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ABSTRACT 

Stoffregen, Julia Dorothée 
Barriers to Open E-Learning in Public Administrations 
Jyväskylä: University of Jyväskylä, 2017, 75 p. (+ included articles) 
(Jyväskylä Studies in Computing 
ISSN 1456-5390; 275) 
ISBN 978-951-39-7297-4 (nid.) 
ISBN 978-951-39-7298-1 (PDF) 
 
The use of Open Educational Resources (OERs) is promising as a 
complementary resource to traditional e-learning courses. Digital learning 
resources can be accessed on demand and can be developed by a wide range of 
employees. Thus, OERs may be suitable as a response to the changing demands 
of workplace learning. Despite its potential, the uptake of OER is slow. Previous 
research has found numerous barriers to the use and sharing of OERs, ranging 
from cultural to technical and organizational challenges. Research has reported 
barrier concepts, which elaborate on the kinds and meanings of challenges in 
the educational and private sector domain. Yet, it remains unclear as to why 
and how barriers evolve and differ across contexts.  

One dedicated example is the public sector, where the need to innovate 
processes of knowledge management and learning is high. Besides limited 
budgets that restrict investment in employees’ training, the ageing workforce 
has increased the need to find a suitable solution to document and transfer 
knowledge. So far, OERs are not well known in this sector. Similarly, the kinds 
of barriers to OERs in this specific bureaucratic context have not been elaborat-
ed from research or theoretical perspectives. 

This dissertation aims at closing this research gap by elaborating on the 
range of barriers across European public administrations as well as answering 
the questions of why and how barriers evolve in a particular space and time. As 
a result, the thesis presents a unique theoretical perspective on barriers to OERs 
and their trajectories in the public sector. The dissertation provides a punctuat-
ed and adapted structural socio-technical change model which can be used to 
analyse how and why barriers unfold beyond public sector research. Besides 
the theoretical contributions, the thesis provides a contextualized barrier frame 
that can guide OER platform developers in assessing socio-cultural barriers and 
requirements that are typical to open e-learning practices in public administra-
tions. During the field research, the thesis further provided design principles, in 
addition to OER guidelines, for employees in the public sector. 
  
Keywords: OER, public sector, barrier studies, process theory perspective 
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1 INTRODUCTION 

Employees in the public sector have to handle considerable amounts of digital 
data about persons and public services every day. They are expected to be ex-
perts with up-to-date knowledge and to be able to answer individually to citi-
zens about their concerns (Wohlers, 2009). While the public sector is considered 
to move slowly given its bureaucratic cultural context, recent crises such as the 
entry of refugees show that rules and services may change fast and frequently. 
Knowing immediately about new technical requirements vis-a-vis proven prac-
tices is thus essential to providing good public services (Casalino, 2014; Davies, 
2010). In this respect, the management of knowledge and learning has been a 
crucial topic for years (OECD, 2001, 2003; Rashman, Withers, & Hartley, 2009). 
Given the ageing workforce, however, the topic has now come to the forefront 
(Fishenden & Thompson, 2013; Korge & Piele, 2014), and there is a lot of pres-
sure to develop a smart technical solution that can help the administration suc-
cessfully organize the knowledge of employees before they retire (Korge & Piele, 
2014; Talbot, 2009). 

A recent approach that appears to be a solution is the use of Open Educa-
tional Resources (OERs). OERs are defined as ‘any digital object[s] which can 
be freely accessed and used for educational purposes [using an open license]’ 
(Pirkkalainen & Pawlowski, 2010, p. 24, changes by the author are in parenthe-
ses). Known examples of OERs are accessible course materials of universities 
such as MIT (D’Antoni, 2009). The format is manifold: OERs may be in the form 
of videos, course concepts, quizzes or complete courses (Butcher, 2015), to men-
tion just a few. Within public sector administrations, these formats may com-
plement vocational training and knowledge-sharing processes. Unlike external 
experts who are paid to tutor employees about learning programs from time to 
time, OERs may be generated by lay public employees. They may note down, 
for example, how to process service requests most efficiently or whom to call in 
case of urgent services.  

The internal use of OERs may thus contribute to translating the 
knowledge of colleagues into digital formats. Given that OERs are agnostic to 
domains, the accumulated knowledge may be used to create a digital memory 
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of the organisation over time (Blees, Deimann, Seipel, Hirschmann, & Muuß-
Merholz, 2015). For newcomers or replacements, this memory is highly im-
portant to avoid slacking. Smart formats such as explainer videos, for example, 
can be quickly accessed on demand at the workplace. OERs thus appear to 
complement vocational e-learning courses by presenting an innovation in the 
management of knowledge and learning at the workplace (cf. Eidson, 2009; 
Talbot, 2009).  

