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Abstract 
This paper outlines a project being undertaken at a regional university in Northern Australia, in which all course materials are delivered on line, and a majority of students are external. The research was intended to inform an institutional policy and guidelines around the usage of OER. In addition, an interactive digital tool was designed as an introductory ‘gatekeeper’ to circumnavigate the legal and technical elements associated with searching, using, repurposing and creating OER within HE institutions. Through this process, the information gathered informed the design of the tool, or wizard, which enables the use of OER for academic staff and students, and access to a more innovative pedagogical approach via open educational practices. 

The decision tree which formed the basis for the design of the wizard was informed by the information gathered in a literature review, and acts as a way to circumnavigate the perceived frustrations and complexities involved with engaging with OER as an academic staff member. It is hoped that the wizard will help promote the innovative use of OER by staff, and open the movement to usage by students as well. Further adjustments are also considered for future adaptation to the wizard to further promote innovative use, repurposing and creation of OER in open education practices, rather than using OER in a content-focused way. 
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Introduction
The initial development of an interactive tool to help staff navigate the OER landscape and promote the use of OER within the learning management system (LMS) led to more practitioner focussed research into the open educational practices associated with re-purposing, creating and utilising resources in the broadest open sense. That is, making learning as accessible as possible via as many interactive practices which manipulate OER, layered with a blend of pedagogical approaches which are open and accessible to a range of learners. 

While the Wizard will promote use and encourage innovation via the inherent potential of OER to be repurposed and created, the questions of how far it will encourage a pedagogy shift still remains: What will promote open practice and evolve pedagogy past ‘as is’ use? What can help learners nurture their motivation and responsibility for designing their own learning despite highly prescriptive and oppressive educational systems and the conditioning they give? What else could be done to redefine pedagogy from learning leadership to learning sharing?

Literature Review 

This work draws on theoretical concepts from Foucault and Friere; namely the notions of knowledge and learning as a matter of power. Foucault’s asserts that power.’circulates in a net-like organisation…individuals are the vehicles of power, not its point of application’ (1980a:98). An additional interpretation of knowledge as Foucault saw it defines it as ‘social, historical and political conditions under which statements come to count as true or false (p.29- McHoul and Grace, 1993).

This contextualisation of knowledge and power can be echoed in the repurposing and creation of OER by learners and staff alike as a sharing of the power over knowledge use and creation. This can also be related to Friere’s Pedagogy of the Oppressed, ‘which must be forged with, not for, the oppressed,’ and his concept of ‘educational projects’ as distinct from ‘systematic education’ (p.36, 1970) in the way they are carried out with the oppressed. These concepts can reframe the power of knowledge creation and use as a fluid and collaborative process one which, according to Friere, can be a generative and emancipating force that can mitigate oppressive forces of localised or appropriated power.  

Given the potential for innovative use of OER to share knowledge creation amongst people, the pedagogy of resource use requires a shift from being appropriated by those who would retain the power over knowledge (via institutional, governing and traditional pedagogical approaches) to being shared, disseminated and regenerated within a collaborative learning community that benefits both teachers and learners as workforce participants.

Both OLCOS and COL (2012) emphasise open educational practices as requiring distinction from the emphasis on content and tools reflected in the range of literature in the OER landscape, mirroring the distinction Friere made between systematic education and educational projects (1970).   This ’…dominat(ion) by a traditional understanding of education as well as relevant content and tools…’ (p.23, OLCOS, 2011) perpetuates the prescription that learning systems are subject to due to ‘…national policies and statutory laws, particularly curriculum and qualification frameworks.’ (p.34, COL 2012) Given this prescription, the likelihood that practitioners would cling to a purpose-built resource that is seemingly compliant with assessment and regulatory forces is high. The emphasis of both organisations on open practices is the shift away from the resource and the move towards a more open practice-based conception of use. (p.117, COL, 2012)  In keeping with the required shift in power to engage the learners in taking responsibility for their own learning design, the use of resources in open practice would seem to be the evolution which would lead to more competence in emergent workforces. 

Is the power in resources or practices?

Lee (2013) outlines the 21st century competences (Lee, 2013). These skills could be argued to be required in many workplaces and learning environments, but how they are taught in content-and accountability-dominated  systems could pose more questions  not just about pedagogy, but what content and skills have been valued in educational provision up to this point in time. 

The extent to which innovations like the wizard are used to facilitate the shift in pedagogical power could depend largely on users’ motivation and ability to engage in the open practice which leads to more collaborative knowledge production amongst learners and teachers via repurposing and creating OER. As suggested by COL and OLCOS, this is also determined largely by regulatory and institutional climate. This could be the dependant factors that illustrate the potential of such conditions to oppress efforts to meet 21st century learner needs and reinforce the power and prescription inherent in content- and resource- focused approaches. It could also suggest a required shift in how learners perceive their role, as conditioned by the systems in which that role has evolved.
Through the incorporation of some of the pedagogical approaches that follow, these competences can be more easily facilitated by innovative, collaborative and contextualised engagement with OER as opposed to following traditional teaching methods that focus on content and knowledge reproduction.  Through successful gaining of these competences, a learner can transfer their knowledge to a range of settings and master content and tools within those contexts. 

