and are impossible to navigate when reading with assistive technology.
Many tables are also not adaptive to reflow, so they lose structure and
viewability when the page or font is resized. Students with low vision and
students requiring screen modifications are unable to properly view tables
when they are not formatted correctly and inserted into the text without
proper markup.

Standard 4: Hyperlinks. Seventeen of 20 open textbooks evaluated
passed this standard. In general, most of the open textbooks we looked at
had accessible hyperlinks that were usable by students with a wide range
of abilities. Most of the texts had both in-book and live hyperlinks that
functioned, connected to the correct location, and were distinct from the
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rest of the text. The open textbooks that did not meet this standard failed
to distinguish hyperlinks from the informational body text through color
or italicizing. This makes it impossible for students of all abilities to distin-
guish links from text. Others that failed this standard used colors that did
not meet contrast requirements to distinguish links. Students who do not
perceive color or who use screen modifications for other learning disabili-
ties are not able to access the links that do not meet contrast requirements
as they are not visible on their screens.

Standard 5: Multimedia. Nineteen of 20 open textbooks evaluated

passed this standard. Almost all of the open textbooks we evaluated had
little to no multimedia content and none had any flickering content. Like
hyperlinks, as most multimedia is web-based, videos and other online
content are generally compatible with different assistive technologies and
usable by many students.

Standard 6: Formulas. Fourteen of 20 open textbooks evaluated

passed this standard. Most of the STEM books analyzed that failed these
standards are completely unusable by low vision students, despite passing
other accessibility standards. In STEM books, elements like equations and
formulas are central to the book and must be usable by all students if in-
corporated in the classroom. Many of the books tested inserted equations
and formulas as text lines that are only accessible to an able-bodied stu-
dent reading the ebook as a traditional book. Any student wishing to use
any accommodation, or students with specific learning and physical dis-
abilities, would be unable to access equations. Screen readers are unable
to read equations correctly unless created with MathML or LaTeX. Many
equations are also images without alternative text and cannot be magni-
fied or adapted in any way to fit high- and low-contrast screens.
Standard 7: Font. Nineteen of 20 open textbooks tested passed this

standard. Most versions of the open textbooks passed this standard. Font
in most of the open textbooks was compatible with screen readers, high-
and low-contrast screens, and magnification AT. Many books allowed for
adjusting font size and style, background color, lighting, and page size with
no issues. Open textbooks that do not pass this standard are difficult to use
for students with specific reading preferences when using open textbooks.
Standard 8: Color contrast. Nineteen of 20 open textbooks analyzed

passed this standard. Most of the open textbooks easily passed this stan-
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dard, as most creators seemed to abide by WCAG AA contrast standards.
Although some books failed certain requirements of this standard, color
use as a whole was found to be accessible by a wide range of students and
compatible with various AT.

Discussion

The results of our evaluations not only revealed common accessibility
problems but also highlighted harmful assumptions about disability and
higher education. As we completed the reviews, it became clear that many
of the open textbooks were created with a specific student in mind: a
fully able-bodied student with no physical or learning disabilities. Though
often overlooked, the design of products, such as public spaces and text-
books, perpetuate common social biases against people with disabilities.
In many of the open textbooks, images were inserted without captions,
assuming the reader would be able to view the image with no issue. Equa-
tions were inserted as text, assuming a traditional reading of the textbook
rather than one requiring a screen reader. Headers and links were created
in colors and fonts that do not adhere to accessibility standards, assum-
ing all readers fully perceive color and do not use modifications. These
problem areas show the widespread and deep-reaching exclusion of peo-
ple with disabilities from higher education.

These accessibility problem areas in open textbooks represent a larger
problem in colleges and universities across the nation. When OER are
created with faulty assumptions of students’ mental and physical abilities,
OER become part of a larger social problem that systematically excludes
students with disabilities from equal education. Though licensed openly,
many of the OER we reviewed were completely closed to students with
disabilities and students wishing to access texts through nontraditional ac-
commodations.

In order to gain a better understanding of the issues these students
face when using ebooks for university courses, the disability studies intern
met with students to discuss the problem areas identified in our eval-
uations. The practice of treating accessibility and accommodation as an
ongoing conversation revealed additional aspects of ebook accessibility
that should be considered. By the end of the semester we reworked the
evaluation rubric to include two additional standards, Interactive Ele-
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ments and Accessibility Documentation. Interactive elements in ebooks
(e.g., animations, quizzes and knowledge checks, calculators) should also
be checked for accessibility. Like photos and tables, interactive functions
should be compatible with adaptive and nonadaptive technologies. The
revised rubric is included in the Appendix. It is now used at UTA to guide,
evaluate, and revise (if necessary) OER creation projects that are currently
underway. Future projects could refine rubrics further to evaluate OER
for accessibility for a specific set of students or for compatibility with a
specific AT.

Finally, the intern expressed gratitude for the experiential learning
opportunity and noted the value of speaking with students on campus
about their struggles in confirming the importance of this project. Her
summative reflection also demonstrated an increased understanding of
issues surrounding access to information and of student behaviors in re-
sponse to access barriers. Additionally, our work revealed that students
use accommodations and AT for a multitude of reasons and that universal
accessibility benefits all students and not just those with physical and
learning disabilities. The experience shed light on student frustrations and
invisible barriers that hinder students’ education and provided a useful
perspective to the intern as a prospective teacher. It also provided her the
opportunity to share her expertise and scholarship publicly through co-
authorship of this chapter.

Conclusion

The partnership between the two UTA units was a win for all stakehold-
ers. The Libraries benefited by being able to contribute to experiential
learning at UTA and by growing expertise on accessibility and universal
design; the student benefited from the opportunity to apply coursework in
a real-world setting and reference the experience in résumés, portfolios,
and future applications; and the program administrators benefited from
having a reliable site to recommend to students with an interest in pub-
lishing, education, or other relevant fields.

The results of the evaluation project, however, demonstrated that
there is significant room for growth in OER and in how we as a com-
munity discuss and prioritize accessibility. Future interns matched with
the UTA Libraries will be asked to contribute to this growth by con-
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ducting similar evaluations of both existing resources and OER currently
under development by UTA faculty and staff, by providing remediation
assistance as necessary to improve the accessibility of OER, and by investi-
gating strategies for sharing findings and best practices in order to benefit
the greater OER community and the students we serve. Open education
coordinators and project managers at other institutions are encouraged to
explore similar partnership opportunities with students and staff with ex-
pertise in disability studies in order to expand their own knowledge of the
subject, provide meaningful learning experiences for students, and ensure
that the open resources we create are truly open to all.
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Appendix: Accessibility Evaluation Rubric
Open Textbook:

Format:

Accessibility Standards Passed:

Accessibility documentation:

1. The organization providing materials has a formal accessibility policy.
2. The organization providing materials has an accessibility statement.

Pass/Fail:
Additional Information:

Content organization:

1. Chapter titles and section headers should be marked as headers and
distinct from body text.

Table of contents should be present and allow navigation.

3. Page numbers should be present and correspond with print numbers.
4. Content should remain organized after user ‘reflows’ page.

Pass/Fail:
Additional Information:

Images:

Non-decorative images should be marked with alternative text.

2. Images should be compatible with screen reader and magnification
software.

3. Decorative images should be marked with null alternative text.

Pass/Fail:
Additional Information:

Tables:

1. Tables should be simple and compatible with screen readers and mag-
nification software.

2. Tables should be single celled and contain ordered lists.
3. Tables should include markup that identify their rows and columns.
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Pass/Fail:
Additional Information:

Hyperlinks:

1. In-book links should function and connect to their correct location in
the text.

2. Hyperlinks should connect to a working webpage. Hyperlinks should
open pages in the same window or alert the reader that a new tab is
open.

3. All links should be distinct from body text. They should be descrip-
tively titled and a different color or italicized.

Pass/Fail:
Additional Information:

Multimedia:

1. Closed captions should be provided for any video content.

2. Descriptive transcripts should be provided for any video content.

3. Audio or video player used for multimedia content should be compat-
ible with assistive technology.

4. No content should flash more than 3 times per second.

Pass/Fail:
Additional Information:

STEM Content

1. STEM formulas and equation should be created with an editor com-
patible with screen readers such as LaTex or MathML.

2. If equations are inserted as images they should be described in an alt
tag.

Pass/Fail:
Additional Information:
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Font

1. Font should be adjustable and compatible with screen readers, mag-
nification software, and colored displays. Text must remain accessible
when any font size is selected.

2. All font should have zoom capabilities to 200%.

3. Font should meet standard size requirements (12 pt. body, 9 pt. foot-
note).

4. Alternative color and line spacing adjustments should be available.

Pass/Fail:
Additional Information:

Color Contrast:

1. All information presented in color should also be conveyed in text or
other images.

2. Headers should meet WCAG AA contrast standards.

3. Body text should meet WCAG AA contrast standards.

4. Simple images should meet WCAG AA contrast standards.

Pass/Fail:
Additional Information:

Interactive Elements:

1. Interactive elements (such as menus, examples, practice questions) al-
low keyboard only operation with and without assistive technology.

2. All instructions, error messages, and prompts are in text and compat-
ible with assistive technology.

3. Text should allow for keyboard only operation.

4. Text should be accessible on mobile devices.

Pass/Fail:
Additional Information:

Notes:
Recommendations:






Course Material Decisions and Factors:
Unpacking the Opaque Box

Anita Walz

Introduction

Course material adoption within higher education is a complex, pedagog-
ically driven, but relatively opaque process. To students, librarians, and
those not teaching semester-length courses or involved in curriculum de-
sign, course material evaluation and selection in higher education can feel
like a black box: opaque, proprietary, and mysterious, minimally transpar-
ent with only a few clues available through institutional policy require-
ments or instructor disclosures. Few instructors seem to openly discuss
course materials among themselves or others. For open education ad-
vocates this opacity poses a problem. How can one provide relevant,
customized information regarding open options when scant information
is available regarding instructor motivations, criteria, processes, and ulti-
mately curriculum or pedagogy decisions?

Several reasons exist for this opacity: a lack of training during instruc-
tors’ college and graduate programs, and cultural factors which perpetuate
limited discussion of course material selection processes. Authors in both
K-12 and higher education indicated that there are few training opportu-
nities (Stein, Steuen, Carnine, & Long, 2001, p. 8; Allen & Seaman, 2014,
p. 5) or that they have “little formal knowledge” (Smith & DeRidder, 1997,
p- 367) of criteria used to evaluate textbooks or of protocols used by other
institutions for textbook selection. A humanities faculty member reflects
the limited, but changing culture of sharing within higher education:

There is a strangely idiosyncratic culture around course re-
sources that is perhaps the consequence of academic freedom
traditions in the US. There is little centralized sharing of best
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practices [regarding learning resource evaluation], although
social media has changed this somewhat—I have witnessed
substantial Facebook threads on textbook selection and ap-
proaches to teaching specific topics. Resource awareness and
selection should be part of teacher training, which graduate
students at Research I institutions do not receive. (Full-time
humanities faculty in Allen & Seaman, 2014, p. 5)

There are likely other reasons including limited time, few perceived re-
wards for sharing, political factors, or a perception that course material
selection falls outside of one’s area of research and expertise.

To education advocates, this lack of transparency may be viewed a
missed learning opportunity for instructors and graduate students bound
for teaching, as well as students themselves who might miss out on the
benefits of their instructors’ knowledge and skill. For open education ad-
vocates, especially those based within libraries, the lack of transparency
also poses some practical problems. The least of these problems is the bar-
rier to joining and contributing to existing conversations and processes.
At worst, lack of transparency regarding course material selection nega-
tively affects the abilities of open advocates and librarians to carefully de-
sign appropriate, insightful, scalable, and effective programs and services
for a range of open education applications. Open education advocates and
librarians have a great deal to gain in better understanding course material
evaluation processes and selection decisions. Better understanding these
processes means a greater ability to join existing conversations, better
understanding of the particulars of how their specific institution works,
opportunities to expand one’s area of expertise, and the opportunity to
add value regardless of the processes found.