While the benefits of OER are appealing, experience has shown that in 
general, it is difficult for new technology to succeed in the public sector. Cultur-
al factors such as bureaucracy, secrecy and seniority (cf. Stefanick & LeSage, 
2005) impede the uptake and use of new digital processes and resources. Gen-
erally, rejection or restriction of open sharing of information and knowledge 
across institutional contexts is observed (Langford & Seaborne, 2003). Another 
such characteristic of administrative culture is disinterest in IT. For example, e-
learning materials were rejected as they lacked interactivity and replaced social 
meetings for sharing experiences (Sannia, Ercoli, & Leo, 2009). Another charac-
teristic of administrative contexts is understaffing. In other words, it is challeng-
ing for public employees to organize workplace learning if there are no re-
placements for them at the front office (Eidson, 2009).  

The central questions related to the success of OERs in the public sector is 
thus not only, how will OERs be embedded into existing strategies, but also, 
how will culture- and context-specific barriers unfold. While there is a lack of 
knowledge about OERs in the public sector, earlier studies have identified nu-
merous organizational, technical and cultural barriers that impeded the success 
of e-learning technologies (Bere, Neme , & Silvestru, 2014) as well as 
knowledge management (Amayah, 2013). Given the novelty of OERs in the 
public sector, however, there are hardly any context-specific concepts that help 
to understand which barriers unfold and how the administration evolves over 
time to become open to e-learning at the workplace.  

Given this lack of research on OERs with regard to both practice and theo-
ry, this dissertation elaborates on the barriers to OERs in the public sector con-
text. The goal is to generate a conceptual model of barrier change in the public 
sector that can be applied in theory and practice. 

1.1 OER and related concepts 

This section elaborates on the theoretical background and main concepts of the 
dissertation. Studies on OERs in information system research lie at the intersec-
tion of OERs, e-learning and knowledge management. The related concepts that 
are published are built on models and theories about culture and context. The 
following sections will elaborate on the main concepts and their interactions 
(see Figure 1).  
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FIGURE 1: Structure of the Chapter ’Introduction’ 

 

1.1.1 OER as a concept and related trends  

OERs represent the new trends in digitization and opening access to 
knowledge and electronic learning resources (Chatti, Schroeder, & Jarke, 2012; 
D’Antoni, 2009; Richter & McPherson, 2012). The overall aim is to increase ac-
cess to knowledge and education (UNESCO, 2012) as well as to use, share and 
collaborate in the creation of knowledge, innovation and educational resources 
with peers across various domains (Koper, 2008; Laurillard, 2008; Pawlowski & 
Richter, 2010; Pirkkalainen et al., 2010).  

Despite general consent on the aim, the concept of OERs as such is malle-
able: In the term OER, resources may stand for ‘highschool courses, university 
modules but also explainer videos of private persons, materials of companies as 
well as software and other tools or techniques used to support access to 
knowledge’ (cf. Atkins, Brown, & Hammond, 2007, p. 4). Hence, any digital 
content on individual experiences, theoretical concepts or software code may 
become an OER, if it is used and is free for re-use as a means of knowledge ac-
quisition or transfer (UNESCO, 2002). The term educational covers individual 
and common learning processes as well as practices that allow for the sharing 
and transfer of knowledge to others, including consultation processes (cf. Hil-
ton, Wiley, Stein, & Johnson, 2010; UNESCO, 2002). Finally, the term open is 
highly relevant with regard to resource development and sharing of knowledge. 
Firstly, from a technological viewpoint, access to materials is opened due to 
information and communication technologies, interoperable formats and free 
registration with platforms (D’Antoni, 2009). Secondly, from the viewpoint of 
policy, openness relates to the use of open licences, such as the Creative Com-
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mons1 license, or public domains, among others. Open licences tell users under 
what terms OERs are allowed to share, use or match contents for their own (ed-
ucational) means. Boundaries to this openness are particular components of 
open licenses as well as intellectual property rights that define under what 
terms materials can be used. Thirdly, from a philosophical point of view, OERs 
give individuals the freedom to choose to educate themselves, qualify and ac-
quire knowledge as well as to decide what to do (further) with their insight 
(D’Antoni, 2009).  