Lave and Wenger’s concept of situated learning, in addition to Cummins (1996, 2000) concepts of context embedded and cognitively demanding learning form the framework for much of the approaches which could aid the further innovative learning design involved in OEP. The immersion of 21st century competences in learning design could enhance the cognitive demand and on teachers and learners. Whilst Cummins’ focus was second language acquisition, the application of this concept to any skill could illustrate the layering of innovative pedagogical approaches that interactive media can facilitate. Given the success of OER use by learners that speak multiple languages, this application seems an appropriate practice, if not for all learners. Cummins also argues that this embedding approach fosters a more  ‘Collaborative relation of power’, in contrast to ‘coercive relations of power’ (1996, 2000) by acknowledging the stages at which students are in their skill acquisition yet still providing a demanding contextualised learning experience to illustrate the relevance of the content and skills in the learning. 

Rote phonics instruction programs, for example, can be skills-focussed, but the application of such skills may not materialise in ‘real’ life literacy, and therefore this type of practice is neither context embedded nor cognitively demanding.  The cognitive abilities of students could be reconciled and acknowledged by providing demanding enough activities alongside sufficient contextual scaffolding and support. This could ensure the cognitive demands of the ‘work’ are supported by parallel skills support that meet students’ intellectual capabilities without coercing them into a rote and assessment-driven model that isolates skills from their intended ‘real’ contexts. Acknowledging the learner identities involved in the educational project in this way could lead to more shared power within a learning community.

Motivation could also play a large role in participation an open community of practice. Given the potential for coercive, prescriptive cultures to foster an absolution of responsibility for learning on the behalf of students, the impetus to take control of one’s learning could be oppressed. Bruning and Horn, and Magnifico (2010) discuss aspects of motivation to learn as related to acquiring skills, and identify the need for authentic contexts and goals, supportive skill development and positive emotional environments, as well as the nature of audience as supportive of fostering motivation, respectively. In using OEP, the authentic contexts possible, as well as motivational aspects of having an immediate audience for one’s work could be said to be a motivator for students as they come to see the relevance of learning to cultivate specific workforce and 21st century competences. 
This dynamic grants learners the opportunity to own, not ‘seize’ power over their learning. It can also be illustrated through Crowd Learning (Sharples, et al, 2013):
 ‘The role for the educator in a system of crowd sourced and self-directed learning is to indicate what resources are available, help learners to diagnose their needs, and support a variety of study methods. ‘(p.22) 
This points out the shift in the role of the educator from one of ‘constructions site foreman’ to an experienced worker who shares his tools with the rest of the site.  Learners, subsequently, require the motivation in a collaborative environment that acknowledges the power inherent in their role as active participants, as modelled by the ‘teacher’. 

Xiao (2012) and (King (2012) showed that online student attainment was lower than on-campus students’. Xiao cited distance language learners’ need to have an affective element to their learning to bolster performance. King’s work also suggests that the demands of distance learners may also be in conflict with lecturer’s online delivery skills (2012).This calls the educators’ role into question once again, to collaborate with the needs of the students. The motivating, cooperative elements associated with learning about and engaging in open practice and flexible delivery could provide this affective support and enhance outcomes and engagement for on line learners.

Armellini and Nie (2013) also reference White and Manton’s (2011) visible and invisible reuse of digital resources and Wild’s (2012) OER engagement ladder. These frameworks illustrate both the concomitant lack of knowledge about re/use by staff and learners and the scaffolding required to mitigate this gap in learning design and promotion of OEP in learner communities. This points to further potential for innovation and room for growth in existing practice that some institutions have only started to acknowledge.
Methodology and Findings
 The methodology involved in exploring the concept of open pedagogies in this project was a case study, employing the use of an additional literature review once the policy, guideline and decision tree for the wizard was completed.  

An early draft of the decision tree was shared in a Google group for feedback and to identify any possible gaps in collated dependencies. Given the trepidation in the researcher’s position as new to the field as well as position, using this ‘open methodology practice’ was a process that was powerful in itself. Accessing other researchers in the field, forming networks and receiving positive feedback on the tree led to a reinforcement of the power of open practice; not necessarily to more information being garnered, but in leading to more collaboration and engagement with the open community of practice that exists in the OER landscape. This approach, whilst still in some ways disparate from traditional research practice, was instructional in OEP by virtue of yielding so many access points to the open community. That being said, the realities of conducting research on a developing project, as well as existing policy restrictions added to the limitations of using such an approach to continue gathering information on the development of the Wizard project, but still informed future research directions.   