Why it Matters

In 2007, the Advisory Committee on Student Financial Assistance issued
a report stating “faculty have been faulted for largely ignoring price, rou-
tinely assigning textbooks only partially relevant to the course, switching
from textbook to textbook on a whim, selecting lower-priced alternatives
very rarely and failing to use all the material in the bundles students are
required to buy” (p. 1). Students groan under the cost of course materi-
als, many choosing to download illegal in-copyright copies, share, borrow,
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or go without. Students may express frustration when very little of the
course material they purchased is actually used, or when they are re-
quired to spend extra money to rent homework software in order to
submit homework (Walz, 2015). Students are increasingly deciding to not
to acquire access to required textbooks, believing that lecture material
is a substitute for textbooks. Many feel overwhelmed by the expanding
amount and variety of resources (Berry, Cook, Hill, & Stevens, 2011).
Applying the dialectic concept of “open” as sharing, give-and-take,
contributing, and giving credit, open practices are quite possibly the an-
tithesis of the current idiosyncratic culture around course resources.
However, as applied to many other aspects of higher education, the ethic
or concept of “openness” is highly valued and directly relevant to the
purpose and practices valued in higher education teaching and learning,
research, and service activities, not to mention professional ethics and
responsible use of resources. A lack of transparency and exchange of
learning and expertise regarding course material selection appears to be a
missed opportunity that affects instructors as well as students.
Conceptions of open education vary. Open education does not just in-
clude OER (open educational resources) or just open pedagogy or open
source infrastructure. Open practices described in Librarians as Open Edu-
cation Advocates describe a foundation which I believe has potential appli-
cations for teaching, research and scholarship, publishing, system design,
outreach, service, and nearly any other function championed in higher ed-
ucation (McKernan, Skirko, & West, 2015). The authors describe these
open practices as: sharing, giving (and receiving) [constructive] feedback,
sharing and integrating new ideas about teaching and learning, under-
standing and using open licenses whenever possible, giving credit to oth-
ers for their work, and “considering students and their needs as central to
the activity of teaching and learning” (McKernan, Skirko, & West, 2015).
As practitioner-scholars, many academic librarians and instructional
designers are already involved in open educational practices and engaged
in modeling, championing, critiquing, improving, inventing, and/or sup-
porting various open educational practices. Many instructors also within
higher education adhere to and implement these values by sharing, valu-
ing student learning, and providing service to their community, insti-
tution, and disciplinary associations. Sharing potentially messy processes
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regarding teaching and learning is perhaps not easy. My intent is to iden-
tify what we can know about this seemingly hidden process.

This chapter is intended to provide an introduction to the myriad ways
that course materials are or could be evaluated, selected, and incorporated
into curricular design with an emphasis on the contributions that could
be made regarding course material selection by open education librarians.
It reviews the literature in which instructors in higher education describe
their learning material selection processes, the very few large studies cov-
ering course material selection evaluations in multiple disciplines, and the
prescriptive literature describing how course material can—or should—be
selected. This chapter touches on traditional course materials and those that
have emerged as educational theory, technology, and instructor readiness
have changed over time, making this one snapshot in a quickly changing
environment.! And it asks the question: Where can an open education ad-
vocate, or simply someone that cares about teaching and learning, start to
make a contribution if they are not the course material decision-maker?

My hope in writing this chapter is that librarians and others involved
in the open education movement who are also interested in applying open
principles as a way to add value to teaching and learning processes will
benefit from additional information regarding course material produc-
tion, evaluation, and selection practices. I also hope that readers will be
motivated to become increasingly savvy and valuable consultants and ex-
perts regarding course material selection in general and openly licensed
course material use, production, or publishing, in particular, and that they
will leverage open practices to solve problems in higher education.

What is in that Box? Course Material Evaluation and
Selection

Several groups of literature predominate this area of study: Descriptive ar-
ticles document rigorous processes of course material selection for particu-

! While written for the US higher education sphere, some characteristics
will be applicable to countries beyond the United States and/or to the K-12
environment, though both these groups differ enough in regulatory con-
text, dprocedures (especially regarding state or local control or alignment to
standards), and pedagogical practices that the reader will need to carefully
consider their particular context.
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lar college-level disciplines (accounting, foreign language, psychology, and
history). Prescriptive documents, such as the dated but otherwise excel-
lent Handbook for Evaluating and Selecting Curriculum Materials (Gall, 1981),
and various shorter guides and rubrics provide recommended approaches.
Thoughtful analyses of how course materials, philosophies of education,
pedagogical approaches, and differing levels of teaching expertise interact
with one another are relevant in this area. Last are the very few recent large
quantitative studies, which explore instructors’ values in course materials
and activities undertaken by instructors in selecting materials for courses.

Aspects of Course Materials Instructors Value Most
Recent large-scale studies on this topic in the U.S. or Canada reported
that teachers in higher education most highly value comprehensiveness,
effectiveness, cost, and writing quality in their evaluation of textbooks
or course materials. A number of large-scale studies identify the top re-
ported values. Individual articles supplement these with additional values
not listed in the large-scale studies. And finally, the rubric used in the
Open Textbook Library adds several.

Table 1. Top values of faculty in course content selection (multi-site research
and individual reflections)

Scope of Top values reported Source
study
Large-scale Efficacy, proven quality, cover a wide “Babson re-
study range of subjects port” Allen
and Seaman,
2014, pp. §,
34
Large-scale Cost to the student, comprehensive con- “Babson
study tent and activities, easy to find report” Allen
and Seaman,
2016, p. 7
Large-scale How well they address course objectives, Florida Vir-
study accuracy, currency, consistency tual Campus,
2012,p.5
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Scope of Top values reported Source
study

Large-scale Clear and accessible writing, compre- Jhangiani,

study hensive coverage, ease of fit 2017

Individual “My own assessment of [digital course Green, 2016

(regarding materials],” cost to my students, and col-

digital league comments

course ma-

terials)

Economics Faculty time saving McMabhan,

2013, p. 45

Hospitality- Currency, subject-specific examples; in- Hsu and Lin,

tourism teresting writing style 1999, p. 25

Accounting “Relevance of the text material and its Smith and
exposition quality, and compatibility be- DeRidder,
tween the text material and homework 1997
problems”

Psychology Accuracy, readability/writing quality, Landrum and
and examples Hormel, 2002

Any Comprehensiveness, content accuracy, Open Text-
relevant longevity [currency], and clarity | book Library,
of text n.d.

Given the ongoing public dialog regarding the cost of course materials
(Are College Textbooks Priced Fairly?, 2004; U.S. Government Accountabil-
ity Office, 2005; Popken, 2015) and the orientation of many institutions
and some open education advocates toward cost, readers may have a
particular interest in how instructors value cost. While cost appeared pe-
riodically in the top three most important factors, suggesting that cost is
a factor, it was rarely reported as the most important factor. Hsu and Lin
(1999) affirmed cost “as a relatively important conversation in textbook
adoption ... but [not] important enough to dictate the textbook selec-
tion decision” (p. 25). In reviewing Allen and Seaman’s 2014 survey,? cost
ranked as the lowest factor of all of the factors listed, but jumped to the top
of the list in 2016 (Allen & Seaman, 2014, 2016). The 2016 report clarified
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this: it appears that faculty consider cost ceteris paribus: all other things be-
ing equal. “Faculty reinforce the idea that cost to the student is important,
but only after content, relevance, quality, and presentation have been con-
sidered. Cost alone is not sufficient to drive the resource selection” (Allen
& Seaman, 2016, p. 10). Factors which could be described as reflecting ac-
curacy, effectiveness, and appropriateness of “fit” to subject and the given
context seem to summarize the values well.

Course Material Selection Activities

We turn now to the literature on course material selection activities.
The research literature on systematic course material selection processes
abounds in K-12 literature. The literature, however within higher ed-
ucation is limited in quantity and tends to be highly discipline-specific.
Further, higher education literature on systematic course material evalu-
ation and selection leans toward novel high-effort approaches rather than
repeatable, manageable, sustainable, and likely less flashy practices.

A few examples of these novel and wide-ranging approaches however
may be helpful: One article examined five leading American Government
texts, comparing their structure, guiding perspectives, in-text and elec-
tronic features for students and faculty, and notable strengths and weak-
nesses “with the goal of identifying appealing textbooks for instructors
who value different approaches” (Knutson, 2017, p. 536). In the field of
foreign languages, a study summarized an admittedly “time consuming”
two-year collaborative textbook selection process for Spanish language
instruction, which included the development of a 19-item evaluation
rubric suitable for application to foreign language texts, collaborative and
reflective review of results, and satisfaction rankings one year later (Cz-
erwionka & Gorokhovsky, 2015, p. 4). A student, medical resident, and
faculty textbook review process for pharmacy students aims to understand
alearner-centric approach to textbook evaluation and selection, and to de-
scribe differences in textbook selection preferences between students and
faculty (Peeters, Churchwell, Maura, Cappelletty, & Stone, 2010, p. 31).
To complete an apparent gap in the literature, a dissertation by Tate

2 . . . “«
Reports from this series are informally referenced as “the Babson re-
port.”
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reported on the determinants for selecting a successful principles of eco-
nomics textbook based on an analysis of six adoptive criteria: textbook-in-
tegrated learning aids, organization format or layout, content, readability
and rigor, and ancillaries for students and ancillaries for instructors (Tate,
1991, p. 66).

These are likely some of the exemplars illustrating new and novel
practices. But how do all of the other time-strapped instructors in higher
education select course materials? What are their roles? And what do they
actually do?

The policies, strategies, and cultures of an institution and department
determine how decisions regarding how to teach and what course materi-
als to use are resolved. In general, and consistent with academic freedom
in universities, decisions are made by an individual instructor or staff
member, by teams of instructors, or by departmental curriculum commit-
tees. While often championed as an individual right, a department may
choose not to extend the freedom to select course materials to individuals,
seating this authority in committees. Given the importance of academic
freedom in higher education, course material decisions are rarely made at
the administrative level, but it does happen (Jhangiani, 2017).

Every educational institution is different from the next. At the large
Research 1 Polytechnic University where [ am employed, I have not found
a consistent pattern of course material decision processes based on dis-
cipline type or level of course. For example: learning materials for some
introductory courses in the sciences are decided by a committee which
identifies core knowledge and skills students must master as a foundation
for more advanced courses. Other large introductory courses on the more
analytic side of social sciences are taught in sections by three or four
different instructors, each using different textbooks and/or homework
software, presumably equally able to prepare students to build on the sub-
ject material, but taking a different approach. Some departments choose a
common text for fall and spring semesters but allow for experiments and
other types of course material during summer or online sessions. Other
departments in which large introductory courses are team-taught appoint
a course coordinator who either builds consensus or decides about course
materials. These committees and individuals may have formal or informal
processes for course material selection.



Course Material Decisions and Factors: Unpacking the Opaque Box 123

Two patterns that seem to be prevalent pertain to textbook authors
and tenure-track faculty. These observations vary widely from one insti-
tution or institutional type to the next, where different structures, tra-
ditions, and culture prevail. This implies value in knowing one’s own
institution and interpretation of academic freedom. For textbook authors,
the decision at my institution is simple: current policy allows authors to
require the book they authored in their course.? For tenure-track faculty
teaching upper division and graduate levels, decisions about course de-
sign, teaching methods, and course content are solely their prerogative.
This practice opens the door to a growing number of faculty that in-
creasingly teach from their notes and/or select course readings from a
variety of sources, an approach suggested by several authors (Novotny,
2011; Landrum, 2012) and anecdotally more common. When a tenure-
track instructor suddenly inherits a course and the instructor’s predeces-
sor is accessible, the inheriting instructor is likely to seriously consider
the previous instructor’s recommendation regarding course material and
teaching methods. In contrast, and common to most institutions grap-
pling with an increase in temporary, adjunct, graduate teaching assistant,
or non-tenure line instructors, is the assignment of course materials by
someone other than the course instructor. External choice often leaves
few happy with the selection of text or the proscribed role of the text in
the course. The divide between teaching-focused and tenure faculty con-
tinues and is an important characteristic to know about.