In the public sector, studies relating to the use of open or social media 
and tools often elaborate on open collaboration or use of open innovation pro-
cesses in governments (Janssen, 2012; von Lucke & Geiger, 2010; Mergel & 
Desouza, 2013). Often, the objective is to see how open data provided by the 
government can supply OERs (Campbell, 2015) or lead to citizen innovations 
(Mergel & Desouza, 2013). Interestingly, no publication takes the reverse per-
spective and asks how open e-learning and resources can benefit public sector 
employees.  

In educational and private sector research, however, OERs as a topic is 
gaining much attention. Several attempts have been made to come up with a 
common definition for OERs that is inclusive of the e-learning, open education, 
courseware and teaching resources perspectives, among others (Atkins et al., 
2007; Pawlowski et al., 2013; UNESCO, 2002, 2012). There have also been at-
tempts to define core elements (UNESCO, 2002), principles of single aspects 
such as ‘openness’ (Hilton et al., 2010) and the design of OERs (Lane, 2010). Yet, 
there is no one particular OER concept that is common to information system 
research.  

Besides elaborating on the concept of OERs, the focus of the latest research 
has started to shift to implementation-related issues such as models of OER 
lifecyles and processes (Downes, 2007; McGreal, 2010; Langen & Bitter-Rijkema, 
2012; Pawlowski & Richter, 2010), programming aspects (Arimoto, Barroca, & 
Barbosa, 2016; Green, Jones, Pearson, & Gkatzidou, 2006; Richter & Pawlowski, 
2007) and the quality standards of OER repositories (Clements, Pawlowski, & 
Manouselis, 2015). Moreover, the impact of OERs on higher education (Richter 
& McPherson, 2012) and lifelong learning institutions (Das, 2011) has also been 
investigated. However, most studies have found that the uptake of OERs is 
slow and falls short of expectations (D’Antoni, 2009; Pawlowski, Pirkkalainen, 
& Gervacios, 2013). The challenges range from organizational to technical and 
cultural factors (Pirkkalainen & Pawlowski, 2014), and this is the central con-
cern of the present dissertation. In this regard, the next section will elaborate on 
the barriers to implementing OERs. 

1.1.2 OER barriers and related concepts  

According to Pirkkalainen and Pawlowski (2013), a barrier is defined as ‘…any 
challenge, risk, difficulty, obstacle, restriction or hindrance that might prevent a 
                                                 
1 https://creativecommons.org/ 
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single person, a group or an organization to reach an objective and success in a 
specific context when the challenge is related to acting or working in a collabo-
rative cross border setting’ (p. 5). Given the low uptake of OERs, research on the 
barriers to its implementation has started to increase. Initially, it was reported 
that there was a lack of knowledge about licensing and usage strategies related 
to OERs, apart from software, IT and data security risks as well as concerns 
about standards and policy (Atkins et al., 2007; von Lucke & Geiger, 2010; 
UNESCO, 2002). Depending on the analytical model, the other barriers identi-
fied were culture-specific colours, pedagogic designs and mis-fitting role mod-
els in learning materials (Henderson, 2007), as well as the use of difficult lan-
guage and domain-specific terminology (Edmundson, 2007; Richter & Paw-
lowski, 2007). With the help of several case studies, Pirkkalainen and Paw-
lowski (2014) conducted some in-depth research and created a barrier frame-
work based on empirical studies about the utilization of social software by 
workers with global knowledge. Further, from the cultural, social, technical and 
organizational contextual aspects, more than hundred barriers were identified 
(Pirkkalainen & Pawlowski, 2014). Yet, studies indicate that many of these bar-
riers overlap (Pirkkalainen & Pawlowski, 2014). Although there is some sys-
tematic insight into the kinds of barriers, knowledge about culture- and context-
specific barriers to open e-learning is lacking. Thus, the question of how barri-
ers vary across time and space remains unanswered (Blees et al., 2015; Pirk-
kalainen & Pawlowski, 2014, p. 645; Richter & McPherson, 2012). 

Despite the unanswered questions about barriers, research has started to 
elaborate how to improve OER and overcome particular barriers. One approach 
in this respect is to adapt open content so as to overcome the barriers (Paw-
lowski & Richter, 2010; Pirkkalainen et al., 2010). ‘Adapting’ means to define 
barriers and to adapt OERs such that the contents and formats are meaningful 
to learners in different contexts (Pawlowski et al., 2013). In this respect, adapt-
ing OERs can also be called ‘contextualization’, which highlights that culture- 
and context-specific factors interact and evolve into specific requirements that 
are related to a learner’s locality and situation (Henderson, 2007; Richter & 
Pawlowski, 2007).  