A development unit in the LMS was also created to test a range of OER, which reinforced the implications of proprietary file formats, different device limitations and timeframes of unit accreditation as obstacles to adding OER to units. A lack of a tracking mechanism to find out extent of OER use was also a finding illustrative of how existing systems are in some ways disparate from the flow of OER.  

Discussion
The literature review, development unit and intellectual property / copyright policies investigations revealed and reinforced the many obstacles to staff use. This crisis in the research process led to the choice to find a way through the mire of policy and regulation, or to further circumnavigate them and think about the learners and teachers as end users, and led to the discovery that students are not subject to the same IP restrictions in most HE institutions in Australia. Due to some policies, some educators would choose learning design or resources for their own or institutional purposes and not necessarily the learners’.   Given the current prescriptive, regulatory and accountability-driven culture of learning systems, this is also not surprising. This also illustrates the pervasiveness of the resource-and-teacher-centred mentality of educational provision, both from the practitioners’ perspective and the learners.  If most education systems are dominated by the aforementioned prescriptive forces, learners’ ability to take responsibility for themselves as workforce entrants could be jeopardized. This could be dependent on individual learning approaches. However, if provision is required to deliver on the needs of the 21st century, this calls into question how to better define what resources are and the practices associated with creating them. 

The following examples can illustrate the findings and the concepts explored in the literature review. 

As suggested by Cummins and Xiao, learners of other language can benefit from online delivery methods that contextualise learning and collaborate with their specific position as foreign or external to the language or learning system they are in. Learners enrolled in the Yolŋu studies courses at CDU in Australia are learning about the Aboriginal languages and culture of North East Arnhem land. Through Livestream lectures from traditional owners on Country, as well as informal collaboration via forums like Google groups, learners can exchange questions and answers, collaborate on assignments and share resources they’ve found that are relevant to the course. As with the Google group cited in the methodology for the Wizard project, the informal nature of this practice generates engagement amongst learners should they desire it, and adds an affective element to learning about a complex language and cultural context. In this practice, the allowances of the learning technology available provide as much context as possible to simulate some of the situated learning that an immersion program achieves. 

Additionally, the very delivery of the lectures from a situated location, informed by cultural practice, is also in line with situated and contextualised learning as discussed by Lave and Wenger and Cummins.  The additional layer of these open practices, however, enhance engagement, add context, and bolster the performance of the external students in the cognitive shifts required in their complex conceptual work.  

Given the intellectual property matters relating to Indigenous Knowledge systems, the use of entirely open practices (such as repurposing) can conflict with culturally responsive practice. Some of the same researchers which started the Yolŋu Studies program, however, have launched the Living Archive of Aboriginal Languages (Living Archive, or LAAL), showcasing interactive language maps which link to stories in endangered languages.  Whilst still copyrighted, the materials provided to learners and speakers of these languages can perpetuate their use as well as reinforce the power in these languages, linking them to the language authority and communities of origin.  

Another well-known but excellent example of OEP is David Wiley’s Blog post “The Best remix ever.’ In terms of available pedagogical approaches for lecturers to teach content with, one could say that this approach did more than just meet assessment requirements of Wiley’s course; it also met the needs of the students in a way that enabled transference of acquired knowledge to different contexts, embedded the learning within an authentic context, and provided a real audience and product for their authorship. 
Additional examples of crowd learning (Stack exchange, Bowerbird) and crowd writing (ifBook, Wikipedia) illustrate open practices that are reflective of the engagement fostered by informal groundswell learning communities. These examples illustrate the level of motivation and responsibility for learning that other formal education-generated open initiatives  require for completion, yet are generated and perpetuated by personal desire to share and co-create knowledge. This also reflects Friere’s concept of educational projects as distinct from systematic education (p.36), yet is carried out not with the learners, as he suggested, but by the learners. Other practices such as peer editing, negotiated criteria and self-assessment of formative learning can be promoted to generate emancipatory power for learners and teachers in open, authentic communities of practice.
These practices reinforce the contextual features of engaging with digital resources. It isn’t sufficient to merely use a digital resource and assume that the medium it is in will enhance educational outcomes;

‘Technologies cannot be used uncritically; rather they are used within social contexts. It is important to understand the relationship between social, cultural and physical contexts in which learners and (mobile) technologies operate’ (Wallace, 2011).

This relates back to Foucault’s notion of power as existing in a network and knowledge being defined as existing within a socio-political context. It could be argued that technologies and the knowledge they can serve require contextualising themselves if they are to be utilized most beneficially. It could follow, then, that the power really inherent in resources is the context, capacity and cognitive functions in which they are used. 
Conclusion
This draws us back to the Foucauldian view that people can be the vehicles for power in pedagogy, not necessarily the point of application. The forging of a pedagogical shift that places the learners in collaboration with educators could be reliant on facilitating students owning responsibility for their learning in all educational levels. There are possibilities for learners and teachers  to form groundswell communitites of practice and OEPs, co-creating motivating practice and resources which embed learning in authentic context,  facilitated by further innovation in OER design and capacity. 
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