Prescriptive Perspectives and Processes for Review of
Course Materials

Process matters and many scholars have opinions and suggestions re-
garding how learning materials should be selected. Again, this literature is
weighted toward analysis of traditional print textbooks, though some con-
cepts may be transferable to interactive electronic resources. By far, the
most insightful one-volume handbook I located is Meredith Gall's 1981
Handbook for Evaluating and Selecting Curriculum Materials. While out of

3 See Virginia Tech Faculty Handbook, Section 9.4: Textbooks and other
Instructional Materials http://provost.vt.edu/faculty_affairs/fac-
ulty_handbook/chapter09/chapter09.html
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print and far out of date for electronic, internet-hosted, or interactive
content, the handbook, I believe, accurately and succinctly describes issues
related to any era of course material selection. Especially helpful for those
wanting an introduction to curriculum studies, Gall mentions the time-
less issues of: curriculum quality and commercialization, roles for various
actors in higher education, the wide range of types of curriculum objects,
the propensity of instructors to limit their searches to what’s easily avail-
able, the lack of instructor time and expertise in selecting course materials,
relationships between instruction and course materials, and differences
in learning resources even when options appear to be equivalent. Several
helpful tools are included in the book, including an inventory and descrip-
tion of dimensions for analyzing curriculum materials (Chapters 4-6), a
high-level course material process relevant for any topic and level of ed-
ucation, even higher education, and an appendix of featured curriculum
materials that may facilitate learning. While updates would be needed,
this source is very helpful and takes seriously the importance of selection
of instructional materials in light of the fact that students spend far more
time using instructional material than anyone else (Gall, 1981). (See the
note below for guidance on accessing this out-of-print resource.)*
Several other authors report on prescriptive course materials selec-
tion processes or report on processes they have created or use. Prosser
offers a summary of text readability analysis processes, prominent in
the literature in the 1970s and 80s, namely using SMOG (Simple Mea-
sure of Gobbledygook) readability and the cloze test (Prosser, 1978).
Heye offers a tool and process for evaluation of textbooks for nursing
that enabled her school to include input from faculty members not
initially involved in course material selection. Implementation of this
process eliminated the need for supplementation of a main outdated
text, reduced costs to students, and resulted in the use of materials
that included updated health care developments (Heye, Jordan, Taylor
Harden, & Edwards, 1987). Novotny provided a checklist for selection

* The Handbook for Evaluating and Selectin%r Curriculum Materials book is
out of print. A digitized version is avajlable electronically with permis-
sio9n 8/ tl;e copyright holder at: https://vtechworks.lib.vt.edu/handle/
10919/79783
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of nursing textbooks and provided guidance in assigning textbooks and
journal reading assignments (Novotny, 2011).

Several scholars suggest value in having different levels of review.
Lawrence summarized suggestions that the best of textbook evaluation
schemes adopt a “leveled” approach: an initial overview of the strengths
and weaknesses of the book with regard to design and structure, sequence,
visual attractiveness, and availability of ancillary materials, and a further
evaluation which is more detailed and determines whether text, skills and
activities meet syllabus and learner needs (Lawrence, 2011). Kato affirms
multipart approaches, indicating that textbook evaluation conversations
should consist of pre-use evaluation, in-use evaluation, and post-use eval-
uation (Kato, 2014). Arnold’s research adds the insight that faculty valued
being part of (textbook) pre-publication review (Arnold, 1989). Multiple
authors cited a need for more instructor training and knowledge regarding
course material selection (Gall, 1981; Stein, Steuen, Carnine & Long, 2001).

Course Materials, Pedagogy, and Levels of Instructor
Expertise

Open education advocates and librarians can benefit from understanding
the intended role or purpose of a text within a course. Texts may be
adopted as a course reference, because textbook adoption is expected even
though the textbook is not well integrated into the course, to aid stu-
dents in building a resource collection, for ease in scaffolding the course
or countering an instructor’s self-perceived deficiencies (Lawrence, 2011,
p. 7, Confrey & Stohl, 2004, p. 43-46), or a combination of these reasons.
In theory, course material selection should support course objectives,
instructor pedagogies, and efficacious student learning habits. New in-
structors or instructors with new courses are more likely to adopt “book in
a box” course materials but as they become comfortable with the course or
less risk averse to changing the course away from parts that are not work-
ing, they may become more open to alternate pedagogies and curricular
materials. It is into this dynamic environment that the open education ad-
vocate steps. The open education advocate or librarian may encounter a
wide range of instructor comfort or discomfort with teaching and learn-
ing processes. Some instructors may be experimenting with incremental
or major course design changes. Others may be content with limited in-
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vestment in teaching or feel obligated to focus most of their energies on
research endeavors. The librarian may also observe the impact of the in-
stitution or department’s politics and practices, governance and budgeting
constraints, relative importance of career advancement via tenure and
promotion, and individual instructors’ tolerance of risk, comfort, and per-
ceived available support; each of these factors can and do influence student
learning outcomes, selection of pedagogical processes, course materials,
an instructor’s decision to go without traditional or emerging course ma-
terials, or an instructor’s openness to experiment with open pedagogical
approaches. Beyond pressures related to an instructor’s career advance-
ment, the relationship between instructor risk tolerance, comfort, and
support, pedagogical understanding and openness to pedagogical and as-
sessment methods, and beliefs regarding the purpose of course materials
should not be understated.

Usage and types of course materials have changed over time due to ed-
ucational philosophies, legal environments, cultural expectations, availabil-
ity of trained educators, and commercial and technological changes. The
earliest and most traditional course materials were printed textbooks and
readers for children, designed to lead to literacy using catechism (question
and answer) as their instructional mode. In the late 19th century, chang-
ing educational philosophies, the increased availability of trained teachers,
and orientation toward deductive approaches and generalized morals in re-
sponse to high immigration resulted in changes in curriculum resources
(Wakefield, 1998).> One hundred years later, and in the scope of higher ed-
ucation we see continued evolution of educational philosophies, develop-
ment of cultures of tenure-track and adjunct faculty, an increased propor-
tion of the population expected to engage in higher education, and impacts
of technological change on course materials and instructional practices.
Print resources are supplemented or replaced by digital course materials
and systems. Not dismissing persistent digital divide issues, course materi-
als and learning processes are now embedded in closed learning manage-

>A helpful summary of the history of curriculum can be found in McCul-
loch, G. (2016). History of the Curriculum. In Wyse, D., Hayward, L., and
Pandya,] (Eds.), The zzge Handbook of Curriculum, Pedagogy and Assessment
(vol. 1, pp. 47- 62) Thousand Oaks: Sage Publications, 2016.
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ment systems, blogs and wikis, ebooks, online discussion boards, online
homework systems, adaptive learning and intelligent tutors, student-dri-
ven platforms for authoring, game-based learning, and all manner of tools,
clickers, and software systems. All bring pedagogical assumptions, some
evidence-based. Regardless, many are adopted for classroom use.

Technology-enhanced learning resources represent some of the most
creative, interesting, useful, and potentially responsive but constantly
changing options within learning spaces. Many provide student metrics,
allowing instructors a view of student time on task, theoretical opportu-
nities for early interventions, and a research platform in which to start
to learn what works and what does not work. Some offer freemium ser-
vices, with more advanced premium services available at a fee. Open source
projects are also present in the mix, some with an open business model
(where content costs nothing) and in which services are rented on a sub-
scription basis. The options are constantly changing. Current and new
instructors with limited prior exposure to digital instructional methods or
constantly changing digital learning environments are likely to be over-
whelmed and feel disrupted when changes are foisted on them—such as
the change of an enterprise-wide learning management system or techno-
pedagogical changes such as flipping a classroom or converting a course to
a blended or online format, which are willingly undertaken to improve a
course which is otherwise not working, or for department, institutional, or
financial reasons. Instructors at research institutions may lack adequate in-
centives—or support—to envision or achieve these types of changes in their
classrooms (Gregory & Lodge, 2015). While there are many reasons to ex-
periment with emerging technologies, some choose not to but regularly
update their course notes and are perhaps less engaged by new technolo-
gies. For those who embrace new technologies, there are several potential
downsides: needing time to teach a new tool, neglect of student privacy,®
and setting students up to game a system rather than engage in deep learn-
ing and authentic reflection.

6 See also: Meineke, B. (2018, March 27) Signing Students Up for Surveil-
lance: Textbook gublisher terms of use for data [blog post]. Retrieved
from https://medium.com/@billymeinke/signing-students-up-for-
surveillance-textbook-publisher-terms-of-use-for-data-24514fb7dbe4
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While this chapter does not cover in depth selection methods for ed-
ucational technologies including software programs, audience response
clickers, homework software access codes, or other electronic ancillary
tools, sometimes thought of as instructor conveniences and sometimes
thought of as student aids,” I do want to note that implementation of edu-
cational technology tools seems to be growing. I have observed two main
responses: instructors who select materials based on research evidence are
often slow to adopt such tools when their effectiveness is insufficiently
documented, and instructors attempting to manage very large courses
tend to adopt them quickly out of convenience if not survival; sometimes
they are abandoned just as quickly.

Incentives Influencing Design and Selection of Course
Materials

To the innocent bystander, the presumed aim of course materials in medi-
ated instruction within higher education is student learning. As discussed
above, this goal can be muddled by various incentives. Several influential
factors still remain:

+ Perceived quality (sometimes signaled by a trusted brand name)

+ Author authority/accuracy and currency of content

+ Reliable scope, sequence, or structure for instructors and students to
follow

+ Perceived fit for the student’s level of expertise

+ Perceived fit with instructor’s methods of teaching

+ Use of emerging technology (this factor can encourage or discourage,
depending on instructor comfort)

+ Time savings for faculty (including pre-made lecture slides and assess-
ments)

« The selector’s valuation of meaningful promised student analytics®

7 For a more detailed treatment of homework software access codes, see
Seneck, E., Donoghue, R., O'Connor Grant, K., Steen, K. (2016). Access
denied: The new face of the textbook monopoly. Washington, D.C.: Student
Public Interest Research Groups. Retrieved from:
http://www.studentpirgs.org/reports/sp/access-denied

8 . . . .
Learning resources that collect usage metrics or interaction data also
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+ Authoritative resource for student reference now and in the future
(Arnold, 1989)

« Departmental/institutional expectations or requirements regarding
always assigning a text even if the text is not heavily used

For novice instructors, part-time adjuncts without preparation time,
graduate teaching assistants, and faculty teaching a course for the first
time, course resources fit best as a support structure for the instructor. Ex-
perienced instructors and those with a more comfortable grasp of teach-
ing the content area are likely to not need to rely as heavily on course
resources, may be more likely to teach with learning resources they de-
veloped themselves, might not require student acquisition of learning
resources, but may still assign course materials for student benefit, because
students expect it, or because assigning a text is just what you do.” Some-
times, an instructor’s long-time habits dictate assigning a required text-
book as a “resource” even when it will not be used very much in the
course.

Of course, disciplinary differences in pedagogy and student needs
come into play. Course materials in different disciplines may have quite
different functions. For example: student learning activities in literature,
foreign language, and biology differ quite a bit and affect the types of
course materials selected. Students studying literature may focus primarily
on reading and writing activities; students in foreign language experience
a much greater emphasis on listening, speaking, and, at the lower levels,
grammar and basic sentence construction. Students studying biology are
involved in learning the scientific method, maintaining a lab notebook,
experiments, and hands-on activities in a laboratory.

have a new type of audience: statisticians, researchers, administrators,
and sometimes commercial actors who analyze data to better gauge stu-
dent engagement (often without institutional permission) and to
understand how systems are or aren’t being used. Vendors of this sort of-
ten aim to sell this data back to institutions if ownership and access to
thif1 data by the individuals or institution was not contractually negoti-
ated.

? Due to course changes and faculty not always complying with require-
ments to submit information about course material adoptions, it is
difficult to quantify what percentage of faculty assign don't assign course
materials which students must acquire themselves.
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Since purposeful learning materials were developed, they have helped
instructors solve complex teaching problems (Wakefield, 1998). A gen-
erous example is the instructor who selects course materials that fit the
course learning outcomes and offer students helpful problem sets, real-
life applications, case studies, or other examples that help students transfer
knowledge to other domains. A more cynical example is the likely over-
worked or unsupported instructor, perhaps with too many students, who
assigns course materials primarily for the instructor’s own benefit. Course
materials, especially commercial ones “have been written, edited and mar-
keted as teaching and learning aids” (Wakefield, 1998, p. 23) and are often
interpreted by instructors as such. Required homework software access
codes and classroom response tools or clickers primarily for instructor
time savings in grading or as an expensive experiment in innovative
teaching are a prime example. In my experience, I've seen these decisions
justified by having to teach a very heavy course load, large classes, or the
promise that the tools will make students who don’t complete their read-
ing assignments engage with the materials. These tools unfortunately pass
on the burdens of an instructor struggling with getting students to engage
in course material and/or trying to manage interaction and assessment
of a very large class directly to students, often in the form of multiple
required learning resources such as clickers, quizzing or classroom inter-
action tools, print or electronic texts, and/or homework software access
codes.