The reported contextualization models describe how to retrieve and eval-
uate OERs for personal means (Edmundson, 2007; Pawlowski et al., 2013; Rich-
ter & McPherson, 2012; Specht, 2008). An adaptation process is run, for example, 
over six steps, including the search for resources, validation of reusability, re-
writing of courses or materials, adaptation, validation and re-publishing of ma-
terials (Richter & Pawlowski, 2007). Moreover, different degrees of adaptation 
have been defined, which range from minor changes of wordings to the crea-
tion of a new resource (Edmundson, 2007; Richter & Pawlowski, 2007; Tapanes, 
2011). Another technical aspect of contextualization is the use of a metadata ap-
proach (Buzatto et al., 2009; Green et al., 2006; Pawlowski & Richter, 2010). This 
approach is based on the assumption that cultural factors are defined and at-
tached as attributes to the digital learning resource; hence, these factors func-
tion as metadata. When a learner searches for an OER, the resource is retrieved 
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semi-automatically by search and filter functions according to the preferences 
or profile attributes of the learner (Pawlowski & Richter, 2010; Richter & Paw-
lowski, 2007).  

When digital contextualization processes are run automatically, the chal-
lenge is to ensure that all integrated OERs follow the same metadata approach 
(reliable culture categories or taxonomies) and perform well across different 
platforms and search functions (Buzatto et al., 2009). Furthermore, all the cul-
ture factors linked to an OER need to be representative and relevant across con-
texts (Richter & Pawlowski, 2007). In this regard, the relevance of culture- and 
context-specific barriers to OER is underscored (cf. Edmundson, 2007; Hender-
son, 2007; Richter & Adelsberger, 2012). 

Apart from adaptation models, research has also elaborated on other as-
pects that are considered to be critical for the success of OERs. Often, sustaina-
bility in terms of cost, technical integration into existing learning platforms and 
the roles of contributors are mentioned in this respect (Atkins et al., 2007; 
Downes, 2007). Some studies were dedicated to researching funding issues 
(Hylén, 2006), the development of business models (Langen & Bitter-Rijkema, 
2012) and comparison to prior movements such as free and open software 
sources to avoid barriers and pitfalls (Vukovic & Martin, 2009). Technical 
frameworks were developed (Manisha & Bandyopadhyay, 2009), and further 
studies on the quality of repositories (Clements et al., 2015) and correct use of 
licenses (Hylén, 2006; Hylén & Schuller, 2007) were published. Despite these 
findings, authors have concluded that ‘…there will certainly be many more 
challenges ahead’ (Atkins et al., 2007, p. 9). Hence, there is still a need for re-
search into the range of barriers and how they respond to interventions. 

In summary, several studies have described the barriers to OERs in the 
private and educational sector. While a high number of barriers have been iden-
tified, it appears that the relevance and kind of barriers differ across contexts. 
Furthermore, how barriers interrelate and unfold in a given space and time has 
not been researched so far. Models that capture these barriers are mainly in the 
form of a tabular format which summarizes the findings of individual case 
studies. Further, models that provide guidance on how to adapt OERs to over-
come barriers focus on pre-defined aspects and have low value in practice 
(Richter & Adelsberger, 2012; Tapanes, 2011). In this respect, there is more room 
for work that is dedicated to enhancing the knowledge about context-specific 
appearance and development of barriers. The research objectives of the disser-
tation are set so as to meet these needs. To provide some background, the latest 
research on barriers in related domains will be described in the next section.  

1.1.3 E-learning and barriers in relation to OERs  

E-learning is defined as the use of information and communication technology 
(ICT) to enhance education and learning processes (Kirkwood & Price, 2013; 
Rosenberg, 2001). Though typically equated to online learning platforms, e-
learning is an umbrella term that also includes the use of mobile phones, dedi-
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cated apps, single videos, and desktop versions as either single-learning means 
or as media integrated in the standard classroom (cf. Rosenberg, 2001).  