This conflict between instructor and student needs is not condemna-
tion of instructors who make these decisions, but a reflection a common
problem cited in economics and political science literature, called a princi-
pal-agent problem. A principal-agent problem features a decision-maker
(the agent), in this case the instructor, who to varying degrees reflects
(or doesn't reflect) the values and interests of the person or people she
represents (the principal), in this case the students. When the agent or in-
structor is motivated to act in his or her own interest to the detriment of
the interests of the principal or students, economists identify “moral haz-
ard” as an outcome (Eisenhardt, 1989). One may argue that the instructor
is indeed in a difficult situation, often teaching as a non-tenure-track pro-
fessor, without leverage, and in a somewhat impossible situation where
implementing all sorts of tools is the only solution. Whether intended
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or not by the department which created such large courses or by the in-
structor, moral hazard, or “harm,” is likely to occur when an agent puts
their own needs above those of their principal—or when instructors as-
sign course materials too expensive for students to access. Students may
be harmed by losing the freedom to take a class or a major because it is too
expensive, by taking on additional debt, additional work hours, or at min-
imum by additional financial stress. Further, students may lose consistent
and reliable access by sharing course materials, or by participating in peer-
to-peer copyright infringement in the forms of digitizing, sharing, and/or
downloading illegal copies of learning materials. Again, this is not a con-
demnation that instructors or departments in these types of situations are
malicious actors, but an observation that care needs to be taken to proac-
tively identify and remediate situations in which incentives encourage an
agent to act in a way that may be harmful to the principal.

Introducing a Paradigm Shift

‘What can an open education advocate do? For starters, engaging faculty
in conversation regarding their particular contexts, what they like or do
not like about their course materials. What kind of content do they wish
existed? What kind of content (including questions and other artifacts for
assessment) could they or students create? What freedoms do they have to
pilot or repeatedly create small quantities of content or assessments over
long periods of time? What do they wish was happening in their class that
isn’t? These can be tender topics, so trust and diplomacy is called for. Six
open educational practices or values may scaffold instructors in their early
and late attempts in openness: sharing, early drafting, supportive feedback,
studying licenses, giving credit, and putting students at the center (West,
2017). Understanding open practices and values as a paradigm shift, and
introducing, discussing the relative merits, supporting, and implementing
each of these values can provide a clear focus for one’s activities and assist
in navigating where to spend scarce time and resources.

Ideally, instructors will develop courses around course learning out-
comes, mapping content, activities, and assessments to course learning
outcomes. Instructors exhibiting this type of teaching tend to have a suf-
ficient if not high level of mastery over their subject and a high level of
comfort with regard to teaching. A deep interest in one’s discipline and
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care for one’s students, relevant and reflective professional development
opportunities, practicing teaching improvements, and valuing instruc-
tional practices are paths to developing efficacious instruction. Instruction
which increasingly prioritizes these types of practices strikes a different
balance between instructor expertise, teaching methods, and critical selec-
tion and use of course materials.

Learning and working to understand the realities of one’s campus or
campuses, campus cultures, policies, practices, values, pressures, motiva-
tors and incentives are the probably the hardest part of this work and
take the most time, but are well worth the investment. Understanding
course material evaluation and selection process will likely require a brief
review of institutional policy regarding textbook or learning resource se-
lection. Conversations with each of the departments on your campuses
can be helpful. A call to each departmental administrative assistant or ad-
visor with the following questions is a good place to start:

+ Do the majority of your instructors assign required books?

+ Are course materials selected by committee or individual instructors?

+ Who are the point people regarding committee-selected course mate-
rials?

+ What is the course material adoption schedule look like in your de-
partment?

« How does reporting of textbook adoptions (to the bookstore or other)
work?

+ I'm interested in learning more about how course materials are se-
lected. Who else do you suggest I contact?

The registrar of your institution will be able to direct you to someone who
can explain how your institution handles approvals for new or updated
courses and whether there are requirements to list learning resources used
in the course.

Liaison librarians may be aware of department-wide curriculum ini-
tiatives and needs. If your campus has a Center for Excellence in Teaching
and Learning or instructional design support embedded in another unit,
you may also be able to glean useful information about course design/re-
design assistance and helpful insight regarding learning resource selection
processes and motivations.
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Your bookstore, if cooperative, may also be a useful source of infor-
mation regarding textbook and other learning resource adoptions. Some
helpful ideas for building a relationship with your bookstore can be found
in Bell’s 2018 article.

As you gather information and build trust, think about what open
resources and open practices might contribute to resolving stated prob-
lems in current departmental resource selection processes. Some academic
librarians have gone as far as to contribute to and coordinate year-long
textbook evaluation processes for selected high-enrollment courses
within willing campus departments. For those instructors overwhelmed
with large-scale changes toward open educational resources, piloting an
open resource as an alternative text is an option, as are incremental
changes to incorporate open pedagogical practices which replace one
reading or assignment over a period of time. The Open Pedagogy Notebook
is one place to look for or share examples of open pedagogical practices
(DeRosa & Jhangiani, 2018). The text A Guide to Making Open Textbooks
with Students (Mays, 2017) may also be a helpful resource.

Novel and Purpose-made Course Materials

Course materials include any discrete media, format, or system deployed
in support of the learning process. Cost and copyright concerns notwith-
standing, course materials can now be almost anything. Some materials
and processes used in courses today were not designed to be used in
courses: news and academic journal articles, movie clips, equipment de-
signed for industry, household items, 3D printers, beach balls, Twitter,
Wikipedia authoring, and so on. These items and processes are used
outside of classrooms and have made their way into courses. This is a
refreshing trend, as the application of these materials on teaching and
learning may enrich students’ lives and help them to see the world around
them as having potential for learning and exploration.

Purpose-built course materials are different than materials not specif-
ically designed for learning. Textbooks, educational videos, workbooks,
digital flashcards, lab environments, problem sets, online modules, inter-
active quizzes, clickers, educational apps, learning management systems,
and various assessment and engagement tools are created specifically for
learning and are most often purpose-built for educational contexts. They
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are intended to be consumed or acted upon by students in specific ways
with specific outcomes in mind. Purpose-built learning resources always
have embedded assumptions about what constitutes learning, how people
learn, what learning is for, and how the system supports or facilitates that
learning. Because educational technology is built by a wide variety of peo-
ple, some systems may reflect sophisticated and well-conceived pedagogical
philosophies; others might not. Rather than engaging with learning as a
process, some may envision students primarily as containers for content
provided by instructors as seen in this public domain illustration.

At Schonl

[Public Domain] France in the 21st Century

Interactive systems designed by those with expertise in various pedagogical
philosophies may rely heavily on pedagogical philosophies of behaviorism,
constructivism, cognitivism, and any number of other pedagogical ap-
proaches.!? Learning resources and approaches are not pedagogically neutral.

10 For an excellent introduction to instructional design and principles
therein, see Chapter 1: Introduction to Instructional Design by Gagne, R.,
Wager, W., Golas, K., and Keller, J. (2005). Principles of Instructional Design,
5th edition. Belmont, CA : Cengage.
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Even as learning resources have changed with the times, they con-
tinue to be marketed as “teaching and learning aids” to solve problems
(Wakefield, 1998). For the most part in the United States, development
of course materials and educational technologies is a for-profit endeavor.
This raises some ethical issues. For-profit ed tech companies serve two
or more masters: student learning, generating a profit for shareholders,
developing their research base, capturing market share and so on. Com-
petition between these factors may challenge the most ethically minded ed
tech company to deviate from valuing student learning above other fac-
tors. It is certainly possible to imagine the existence of a company that sells
learning resources of value without being overly swayed by a profit mo-
tive. However, this is very difficult to do without powerful and built-in
accountability structures. Like any business, commercial publishers are re-
sponsible to their shareholders for financial gains, so the conflict between
product quality for ultimate end users (e.g., instructors and students) vs.
shareholders is often difficult to navigate. (Potential authors courted by
publishers also face these conflicts in deciding whether or not to sign a
publication agreement. They are encouraged by potential royalties and
legitimately enjoy attention, respect, and relationships with publishers.
They often transfer copyrights to the degree possible, limiting access to
their work, and give up control to write the book they want to write.)

Commercial approaches also have an impact on the development of
learning resources. Publishing industry veteran Beverlee Jobrack’s book
about the K-12 textbook industry describes how commercial incentives
shape the K-12 textbook publication process. Jobrack explores how mar-
ket research, competitor analysis, and focus groups lead to the develop-
ment of educational materials rather than educational research, rigorous
study, and effectiveness of past use of course materials. Publishers rarely
fund studies to understand the development of a subject and how it has
been taught in the past, strengths and weaknesses of previously used ma-
terials, nor the educational research literature. In focus group sessions
“publishers confirm that teachers rarely care about program effectiveness
when weighted against a perceived useful design ... and when curriculum
specialists are in the room, they nearly always prefer research-based ma-
terials, but realize that it would be an upward battle for their teachers
to accept them” (Jobrack, 2012, p. 62). As a result, textbook develop-
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ment focuses mainly on features that are appealing rather than effective.
While disheartening, Jobrack’s observation that the development process
for commercial textbooks focuses on aspects that appeal rather than being
chosen for their effectiveness is an observation for open education advo-
cates and instructors who develop or adapt open educational resources. At
the end of the day, if effectiveness is more important than appeal, openly
licensed resources focused on effectiveness should be different in impor-
tant ways than those developed with appeal in mind.

Some faculty feel compelled out of habit to require a textbook even if
it is not used very much in the course. Other faculty explore pedagogies
as far away as possible from passive, consumable resources, some using
Wikipedia assignments or creating a textbook as part of their course
(DeRosa & Robinson, 2017). Others are implementing practices to en-
courage student agency, such as giving students flex or pink time (Baird,
Kniola, Lewis & Fowler, 2015). Increasingly, instructors are seeing stu-
dent engagement with the course and course content as the key to im-
prove learning (Hunt et al., 2016)

A Way Forward?

Let’s return to the question posed early in this chapter: Where can an
open education advocate, or simply someone that cares about teaching
and learning, start to make a contribution if they are not the course mate-
rial decision-maker? For open education advocates, the keys to addressing
the course material adoption issues on campus rest in working to under-
stand the distinct realities of campus and departmental contexts and cul-
tures, gathering information, building trust among instructors, decision-
makers, and others working to address course material and teaching-re-
lated issues on campus, introducing a new paradigm of values and open
educational practices (West, 2017).

Academic librarians and instructional designers already do many
things to model, champion, critique, invent, improve upon, and/or sup-
port open educational practices. These may include but are not limited to:
open access authoring and publication, creating and building sustainable,
Creative Commons-licensed editable curriculum materials, modeling ped-
agogies and web development strategies dependent upon openly licensed
content and open source software, contributing to open source infrastruc-
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ture, developing open and sustainable models of operation through col-
laborative networks, and implementing student-centric pedagogies which
grant increased student agency or emphasize creation of artifacts which
have value beyond the classroom.

Others contribute to and aid faculty, staff and students to interact
with authored content in ethical and sustainable ways by creating, remix-
ing, and sharing research outputs with open licenses. OER are just one of
many possible ways to implement the ethic or concept of openness. Li-
brarians may be engaged or desiring to be engaged in course material or
learning resource initiatives at their academic institution, including orga-
nizing evaluation or selection of openly licensed or other course materials
and course material formats.

Building new expertise helpful to processes where there is no or min-
imal expertise may have even more potential. A few examples from this
brief overview of course material production and selection where open
advocates could add value include: provide more support for faculty train-
ing in course material evaluation and selection, curate tools and methods
for all effort levels of course material review, and when developing openly
licensed course materials, focus on effectiveness more than appeal.

And finally, build trust. Everything runs on trust and, in an ideal
world, accurate information, sharing, and trustworthy processes and sys-
tems. Course material selection decisions are based on trust in people, in-
formation, and/or processes. Accurate information, reliable services that
provide needed information, support, logistics or somehow add value, and
a willingness to listen, learn, and respond with integrity should greatly
add to creating a way forward that keeps learners at the center, values
transparency, requests and accepts constructive feedback, gives credit, and
promotes sharing.
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An Open Athenaeum: Creating an Institutional
Home for Open Pedagogy

Rajiv S. Jhangiani & Arthur G. Green

Introduction

At its core, open pedagogy describes an intervention aimed at improving
teaching and learning. Open pedagogues recognize that education is
never value-free or politically neutral. For us, education at its finest
is liberatory, democratizing, critical, antiracist, and decolonized (hooks,
1994). As such, open pedagogy is a vehement rejection of the incumbent
and predominant “banking model” of education, in which knowledge is
something to be deposited, stored, and withdrawn at a later date (Freire,
1970). Open pedagogy instead represents a vision for education that re-
places classrooms of control with communities of possibility. This is
precisely why open pedagogues seek to empower students and educa-
tors to interrogate and subvert power structures that systematically limit
their agency and restrict their access to high-impact education practices.
Open pedagogy—an integral part of the contemporary open education
movement (OEM)—is firmly and explicitly grounded in concerns about
social justice.

In this chapter, we examine how to build an institutional home
for open pedagogy, with particular attention to recommendations for
libraries and librarians. While librarians have always been central to
disseminating public knowledge, more recently they have engaged di-
verse ways of becoming community-led agents of social change (Morales,
Knowles, & Bourg, 2014) and leading social justice activists (Library
Freedom Project, n.d.). We believe that it is no coincidence that librar-
ians are found at every frontier of open education. Indeed, academic
librarians’ expertise and their interstitial, consultative relationships make
libraries a natural home for open pedagogy.
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As we write this chapter (2017), it is an exciting time to be part of
a growing and vibrant international community of open education prac-
titioners, one that hails from all segments of academia. Librarians are of
course already an essential part of this community. They are enhancing
the formal, informal, and professional learning support that they already
perform by training their communities in open licensing, providing phys-
ical places for workshops on open pedagogy and other open educational
practices (OEP), cataloging open educational resources (OER), and engag-
ing in numerous other activities that support open education. The support
of librarians is essential as the community debates and experiments with
ways to implement more socially just, open approaches to supporting the
universal human right to education (United Nations, n.d.). This support is
essential given the experimental nature of open pedagogy, as it allows us
to leverage collaborations across faculties and institutions as well as learn
lessons from previous open pedagogical experiments.

In this chapter we examine the experimental terrain of open peda-
gogy as an approach and clarify how we are using the term. We then
illuminate ways in which open pedagogy in higher education not only
involves but often relies on academic librarians and libraries by explor-
ing diverse, real-world examples of open pedagogy projects. Finally, we
draw some common themes from the examples and offer an outline of
ways in which academic librarians can support OEP in their various in-
stitutional contexts.

Open Pedagogy: Past and Present

The ways in which we define open pedagogy undoubtedly impact the
ways in which we can support open pedagogy. While open pedagogues
tend to engage deeply in constructivist and critical approaches to learning,
the lack of a common understanding of the role of OER in open pedagogy
has recently become a point of debate. While use of the term open peda-
gogy can be traced back to learner-centered approaches dating to at least
the 1970s (see for example Cronin, 2017; DeRosa & Jhangiani, 2017; Jor-
dan, 2017; Morgan, 2016), contemporary use of the term has most often
been linked to the development of OER and OEP. The spectrum of nar-
row to broad definitions of open pedagogy that have formed the basis for
recent debates tend to emphasize either OER or OEP (Green, 2017). Nar-
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rower definitions are closely related to the development and use of OER
as defined by the 5 Rs (Wiley, n.d.; described fully in Section 1 of this vol-
ume) whereas broader definitions tend to link open pedagogy to a spirit
of openness that underpins a wide array of educational practices that do
not necessarily involve openly licensing (Grush, 2014), such as syllabus
co-creation, public scholarship, and service learning.

These terminology debates reflect the experimental nature of open
pedagogy and are the result of three factors. First, open pedagogy is a
relatively new approach, so understandings of what activities it entails
are under healthy and vigorous debate. Second, open pedagogy is a syn-
cretic blend of several critical and constructivist pedagogies, so the ways in
which relationships are framed among the subject matter, learners, teach-
ers, learning objects, and their human environment can be profoundly
divergent. Third, open pedagogues grapple on a daily basis with emerg-
ing practices devised for the unique challenges and possibilities entailed
in using OER and integrating the radical transparency of open education
practices into courses.

In the case of the open pedagogy debate, the community has to a large
extent agreed to disagree. In fact, by early 2017 David Wiley (an influ-
ential writer, organizer, and advocate for open education) relabeled his
earlier, oft-cited but narrower version of open pedagogy as “OER-enabled
pedagogy” in order to move beyond terminology debates and establish a
term that could be operationalized to research the use of OER within a
constructivist teaching approach. He writes,

OER-enabled pedagogy is the set of teaching and learning
practices only possible or practical when you have permission
to engage in the 5R activities.... We learn by the things we
do. Copyright restricts what we are permitted to do. Con-
sequently, copyright restricts the ways we are permitted to
learn. Open removes these restrictions, permitting us to do
new things. Consequently, open permits us to learn in new
ways. (Wiley, 2017b, para. 5, 9)

In this chapter, we engage primarily with this latter definition of open
pedagogy (or OER-enabled pedagogy), to which the creation, adaptation,
and adoption of OER are central.



144 OER: A FIELD GUIDE FOR ACADEMIC LIBRARIANS

To the extent that engagement with open pedagogy increases the use
and prevalence of OER, this pedagogical approach supports students and
institutions. Indeed, a rapidly growing body of research attests to the pos-
itive impacts of OER use on student and institutional cost savings (Hilton,
Robinson, Wiley, & Ackerman, 2014; Hilton, Gaudet, Clark, Robinson,
& Wiley, 2013) as well as on student performance, persistence, and com-
pletion (Hilton, Fischer, Wiley, & Williams, 2016). While a focus on
OER-enabled pedagogy may seem to overly weigh the importance of OER
artifacts in relation to other open practices, we argue that it actually rec-
ognizes that open education is fundamentally a community of practice.

The open education community of practice involves diverse stake-
holders interested in lowering barriers to education. The community is
maintained and built through formal conferences (e.g. the annual Open
Education Conference and OE Global), workshops (e.g. Digital Peda-
gogy), and informal networks that focus on sharing and learning practices
such as ways to create OER, implement OEP, support open education pol-
icy, and build strategic initiatives. The activities and organizing that define
OER-enabled pedagogy reflect lively and sustainable ways of invigorating
the relationships in the community of practice and maintaining momen-
tum towards the above goals.

The title of this chapter invokes an open athenaeum. An athenaeum
can be an institution, library, or reading room that contains artifacts; it can
also be a group of people that engages in the promotion of literary and
scientific learning. The idea of the open athenaeum metaphorically repre-
sents the contemporary transitions that librarians successfully navigate and
that we face in the OEM. It represents the challenges of transitioning from
archiving and supplying materials to consulting and serving communities,
from focusing on artifacts to focusing on teaching and learning ecosystems,
from conveying to co-creating knowledge, and from focusing on OER to
facilitating OEP. The open athenaeum thus enables open pedagogy as both
a community of practice and as shared physical and digital resources.

Open Pedagogy in Practice

A broad range of approaches to understanding and defining open ped-
agogy offers a diverse slate of potential examples of what these projects
may look like in practice. Although the six project examples that follow
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represent different aspects of the open pedagogy spectrum, they should
each be recognizable for the manner in which they trust and empower
students, encourage faculty to relinquish tight control and to depart
from the familiar, provide authentic and meaningful learning experi-
ences, serve the wider community, and make use of the permissions that
accompany OER. In each case, the description of the open pedagogy pro-
ject is followed by a reflection on the role and significance of librarians
in supporting similar projects.

Project Management for Instructional Designers

Successive cohorts of graduate students enrolled in a course on project
management at Brigham Young University revised and remixed an open
textbook on project management to suit their needs and the needs of
future formal and informal learners. The students aligned the book chap-
ters with professional certification standards, filmed and integrated video
case studies into the chapters, replaced generic examples with those
written from an instructional design perspective, completed a word-
for-word re-editing to improve readability, created text-to-speech audio
recordings of each section, replaced copyrighted images throughout the
book with openly licensed ones, and added a glossary of key terms. The
revised and remixed book was republished as an open textbook, Project
Management for Instructional Designers.! David Wiley, the faculty lead for
the project, wrote:

Each time I give this kind of assignment, I find that my stu-
dents invest in their work at a completely different level and
go far above and beyond what I ever imagined they could do.
Now these students are co-authors on a book that is being used
in programs across the US (and world? let me know if you're
using PM4ID in your class!) and have an incredible portfo-
lio piece to showecase to future potential employers and their
moms. (Wiley, 2012, para. 5)

It is worth noting that PM4ID was adapted using technology from
Pressbooks.com.? While the choice to use the Pressbooks website or the

! Available from: https://pm4id.org/
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Pressbook plugin on a personal WordPress installation is perfectly suit-
able for publishing open textbooks, there may be advantages to having
student work integrated into local, institutional installations of Press-
books. Academic libraries can play a central role in making such local,
institutional installations open to successive cohorts in one or several
courses, making sure the book is cataloged and discoverable, and using
Pressbooks to encourage awareness of OER and possibilities for open
pedagogy projects.

Environmental Science Bites

Undergraduate students enrolled in a lower-division Introduction to En-
vironmental Science course at the Ohio State University were tasked with
describing some of Earth’s major environmental challenges and discussing
ways that humans are using cutting-edge science and engineering to pro-
vide sustainable solutions to these problems. Their work would eventually
form the different chapters in the open textbook Environmental Science
Bites. In the words of Brian Lower, the faculty lead of the project,

In writing these chapters, our students learned a great deal
about the publication process. They learned: (1) How to find
information from primary and secondary sources and critically
evaluate topics, issues, results and conclusion. (2) How scien-
tific research is conducted and how results and conclusions are
reported to the public so that people can make more informed
decisions in their own lives. (3) That the peer-review evalua-
tion system is an integral part of the scientific process, which
enables scientists to maintain high quality standards and pro-
vides credibility to research and scholarly works. And (4) that
peer reviews are a necessary part of the writing process be-
cause it focuses attention on particular details and considers
the input of an actual audience. (Lower, 2015, para. 2)

The role of librarians in facilitating the above lessons in the creation
process is central. Modules addressing open licensing, peer review, and

2 See: https://pressbooks.com/

3 Available from: https://osu.pb.unizin.org/sciencebites/
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information sourcing and evaluation can be made ready for use by stu-
dents across the institution in different disciplines. Another interesting
aspect of this project is that it is published on a Pressbooks installation on
Unizin.org. Unizin is a consortium formed by several major research in-
stitutions in the US and currently supports digital learning technologies
for 22 institutions. While it hosts an open textbook, it does not necessarily
provide an openly available catalog of the OER students at partner institu-
tions have contributed to their platform. Integrating these digital learning
objects into the search functions of the partner institution libraries might
increase their discoverability, increase their use, and allow professors
across institutions teaching environmental science or other subjects to
contribute to the collection.

Wiki Education Foundation

With the assistance of the Wiki Education Foundation, more than 22,000
students enrolled in >1,000 courses at institutions across the world have
participated in the Wikipedia assignments, collectively revising and re-
fining more than 37,000 articles. This includes medical students working
with Dr. Amin Azzam at the University of California, who receive course
credit in exchange for improving this public resource while improving
their own ability to describe complex processes in layperson’s terms.* Dr.
Azzam feels that “it should be part of a physician’s social contract to pro-
vide high quality health-information on open repositories like Wikipedia”
and that “as a result of all this training, my medical students are well-quali-
fied to be improving the medical and health-related content on Wikipedia
pages” (Salvaggio, 2016, para. 11, 14).

This open pedagogy project encourages students to interpret sci-
entific knowledge and create accurate, up-to-date resources for public
knowledge dissemination. Libraries and librarians can help navigate
Wikipedia’s unique framework for contributions, create formal or in-
formal working groups that allow faculty members across campus to
smoothly integrate Wikipedia assignments into their courses by drawing
from institutional knowledge of best practices and existing human con-

* For more information, see: https://en.wikipedia.org/wiki/
Wikipedia:UCSF_School_of_Medicine
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nections (such as a campus Wikipedia ambassador?) to the Wiki Educa-
tion Foundation and the Wikipedia community itself.

The Noba Project

The Noba Project’s efforts to address a wide array of psychology topics
led to the creation of an annual competition in which students create
short topical videos. The competition offers $10,000 in prizes for three-
minute videos that best help viewers understand and remember the
concepts around the topic. The students’ Noba Student Video Award
projects are openly licensed for review and reuse under a Creative Com-
mons license. The process empowers the students who create the content
and results in learning tools for other psychology students (DeRosa &
Robinson, 2017, p. 119).