In the public sector, studies document that e-learning is mainly imple-
mented as a blended approach (Bere et al., 2014). Hence, classroom or face-to-
face seminars are supplemented with optional or obligatory online resources 
(Colazzo, Molinari, & Villa, 2009; Hâr escu, 2012; Sannia et al., 2009). The main 
goals of public administrations with regard to implementing e-learning are to 
improve the efficiency of services and to become more competitive by continu-
ously updating their skills (Bere, Silvestru, & Neme , 2013; Bere et al., 2014; 
Conci & Bramati, 2007). Moreover, e-learning appears to be a cheap and easy-
to-implement solution which is almost free and also cost effective as employees 
do not have to travel anywhere to attend seminars (Langford & Seaborne, 2003). 

In the context of private organizations, the role of e-learning has been of 
similar interest. The use of ICT in knowledge-related processes was considered 
as a means of creating a learning organization (Rosenberg, 2001; Wild, Griggs, 
& Downing, 2002), which represents both a metaphor and a concept of the fact 
that ‘…learning does take place in organizations during dynamic interactions 
amongst individuals, groups and the organization itself’ (Falconer, 2006, p. 141). 
In the beginning, e-learning was expected to support organizational learning 
and to foster the documentation of explicit knowledge. Explicit knowledge is 
easily explicated knowledge which is ‘…articulated, codified, and communicat-
ed in symbolic form and/or natural language’ (Alavi & Leidner, 2001, p. 110). 
With regard to tacit knowledge that may be in the form of mental maps, beliefs, 
crafts and ‘…skills that apply to a specific context’ (Alavi & Leidner, 2001, p. 
110), authors have been critical of whether information technology can foster 
creative activities and allow for social interaction and translation of tacit 
knowledge to a digital format (Falconer, 2006).  

Prior to OERs, the e-learning trend was considered to facilitate access to 
educational resources (Deimann, 2012). However, e-learning mainly resulted in 
the digitization of existing materials. Moreover, access remained limited to in-
dividuals registered in courses or institutions such as universities (cf. Blees et al., 
2015). The factors impeding the uptake of e-learning in public administrations, 
furthermore, range from social aspects such as a lack of familiarity and fear of 
‘mis-speaking in public’ (Stefanick & LeSage, 2005) to organisational and tech-
nical challenges, including a lack of suitable digital infrastructure and contents 
(Sannia et al., 2009). Moreover, managerial pitfalls boosted expenses and led to 
a delay in the development of platforms from scratch (Langford & Seaborne, 
2003).  

By now, e-learning research has conceptualized the barriers to e-learning 
from different perspectives, including the pedagogical (Sannia et al., 2009; 
Yunus & Salim, 2008), resource-based (Chen, 2014) and managerial perspectives 
(Pereira Ramos, Gouvêa, & da-Costa, 2015). While various barriers are reported 
across studies, some barriers such as time and weak infrastructure appear to be 
commonly reported (cf. Bere et al., 2013). Recent studies, thus, recommend that 
new perspectives be explored to enhance knowledge in this domain, for exam-
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ple, by using a process-related perspective to identify barriers to learning and 
knowledge practices in the future (cf. Barette, Lemyre, Corneil, & Beauregard, 
2012; Gustavsson, 2009; Stefanick & LeSage, 2005). However, despite this call by 
researchers (cf. Gustavsson, 2009; Moynihan & Landuyt, 2009), no in-depth re-
search has been published that provides a solid starting point for interventions. 
The studies reported so far either are in the form of brief reports about certain 
aspects (e.g. Conci & Bramati, 2007) or provide a thorough concept of the barri-
ers while not going beyond categorizing the findings of the study (Chen, 2014; 
Eidson, 2009).  

Besides barriers, research on OERs and e-learning approaches has elabo-
rated on the integration of components. While e-learning platforms and con-
tents require tutoring by teachers or experts (Guri-Rosenblit, 2006), OERs re-
quire the contribution and collaboration of learners and evolve over time (Blees 
et al., 2015). Deimann (2012) concludes that OERs offer more space for social 
interaction than traditional e-learning courses. While the differences between e-
learning and OERs have been described, few studies address the conceptual 
aspects, such as how e-learning and OERs interrelate. It seems that OERs sup-
plement e-learning rather than replace them, because a single resource may not 
be able to cover skills, abilities and knowledge as well as a well-designed cur-
riculum and related materials (Deimann, 2012). Karunanayaka, Naidu, Rajen-
dra, and Ratnayake (2016) report in this respect about an OER-based e-learning 
course where resources are designed to complement e-learning curricula. Yet, 
studies about the conceptual integration of OERs and e-learning are scarce. In 
relation to this, it is not clear which new theoretically grounded perspectives 
can enhance our understanding about barriers across domains and contexts.  