In the words of Michael Harris, co-author of one of the award-win-
ning videos about Personality Traits during the 2016-17 competition,

They say that teaching a subject is the best way to truly learn
it, and I now see why they say that. After writing the script,
filming many takes of talking to the camera and our (hopefully
funny) examples of the big 5, then editing it with my very tal-
ented friend Matt all into a final product, I feel that I know this
content in a way [ never did before. I am incredibly grateful for
the opportunity and had a great time making the film. I hope
we see more media-meets-psychology projects like this in the
future. (Harris, 2017, para. 1)

While many large institutions have special units focused on producing
professional audiovisual content, the ability of libraries to provide fa-
cilities for learning and audiovisual production for students across the
campus can be a key to success in projects such as the one above. Pro-
vision of physical infrastructure, a repository for the produced digital
materials, and expertise in the Learning Commons of the library helps
open pedagogy projects flourish and can create synergies across courses.

> For an in-depth explanation of Wikipedia ambassadors, see:
https://en.wikipedia.org/wiki/ Wikipedia:Education_program/Ambas-
sadors
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Geographic Information Science, Open Science, and
Land Policy

In 2016, nearly one hundred students in the Department of Geography at
the University of British Columbia (UBC) undertook an open pedagogy
project to contribute scientific knowledge regarding British Columbia’s
Agricultural Land Reserve (ALR).® Using open science principles and
open data, over 20 teams of students conducted independent analyses of
subsections of the ALR in order to measure how much agricultural land
was actually in the protected farmland zone. The key question here was
whether official estimates of agricultural land used by the province and
media refer to actual agricultural land or just to everything within the ad-
ministrative boundaries of the ALR.

Student feedback on the project was positive. Many students noted
their increased ability to critically analyze open data sources and open
data accessing, processing, handling, analyzing, and interpretation. Many
students expressed shock at the types of data that the British Columbia
provincial authorities did not provide to the public under open licenses.
They were also surprised to find instances where crowdsourced, open data
(like Open Street Map) appeared to be more detailed than proprietary
data sets. The students learned many core ideas about data quality in GI-
Science (geographic information science), yet the project also presented
many pedagogical questions and quandaries for the instructors. For ex-
ample, many students pointed out possible outcome differences between
using open data and proprietary data for analyses. As an open science pro-
ject, we needed to share our data yet proprietary data could not be shared.
Given different methodological decisions taken by student groups, should
the results be framed as part of the learning process or should the results,
even if problematic, enter into the public debate to stimulate more re-
search? How is it possible to design and use an open science project for
successive cohorts? How do we assess learning in the context of open sci-
ence? The students’ final reports, maps, and spatial data were published
on a public-facing website providing open resources for people interested
in BC’s agricultural lands. The project website provides a brief overview

6 For background information on the Agricultural Land Reserve, see:
http://blogs.ubc.ca/alrmap/alr-background/
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of the project process and groups of outcomes from the project, including
lessons learned by the instructors for implementing GIScience, open sci-
ence, and open pedagogy projects.

Once again, librarians were fundamental to the success of this project.
The UBC Data & GIS Librarian came into the course to provide an overview
of open and proprietary data sources, how to access them and attribute
them, how to understand metadata, and how to use some basic software
for visualizing data. Students and faculty were able to rely on the librarian’s
technical expertise in data and vast knowledge of data sources while building
their methodological approaches for the actual GIScience analyses.

Open Pedagogy in Broader Terms

While all of the above examples convey open pedagogy work with an
array of openly licensed resources (from open textbooks to open data
to open science documentation), broader understandings of open ped-
agogy practices can also be supported by libraries. For example, open
pedagogy can be understood as openness in co-creating course outlines
with students. As Kevin Gannon argues, current course outlines are not
learner-centered:

The role of a syllabus has become contested for a variety of
reasons, resulting in maladroit attempts to balance institutional
needs and effective pedagogy. Because syllabi are now inter-
preted as contracts in addition to curricular documents, they
have become the default landing site for university policies, ac-
creditation box-checking, and myriad other items attracted to
the platform like cat hair to a black shirt. (Gannon, 2016, para. 6)

What could be more learner-centered than the openness of having the
students themselves agree upon the learning outcomes, course conduct,
behaviors, and even the assessment strategies (Monsen, Cook, & Hannant,
2017)? This openness to engaging the learners in framing their relation-
ships to each other, to the subject matter, and to the instructor provides
an honest model of learning together. However, it is scary for many fac-
ulty to relinquish control over the course. While arguments about course
outlines being an unbending contract or the intellectual property of the
instructor need to be addressed, much of this fear might simply be because
it is hard to imagine what a student-created course outline might look like
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and we have very few among us with experience in co-creating course
outlines. So, we need more examples and best practices.

Librarians can make a major contribution to this type of openness.
There is a valid argument for course outlines being cataloged and refer-
enced in institutional repositories in the same way that other scholarly
materials are treated. These repositories can be tagged with many key-
words, and not just disciplines and departments. Some of these keywords
might focus on the pedagogy employed and if students were involved in
the creation of the course outline. This would provide faculty with invalu-
able insights into openness. How is it being done, who is doing it, and
what are the expected outcomes and best practices?

Several other projects that do not focus necessarily on OER but rather
on opening the teaching and learning process might also be supported by
librarians. For example, Robin DeRosa’s work on an open anthology not
only involved students creating OER, but making curatorial decisions in
the selection of types of texts to include (DeRosa, 2016). Her students’
open pedagogy project resulted in The Open Anthology of Earlier American
Literature.” Other examples include Rajiv Jhangiani’s (one of the authors
of this chapter) work with students to create a question bank to accom-
pany an open textbook for social psychology (Jhangiani, 2017c). As well,
projects emphasizing public scholarship as a type of openness might be
important. For example, UBC Geography students in an environmental
geography course developed dozens of case studies analyzing wicked en-
vironmental problems (see https://environment.geog.ubc.ca/); these case
studies are not openly licensed but emphasize creating and disseminating
scientific knowledge through public scholarship. While we believe that
openly licensing public scholarship provides greater potential utility for
learners, these efforts nonetheless reflect a push towards openness and
getting away from disposable assignments.

Whether or not these projects openly license their products and can
be considered OER-enabled pedagogy, the above examples reflect open
and collaborative approaches to effective pedagogy. Librarians can sup-
port the above examples of openness in pedagogy by working on dis-

7 Available at: https://openamlit.pressbooks.com
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coverability, creating institutional repositories for types of resources, and
hosting workshops that feature open educational practices. Below we
distill many of the lessons learned from these cases into six recommen-
dations. While these recommendations are easiest to implement in cases
where institutional resources support full- or part-time support positions
to support open education, the recommendations can be pursued through
collaborative, sustainable partnerships with other units on campus.

Building an Open Athenaeum

So, just how does an institution facilitate open pedagogy? Let’s get down
to brass tacks to look at some concrete actions that librarians can take to
champion open pedagogy from the library. Our list draws from the above
cases and our professional experience as faculty working closely with li-
brarians and students, but it is certainly not meant to be exhaustive. Anita
Walz points out, “Depending on our main roles and the needs of our in-
stitution we may implement and connect open educational practices very
differently. There is no single model for librarian involvement in open ed-
ucation; [ think this is a good thing” (Walz, 2017, p. 153). Towards locating
a suitable model, Quill West proposes a useful framework of habits that li-
brarians can focus on. She writes: “We achieve openness by exploring and
encouraging the six habits of open practice: sharing, early drafting, sup-
portive feedback, studying licenses, giving credit, and putting students at
the center” (West, 2017, p. 140). The embodiment of these different habits
within your particular institutional culture needs to be creative and contex-
tualized. Likewise, you can adapt our suggested actions as they are relevant
to your situation and how you approach open pedagogy.

Collaborate and Grow a Community of Open
Practitioners: A Campus Working Group

If your campus does not already have a formal, cross-functional Open Ed-
ucation Working Group (OEWG), librarians can be the driving force to
create one. The group might include faculty, administrators, union rep-
resentatives, students, and staff from the bookstore, accessibility services,
and the teaching and learning center. Although the composition of an
OEWG may vary across institutions, the critical guiding principle is to
not omit interested internal stakeholders, as the recommendations of the
group may otherwise be perceived as confrontational. Moreover, the nat-
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ural temporal turnover of students as well as the particular politics of
administration and faculty units might unnecessarily undermine or politi-
cize open education.

Having the OEWG run by librarians brings several benefits. First, it
gives the work of the group the veneer of institutional approval and a
stability that individual stakeholders cannot easily manage. Second, the
formal group can serve as the go-to point for people interested in learning
more (the provision of this information is a natural function of the li-
brary—the official commons—in the campus ecosystem). Third, the work-
ing group can plan and offer professional development opportunities for
faculty (e.g., how to adapt an open textbook, how to design a Wikipedia
assignment), run an open textbook review program that provides hono-
raria to faculty willing to write a peer review of an open textbook within
their area of expertise (an especially handy way of countering the low-
quality myth), run an OER grant program (to support faculty to make
necessary changes prior to adopting OER), manage an institutional list-
serv for OEP, and apply for internal and external funding to support all of
the above.

The technical expertise of librarians and the physical and digital spaces
that the library supports are key assets for all of the above working group
actions. This is the group that can ensure that OER are widely understood
in terms of their permissions, so that even if people “come for the cost
savings, they stay for the pedagogy” (Wiley, 2017a, para. 6). This ap-
proach—one that highlights both social justice and pedagogical innova-
tion—carries the additional benefit of widening the appeal of OER adop-
tion as only the first stop on a journey of exploration into open pedagogy.

Collaborate and Grow a Community of Open
Practitioners: Informal Networks

One of the reasons why working groups are such a useful mechanism is
that collaboration and partnerships are key to the success of this grass-
roots movement. So even if not formally connected within working
groups or written partnerships, librarians may collaborate with the cam-
pus store to help them explore revenue models based on OER (e.g., selling
print copies of open textbooks, including on demand) and the campus stu-
dent association to help raise awareness about the impact of high textbook
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costs and the availability of OER. Librarians may also work directly with
faculty interested in revising and remixing OER to build course-specific
LibGuides (see, for example, http://nmec.libguides.com/psy250mccord/
welcome) that allow faculty to share their work with institutional sup-
port but outside of the closed institutional learning management system
(LMS).

In order to provide support for open pedagogy librarians should espe-
cially explore collaborations with the teaching and learning center (TLC).
The TLC administrators and staff are the ones who will most likely be
aware of the innovative pedagogues across different faculties, the teachers
who are eager to explore new technologies and who might be excited at
the prospect of empowering their students via open pedagogy.

Strongly supporting these innovators (especially within high-enroll-
ment departments or flagship programs) as they engage with OEP is a
strategy that can pay dividends, for when their efforts are recorded, recog-
nized, and celebrated these innovative pedagogues become carriers for the
message of OEP for the many early adopters waiting in the wings across
campus. In addition to the organic spread of ideas through pedagogical
mavens, librarian- advocates are then able to point to respected peer inno-
vators on campus, a powerful strategy that aligns both injunctive norms
(what people ought to be doing) and descriptive norms (what people are
actually doing).

Assuming the goal is to normalize the adoption of OEP on campus,
collaborating with the TLC once again provides several mechanisms to
build and grow a community of practitioners, whether by creating faculty
learning communities or other communities of practice (ideally led by the
faculty innovators) that collaboratively explore the full potential of work-
ing in the open. Once again, fostering interinstitutional collaborations can
help by reducing individual workloads, enhancing quality via peer review,
and widening impact.

Raise Awareness

As you might have intuited from reading the above, a critical action is to
raise awareness of both OER and open pedagogy, and here librarians can
really flex their technical expertise and leverage their interstitial position.
Awareness of OER remains relatively low among the academic commu-
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nity. Speaking from our experience, many students have never heard of
open education and therefore cannot be effective advocates. Likewise,
many administrators confuse open education with online education and
therefore do not see how or why additional institutional support might be
necessary or beneficial to the institutional goals. Faculty are not immune
either as studies show that most faculty continue to confuse what is “open”
with what is merely free or what happens to be in digital format.

This all points to the critical need for more education. We describe
this as critical because, after all, it is not the “free” that enables open ped-
agogy but rather the “freedom” or the 5R permissions. Fortunately, this
is precisely the sort of education that librarians are perfectly positioned
to provide, both online through licensing guides and modules and face-
to-face during consultations or professional development workshops. Or-
ganizing campus events that bring in external speakers is an effective
strategy, partly because doing so provides inspiration with concrete exam-
ples of practice, but also partly because all too often the identical message
conveyed by an internal expert is readily discounted.