1.1.4 Knowledge management and barriers in relation to OERs 

Besides e-learning, studies on OERs often focus on knowledge management 
(Pawlowski & Zimmermann, 2007; Pirkkalainen & Pawlowski, 2012). 
Knowledge management ‘involves distinct but interdependent processes of 
knowledge creation, knowledge storage and retrieval, knowledge transfer, and 
knowledge application’ (cf. Alavi & Leidner, 2001, p. 131; also see Back, 2002). 
Related processes, such as the handover of tasks and positions and the docu-
mentation and organization of knowledge (Alavi & Leidner, 2001, p. 131) are 
focal for daily work in the public sector (OECD, 2001, 2003). In fact, some au-
thors argue that public administrations are nothing but organisational processes 
of knowledge and information (Schilling, 2013).  

The latest reviews and studies about innovative knowledge management 
and learning practices in the public sector (De Angelis, 2013; Rashman et al., 
2009) demonstrate that both research about the state as well as research about 
the organisation of processes in practice are characterized by knowledge gaps. 
Single studies about the role of barriers to knowledge management have been 
published, for example, Amayah (2013) and Barette et al. (2012). Yet, the results 
are limited in terms of generalizability (cf. Amayah, 2013). According to Rash-
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man et al. (2009), future research should focus on the specific demands and 
conditions of the public sector in this respect:  

 
´... public organizations constitute an important, distinctive context for the study 
of organizational learning and knowledge. Sector-specific features within the 
public sector are likely to influence organizational and inter-organizational learn-
ing processes, and further research is needed to understand the processes and 
contingencies which shape the nature and extent of organizational learning´. (p. 
486)  
 

Hence, future research should focus on the potential public sector-specific cul-
tural and contextual barriers.  

Besides the latest concepts, studies focusing on the interplay between 
OERs and knowledge management have also been reported. OERs may func-
tion as media for the storage and transfer of knowledge, such as noting down 
best practices in wikis or making a video on how to use an excel sheet. Develop-
ing OERs collaboratively with peers is at the same time a knowledge creation 
process. In this regard, authors have elaborated on the selection of promising 
tools that support social collaboration over distances (cf. Pirkkalainen & Paw-
lowski, 2013; also see Wild et al., 2002).  

Apart from OERs as a tool for innovation, studies have started to elaborate 
on specific aspects that allow the integration of knowledge management and 
open contents. One example is the technical integration of learning object repos-
itories and knowledge management systems (Sampson & Zervas, 2011). With 
regard to a conceptual review, however, the literature is scarce. With regard to 
knowledge management in the context of OERs, open contents seem to play an 
important role that extends beyond educational institutions, such as in the or-
ganization of knowledge sharing in communities of practice (Pawlowski & 
Zimmermann, 2007).  

In summary, research on barriers to OER and related domains in the con-
text of the public sector is lagging behind at the moment. Furthermore, there are 
several open research questions and gaps in the field of information systems 
research that need to be addressed. This dissertation aims at closing the re-
search gaps and increasing understanding about the barriers to OERs and their 
processes of change in the context of the public sector. Relevant findings report-
ed in the literature will also be taken into account.  

To develop a sound and innovative research approach to cultural and con-
textual barriers, a solid background about the latest models and theories is re-
quired. Therefore, the remaining section is dedicated to the relevant theoretical 
concepts and models related to culture, context and process.   
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1.2 Basic models and theories 

The following section provides the basic background of the culture, context and 
process theories that are needed to provide a sound theoretical look into the 
barriers to OER implementation in the public sector. In the first step, common 
approaches to cultural and contextual models and their relevance in public sec-
tor research are discussed. Subsequently, basic concepts that trace how barriers 
unfold will be presented.  