Address Discoverability

Once the awareness barrier has been tackled, basic strategies to address
the discoverability of OER can help ensure that open resources get into
the hands of teachers and learners, who may then decide to take advantage
of the 5R permissions. Addressing discoverability can take many
forms—such as importing MARC records for open textbooks into the
library catalog, integrating open repository searches into the discovery
layer, or developing LibGuides for OER.

One interesting strategy that has been found to work at institutions
across British Columbia is integrating open educational materials into
seasonal displays that are often found near the entrance of the physical
library. While a wide array of OER can be displayed and discovered, print-
ing open textbooks and including examples of open pedagogy (student-
created) projects can lead faculty, staff, and students to discoveries that
stimulate curiosity, raises awareness, and encourages adoption.

Similar efforts to support OEP include gathering and publishing
course outlines (if they are not made public elsewhere), publishing rubrics
to assess renewable assignments, writing case studies to profile diverse ex-



156 OER: A FIELD GUIDE FOR ACADEMIC LIBRARIANS

amples of open pedagogy, or facilitating the deposit of students’ creative
and academic work in the institutional open repository. Whether for OER
or OEP, the goal is the same: ensure that practical tools and resources are
made available and discoverable to faculty who learn about open practices
and wish to adopt them. Happily, addressing discoverability is something
that can be more easily achieved by proactively reaching out to and collab-
orating with peers at other, like-minded institutions or via consortia.

Enable Adaptation

Enabling adaptation across the institution can contribute to and in many
cases may rely upon the technical expertise of librarians and the physical
and digital infrastructure of libraries. While the physical infrastructure
enables workshops on creating openly licensed materials for both students
and faculty, the digital infrastructure and technical expertise in project
management can be just as valuable. For example, drawing from ongoing
work at the Rebus Foundation, Billy Meinke at University of Hawai iem-
phasizes teaching OER production workflows (Meinke, 2017). Teaching
these soft skills of navigating and managing the OER creation process al-
lows faculty to see entry points for learner activities and for learners to
better able to conceptualize how their contributions are part of a larger
picture that perhaps involves learners at other institutions.

Libraries have the potential to lead the needed implementation of dig-
ital architecture for enabling adaptation. OER are not always in an ideal
format for remixing or adapting (Levine, 2017). This poses limitations not
just to adoption but also for the use of OER in open pedagogy projects. For
example, in British Columbia, BCcampus led the successful implementa-
tion of Pressbooks as an open textbook repository. The repository allows
people to freely access online and download digital copies of textbooks
in several different file formats. In Alberta, Manitoba, and Ontario, the
BCcampus Pressbooks model and content is mirrored by agencies advanc-
ing open education in their respective provinces. While widely dispersed,
these repositories often contain static editions of learning objects. So fac-
ulty and students are unable to easily edit and contribute in the same
way they might through a more dynamic shared wiki or website. This
limits adaptation and the use of OER in open pedagogy. UBC librarians
Leonora Crema and Erin Fields recognized this hurdle and decided to ex-
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periment with implementing a locally hosted Pressbooks installation that
allows faculty and learners to import and edit openly licensed materials
from other repositories. This enables long-term OER adaptation projects
across courses and departments. It is likely that enabling local adaptation
of OER will translate into better rates of adoption and to learning objects
more relevant and engaging for students in their local contexts.

Inspire and Emphasize Practices

Librarians can provide multiple entry points to meet people at their un-
derstanding level of open education and broaden the open education dis-
course beyond OER cost savings to OEP and open pedagogy. After all, “if
cost savings were the only goal, then OERs are not the only answer. Ma-
terials could be made free, or subsidized, which are not openly licensed”
(Weller, de los Arcos, Farrow, Pitt, & McAndrew, 2016, pp. 84-85). Open
pedagogy offers other benefits such as peer-to-peer efficiency in the adap-
tation and dynamic updating of materials. When faculty move from being
consumers of texts to realizing the potential power of adapting and creat-
ing OER for enabling OEP then “we’ve come within striking distance of
realizing the full power of open” (Wiley, 2016, para. 16).

Aside from making fuller use of the available permissions, the broader
takeaway for those of us seeking to advance the open education move-
ment is that when we advocate for OER we can engage in aspirational
visions of education and avoid the appearance of judgment or guilt. Aspi-
ration better supports innovation and engages in “approach motivation”
(Elliot & Covington, 2001). In a broad aspirational vision of what we may
be able to accomplish in open pedagogy and OEP, material cost savings
may be the least significant benefit of OER (Jhangiani, 2017a).

Indeed, “for faculty who enjoy experimenting and innovating, open
textbook adoption does feel like a meagre position to advocate. These
are instructors who care deeply about authentic and open pedagogy, who
may take full advantage of the permissions to revise and remix, and who
understand that adopting OEP is really just about good pedagogy...”
(Jhangiani, 2017b, p. 275). On the other hand, as principled agents in a
principal-agent dilemma, faculty who adopt high-priced textbooks may
feel guilty about their decision and bend a course to better conform to and
utilize an expensive textbook. These empathetic teachers are cases where
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the social justice reasoning for open textbooks may resonate particularly
well (Jhangiani, 2017b, p. 275).

The above recommendations indicate the need for librarian-advo-
cates to know their audience and meet them where they are, something
that is made easier by the multiple entry points to OEP. These entry points
are described by Weller and colleagues (2016) as three categories of OER
users:

Of course these categories are neither static nor mutually exclusive,
as individual faculty will evolve, whether in terms of the specific Creative
Commons license they are comfortable applying to their newly created
work or their motivation for adopting OEP. Nonetheless, they offer some
insight into the different starting points for different faculty in their jour-
ney towards greater openness. Librarians can chart the typical paths of
these different types of users, link these users to one another, and provide
the ligaments of the community of practice so necessary for open pedagogy.

1. The OER active are engaged with issues around open education, are
aware of open licenses, and are often advocates for OERs ... An exam-
ple of this type of user might be the community college teacher who
adopts an openly licensed textbook, adapts it and contributes to open
textbooks. (pp. 80-81)

2. OER as facilitator may have some awareness of OER, or open licenses,
but they have a pragmatic approach toward them. OERs are of sec-
ondary interest to their primary task, which is usually teach-
ing ... Their interest is in innovation in their own area, and therefore
OERs are only of interest to the extent that they facilitate innovation
or efficiency in this. An example would be a teacher who uses Khan
Academy, TED talks and some OER in their teaching. (p. 82)

3. Finally, OER consumers will use OER amongst a mix of other media
and often not differentiate between them. Awareness of licenses is
low and not a priority. OERs are a “nice to have” option but not essen-
tial, and users are often largely consuming rather than creating and
sharing. An example might be students studying at university who use
iTunes U materials to supplement their taught material. For this type
of user, the main features of OERs are their free use, reliability and
quality. (p. 85)
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Conclusion
We reiterate that it is no coincidence that librarians are to be found
at every frontier of the open education movement. Librarians are the
ones whom students approach when they need to borrow a textbook
that has been placed on course reserve. Librarians witness pairs of stu-
dents daisy-chaining interlibrary loans to last the length of a semester.
Librarians conceive of and manage alternative textbook programs. Librar-
ians try to persuade their faculty to make greater use of the institutional
repository. Librarians build guides to help faculty and students locate the
subscription-based resources for which the institution has dedicated pre-
cious resources. Librarians deal with increasingly exorbitant and opaque
database subscription fees. Librarians are the perennial champions of im-
proved access and student support because they have benefited from hard-
won lessons learned along their profession’s journey from print to digital
and from resources to services. From conversations about open textbook
publishing to the push for embedding inclusive design principles within
OER creation, librarians are offering expertise, infrastructure, insights,
and communal cornerstones for OER and OEP.

These experiences, combined with their expertise and the consulta-
tive nature of their relationship with faculty perfectly position the library
to be the open athenaeum—the institutional home for open pedagogy.
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Section 3:

OER Advocacy, Partnerships, Sustainability, and
Student Engagement

Throughout this book, particularly in this third section, we see themes of
the librarian as both catalyst and central collaborative leader for awareness
building, adoption oversight, and project management. Librarians are cen-
tral in supporting OER adoption. Here, we investigate the roles librarians
play in identifying and cultivating partnerships with student organizations,
government entities, multiple institutions, and the profession.

As described previously, advocating for a broad adoption of OER can
be a challenge to organizational culture, and changing culture takes time
and true collaboration. Our hope is that practitioners will learn about how
to cultivate productive partnerships with a variety of stakeholders to sup-
port broad cultural change and uncover concrete strategies for finding and
evaluating existing OER in preparation for adoption, modification, and
creation of OER.

In the first chapter, Cummings-Sauls et al. highlight the role of the
librarian in catalyzing partnerships across a broad array of stakeholders.
The authors offer clear advice on how to engage with a variety of partners
within one’s institution and with broader external communities.

Rigling and Cross outline the creation and implementation of an
OER program at North Carolina State University (NCSU). The authors
describe how they built partnerships with their student population to sup-
port wider advocacy for the program. Readers will find valuable insights
on strategies for partnering with students and assessing outcomes.

Further emphasis on the importance of student engagement comes
in Ivie and Eillis’ chapter on advancing access for first-generation college
students. Here, the authors discuss the role of the library in advancing
OER through integration with various campus entities, and in particular
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advocacy work focused on multiple student organizations. The authors
offer practical suggestions in working with students to market and assess
programs.

Continuing with this focus on student engagement, Baker and Ippoliti
describe how they engaged students at Oklahoma State University to be-
come advocates for OER adoption and how they worked with student
organizations, supported by a development grant, to design OER and ad-
vocate for their adoption.

Kirstin Dean describes the multi-pronged approach to library-led
OER adoption at Clemson University. Dean frames the issue as a com-
munication challenge, and describes the methods she has used in effec-
tively communicating the importance of OER to student organizations
and other campus stakeholders.

To complete the section, we shift focus to extra-institutional and pro-
fessional partnerships. First, LaMagna describes an approach at Delaware
County Community Colleges, in which faculty librarians advocate for
OER and train colleagues in implementation strategies though profes-
sional development programming. Readers will learn about the creation
of the program, the funding sources, and the design of the curriculum.

Frank and Gallaway outline the train the trainer approach, outreach
efforts, and how library leadership manifests in OER initiatives carried
out by Louisiana’s state library consortium. Their description of coordi-
nating OER efforts at a statewide level, in concert with a legislative body,
includes discussion of a variety of challenges and opportunities.

Finally, Hare, et al. explore inter institutional collaborations to im-
plement OER programming across the Duke Endowment Libraries. This
case study explores the different settings and campus cultures across the
endowment libraries and how working with endowment support to train
the trainer, engage faculty, and assess their collaboration.



Open Partnerships: Identifying and Recruiting
Allies for Open Educational Resources
Initiatives

Rebel Cummings-Sauls, Matt Ruen, Sarah Beaubien, & Jeremy Smith

Introduction: The Value of Having Partners—Why You
Dont Want to Go It Alone

Leading or partnering with others on an open educational resources
(OER) initiative is one of many ways libraries provide value to students,
as well as visibility on campus. As Joseph A. Salem Jr. suggests, “.. part-
nering early in the process will allow the library to lead in areas where
expertise is needed and missing. If no programmatic approach is under-
way, these partnerships offer the library an opportunity to lead overall
on an initiative focused on student success” (Salem, 2017). Combining li-
brary services with others across the institution may result in a robust,
enriching initiative, leveraging various types of expertise or infrastructure
throughout an institution.

The successful OER initiatives that we discuss here have been built
upon partnerships. Partnerships may include any number of individuals
or groups ranging from libraries, the Student Government Association
(SGA), faculty support offices, bookstores, administration, and more (in-
cluding outside your institution). A possible starting point for a part-
nership is to first consider your available resources, the needs at your
institution, and what would help bridge the gaps. Promoting what you
have to offer, while seeking others to complement those resources or
services, can naturally lead to opportunities to partner. Libraries, for ex-
ample, may have key services in place that contribute to OER initiatives,
such as assistance finding high-quality OER, copyright consultation, cen-
tral infrastructure, expertise in publishing, and existing relationships with
campus departments. While partnerships are not necessary for imple-
menting an OER initiative, for our universities’ partners they have been
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invaluable in increasing awareness, building and sustaining momentum,
and bringing a variety of perspectives, skills, and resources that contribute
to long-term success.

Throughout departments, colleges, and universities there are shared
goals involving education affordability and student success, which dove-
tail with OER goals. “Combining the strengths of key campus units to
build OER into the campus culture” is a powerful way to move these goals
forward (Woodward, 2017). Partnerships can bring many benefits, but re-
quire effort, ongoing development, and flexibility. Partnerships may be a
time-consuming, labor-intensive way to move an initiative forward, yet
the authors have found the rewards can be exponential in return. Goodset,
Loomis, and Miles found that the “greatest challenge in collaborating with
a faculty member, perhaps unsurprisingly, was navigating schedules and
deadlines,” and that agreed-upon methods of communication were “essen-
tial” (Goodset, Loomis, & Miles, 2016). This holds true of all partnerships,
and becomes more challenging and critical as additional partners join the
initiative. Goals and expectations should be clearly stated, agreed upon,
and periodically revisited throughout collaborations. That being said, it is
also important to be flexible in your goals and expectations.

In this chapter, we describe OER partnerships at three institutions:
University of Massachusetts Amherst (UMass Ambherst), Kansas State
University (K-State), and Grand Valley State University (GVSU). In each
institution, the libraries are a leading partner in OER initiatives, joined
and supported by a variety of partners from the university community.
Throughout the chapter, our discussion of these partnerships will illus-
trate a variety of different goals and outcomes. In some instances, the
nature of the partnership is focused largely on advocacy. In others, new
services were developed to meet faculty pedagogy and student learn-
ing needs. And in other examples, existing services and infrastructure
were combined to provide more cohesive support for supporting OER.
With each stakeholder, we highlight potential hooks and motivations
for the partner’s involvement, roadblocks you may encounter recruiting
them, and benefits of their participation. Our goal is to share our experi-
ences through this framework so that you may be able to identify similar
partners within your institution, customize and implement strategies we
describe, and overcome the challenges inherent in OER collaboration.
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Library

Following the path blazed by educational technologists, distance educa-
tors, and instructional designers at Massachusetts Institute of Technology
(MIT) with the creation of their OpenCourseWare program in the early
2000s (Abelson, 2008) libraries have begun to fully embrace and sup-
port the development of OER in the last decade. Initially thought of as
content locators, contributors, and organizers (Atkins, Brown, & Ham-
mond, 2007), libraries are now leading OER funding initiatives, educating
faculty, and providing infrastructure for the storage, creation, and dissem-
ination of OER (Kleymeer, Kleinman, & Hanss, 2010; Santos-Hermosa,
2012; Gallant, 2015). The authors’ libraries have recognized the con-
nections between OER efforts, which work to remove the barrier of
high-cost resources for students and encourage new teaching methods for
faculty, and existing open access (OA) and open data work. To address the
faculty concern that they do not have time to find or create alternatives to
their existing teaching materials, libraries have begun to initiate and co-
ordinate incentive and grant programs, develop or support the work of
other campus OER efforts, and dedicate staff time to supporting and ad-
vocating on behalf of OER.

OER efforts may be led by or centralized in one of many different li-
brary units. Many germinate in scholarly communication departments due
to their expertise in OA publishing, institutional repositories (IR), fair use,
and guidance on the use of Creative Commons and other copyright/intel-
lectual property rights issues (Wesolek et al., 2017). Library teaching and
learning, collections, or administration units are similarly well suited to
support OER programs (Yano, 2017). For academic department liaisons,
reference and reserves staff, library administrators, and student support
teams, collaboration on OER may be an opportunity to build new relation-
ships with departments, demonstrate the library’s value to campus, or meet
student information needs. No matter what library unit they belong to, find
someone who is passionate about these issues and willing to advocate on
behalf of your efforts. If you are not a librarian and planning to launch an
OER program, the library should be one of your first partners.

In addition to material support, libraries may offer funding opportu-
nities for OER. With the growing trend of library budgets moving away
from “big deal” journal packages (Anderson, 2017), there is an opportu-
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nity to reallocate these funds towards OA projects. Many libraries have
Friends of the Library or other community groups willing to support ini-
tiatives that directly impact students. Library development offices can be
great at finding alumni or large donors who want to support the library
in a meaningful way. Libraries may also have access to federal grant funds
from the National Endowment for the Humanities (NEH) and the Insti-
tute for Museum and Library Services (IMLS), which both support the
development of open materials. However, it’s no secret that library bud-
gets are tight; since OER is a relatively new area for libraries it has not,
with some exceptions, established a foothold in traditional library bud-
gets. OER funding often falls into the “special projects” category and is
thus not necessarily sustainable over the long term. Greater efforts to in-
stitutionalize funding for OER within libraries will need to happen in the
future to guarantee their viability as a core library service.

Currently, full-time OER positions in libraries are rare. Many OER
efforts on U.S. campuses are managed by someone with other respon-
sibilities, such as IR management, reference, or undergraduate support
(Okamoto, 2013; Kleymeer et al., 2010). One way to gradually introduce
more OER work into the library is by including it in revised job de-
scriptions following retirements and vacancies. But even without new
positions there is a plethora of existing staff who can help spread the word
about OER. Library subject specialists or reference staff, who interact with
faculty regularly and are great promoters of library services, can intro-
duce faculty to the concept of OER and recruit them to participate in a
program. They can also create or assist with creating OER subject guides.
Reserves departments can plug OER when faculty are looking for course
materials or placing textbooks in the reserves collection. Archives and
special collections departments can present faculty with untapped, unique
archival material that can be used as teaching materials. Metadata staff can
assist with resource description that helps surface OER in local catalogs
and worldwide indexes. Acquisitions staff can identify and ingest qual-
ity OA journals, monographs, and textbooks. Library development and
communications departments can promote OER efforts as well as develop
possible funding streams for an OER initiative. Libraries can also provide
infrastructure support for OER projects. Many academic libraries have
stable fiscal processing ingest for processing grants/awards. Libraries also
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often support an institutional repository or OA press that provides host-
ing and publishing of locally created OER. The fabric of support for OER
runs throughout almost every unit in the library.

Libraries, however, are not always equipped to provide expert advice
on all OER matters. Support for the mechanics of publishing (copy edit-
ing, proofreading, editorial decisions, layout, graphic design, etc.) is some-
thing that OER authors frequently need that libraries can’t always pro-
vide—as with GVSU’s library publishing program, which has relied on
authors to prepare and format OER before they are made available online.
Libraries have increasingly started to collaborate with university presses
and others to address this need (Sutton & Chadwell, 2014). The accessibil-
ity of the variety of formats generated with OER content, especially video
and audio material, is oftentimes outside the area of libraries’” expertise
as well. Partnerships, vendors, and training are some of the ways to ad-
dress this important aspect of OER creation, but there are others. K-State,
for instance, addresses accessibility issues in one way by inviting someone
from the Student Access Center to sit on each application review board.
UMass Ambherst Libraries recently partnered with the Assistive Technol-
ogy Center to provide training for staff and students on closed captioning
and audio description of video material.

Even when a library has the potential to support all aspects of an OER
program, collaborating with allies on campus enables the resources and
time of the library and librarians to have faster, greater, and better impact.
Let’s look at some other campus stakeholders you may want to include in
an OER initiative.

Faculty

Faculty members are an absolutely vital partner in OER initiatives on your
campus. Plain and simple, because faculty teach the courses, if faculty do
not become involved in the process you cannot have a successful OER ini-
tiative. The good news is that it takes just one to start. Most likely you
already have at least one faculty member in mind or as a friend on campus
where you may be able to begin. Reaching out to connections that you al-
ready know, or know exist, is a great first step in building faculty partners.
If you are new to campus or don’t feel that your connections are right,
reach out to the individuals within the library, who we discussed above,
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that may have or may want to have a vested interest in OER. Ask these
individuals to introduce you to their faculty connections, which can be as
simple as a forwarded email with a short message or meeting for coffee.

You may also have faculty on campus who are already using an
open or alternative resource. These faculty may be able to convert an-
other course to OER and they may let you know which faculty have
shown interest in their efforts on campus. Plus, they can be the obvi-
ous, great examples of how OER can work on your campus. Once you
have worked with faculty on campus, you may be able to call upon them
to participate in future OER events, share their experiences in promo-
tional material, and to convert other courses that they have in their
course load. It is important to remain in contact with faculty who have
participated in the initiative, to ensure that they are continuing use of
the resource and have been satisfied with the process. Use their feed-
back to make improvements when possible and be sure to communicate
your efforts with them, as faculty word of mouth can be a powerful tool
in making future faculty partners.

Beyond being trailblazers for selecting and implementing OER, fac-
ulty also serve as advocates among their colleagues. Faculty may be
sources of expertise, bringing direct hands-on experience of using OER.
These faculty can be great allies in creating and supporting the initiative
on campus and in some cases may become an initiative partner or member
of your OER committee. In fact, the K-State Open/Alternative Textbook
Initiative Team consists of faculty members from three different depart-
ments on campus and several others are asked to join the review commit-
tee each year.

In addition to individual connections, there are several other ways
to connect to faculty on campus. Calls for applicants or interested faculty
should be placed in your campus communications channels (i.e. email,
newsletters, magazines, flyers) that you have available. Holding events and
activities on OER during nationally recognized open access or open edu-
cation weeks can draw in faculty and highlight OER efforts on your local
campus. Attend other faculty-focused events and make small talk with
other attendees. Where appropriate, mention that you may be able to pro-
vide grant funding and/or support for their transition to OER. Even when
you can'’t talk about your initiative, you are expanding your connections.
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When possible, reach out to those you met to reintroduce yourself, and
don’t forget a link to your OER website in your email signature.

Some universities have, on their own or working with an external
partner like Open Textbook Network, held workshops to inform faculty
about the impact of open textbooks. During these workshops, faculty are
asked to complete a review on an existing open textbook to gain famil-
iarity with a resource that they may want to use in their course. Faculty
may receive a small stipend or award for their participation, depending
on your local policy and resources. At K-State, some faculty have reported
uncertainty in completing the OER grant application itself. If you have
an application for participation, providing information sessions where
the application process is explained and discussed can provide faculty an
added comfort level in completing the process. At the very least, this pro-
vides you an opportunity to interact with faculty who show some level of
interest in participation.

Soured or unsatisfied faculty relationships with commercial publish-
ers can also lead faculty towards OER. At GSVU, the general chemistry
course has adopted an OpenStax textbook in reaction to publisher price
hikes. Faculty at K-State frequently report dissatisfaction with commercial
options as a prime reason they are looking at OER. OER has given faculty
the ability to produce a textbook for a discipline that commercial pub-
lishers have not yet shown interest in or that is too niche to recoup
investments. Faculty with a passion for these areas may be looking for an
outlet and OER is the perfect option. The most important thing to keep
in mind with faculty partners is to not dictate what you want them to in-
corporate into their course. You may even hold off on suggesting content
until they have asked you for possible options.

Faculty members, at our universities and more generally, have some
degree of freedom to select their desired course materials. The AAUP
Statement of Principles on Academic Freedom and Tenure states acade-
mic freedom “is fundamental for the protection of the rights of the teacher
in teaching and of the student to freedom in learning” (American Associ-
ation of University Professors, 1940). Whether committees or individual
instructors select the resource, faculty usually decide on the text. If doing
so by committee, you just have more people to enlist. Ultimately, faculty
are the ones who can make the decision to move a course to OER.
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Research by Tyton Partners support “Faculty time/effort” as a re-
ported obstacle for all faculty by administrators in digital learning (Lam-
mers & Tyton Partners, 2017). As OER coordinators, we see that this is
especially true as it pertains to reviewing OER content for use in courses.
Faculty may have more opportunity to conduct these tasks during the
summer months, when they have fewer demands on their daily routines.
Some faculty are off-contract with their college or university over the
summer and can use grants/awards for stipends to cover their efforts dur-
ing this time. Faculty without publishing experience may have concerns
over their lack of expertise. These faculty should factor the costs of pub-
lishing, such as copy editing, into their applications when applying for
their grant award.

To alleviate quality concerns, faculty should be encouraged to gather
and reflect on reviews of their OER. For newly created content, authors
are asked to receive traditional textbook reviews from internal/campus
and external reviewers in their discipline. Along with gathering and in-
corporating feedback from traditional reviews, each semester students in
the course will provide or should be asked about their perceptions on the
quality and relevance of the content to their needs. Hearing that students
valued and appreciated the OER has led faculty at K-State to convert ad-
ditional courses to using OER.

Multiple faculty members