1.2.1 Cultural and contextual models and theories 

Previous studies have found that cultural factors are core barriers to the (re)use 
processes of OER and e-learning systems across different countries, in both the 
academic and sectorial domains (Richter & McPherson, 2012). However, the 
definition of ’culture and cultural context factors’ vary among these studies and 
include values, artefacts, behavioural routines, and basic assumptions, among 
others (Jamil, Askvik, & Hossain, 2013; Richter, 2014). Accordingly, the term 
‘cultural context’ is broadly defined by factors that are enmeshed and interde-
pendent. Culture may be broadly defined as a ‘programming of the mind’ (Hof-
stede, 2001), or in more detail as ‘… patterns of thinking, feeling and potential 
acting that were learned throughout the person’s lifetime’ (Hofstede, Hofstede, 
& Minkov, 2010), which may explain the interaction with IT (Leidner & Key-
worth, 2006). Others see culture as an amalgamation of values and beliefs 
shaped by practices and routines (Henderson, 2007). Context is often seen as 
everything around a given space and time, and thus, as a geographically bound 
pattern that can define the boundaries of a (cultural) group or that happens 
within a given time and space (Richter, 2014).  

In the public sector, several studies elaborate on the role of culture and 
context in learning processes (Dunn & Marinetti, 2002; Hall, Kutsch, & Parting-
ton, 2012, Mahler, 1997; Laurillard, 2008; Swinke, 2012). Yet, there is no general-
ized cultural concept that can be used in the public sector (Barette et al., 2012; 
Beuselinck, Verhoest, & Bouckaert, 2007; Bouckaert, 2007; Keraudren, 1996). 
Similarly, only a few concepts have evolved as reference models for analysing 
which cultural-contextual factors shape open e-learning in the private and edu-
cational domains. Some of the main approaches are presented in the following 
paragraphs.  

One concept that is well known in research and in practice was developed 
by Hofstede (Hofstede, 2001; Richter, 2014). According to this concept, culture 
is defined as a mental program which ‘…partly predetermines human behavior’ 
(Hofstede, 2001, p. 4). The programming is mainly based on six value dimen-
sions: for example, culture is defined along pre-defined dimensions such as 
masculinity (-femininity) and individualism (-collectivism), among others (Hof-
stede, 1989; Hofstede, 1998; Hofstede et al., 2010). Researchers may use the set 
of pre-defined questions and guidelines for elaborating on culture differences 
between groups of participants on the basis of ratings. Furthermore, the differ-
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ences indicate the areas in which learners have to ‘…unlearn these patterns’ 
(Hofstede, 2001, p. 3f) to advance and adapt to their current context.  

A prominent concept that is considered as an alternative to Hofstede’s 
concept in the e-learning domain is the multiple culture model (MCM, Hender-
son, 1996). As opposed to the definition of culture as a programming of the 
mind (Hofstede, 2001), culture is defined in terms of worldviews, basic assump-
tions and values related to learning and interactional processes (Edmundson, 
2007; Henderson, 1996). According to this concept, after understanding the 
preferences of learners, instructional designers should develop assessment 
techniques and learning and interaction tools that can improve the reception of 
digital resources (Henderson, 1996, 2007). Unlike Hofstede’s model (2001), the 
cultural factors of MCM are dedicated to learning contexts and extend beyond 
just values.  

With regard to public sector studies, the cultural and contextual factors 
shaping e-learning cover demographical characteristics, personal expectations, 
individual and common experiences as well as infrastructure conditions (Chen, 
2014; Eidson, 2009). There is no standard approach to defining ‘culture’ in the 
public sector, within which diverse cultural, rational or traditional definitions 
and levels of concepts are applied (cf. Bouckaert, 2007; Keraudren, 1996). While 
the cultural model of Hofstede (2001) is attractive for research given the scope 
of values and the current state of validation, its use in the public sector is gener-
ally questioned. Beginning with the specificity of the model, researchers claim 
that the model lacks structural or Weberian values (Beuselinck et al., 2007; 
Bouckaert, 2007; Moynihan & Landuyt, 2009). The model is further limited to 
defining culture only by ‘values’ and excludes behavioural routines, assump-
tions and artefacts (cf. Richter, 2014), which may be relevant to understanding 
the barriers to implementing OERs in the public sector. Moreover, the models of 
Hofstede (2001) and Henderson (1996) are mainly focused on organisational 
culture or pedagogical concepts and disregard specific frames such as the barri-
er framework of OERs (Pirkkalainen & Pawlowski, 2014). On the one hand, 
such frames focus on specific factors related to OER use (Pirkkalainen & Paw-
lowski, 2014; Richter, 2014; Riege, 2005) and contribute to increasing domain 
specificity. On the other hand, they often lack a sound theoretical background 
(cf. Richter, 2014).  

In summary, there is no dedicated cultural and contextual model for OER 
barriers in the public sector. Renowned models such as the one reported by 
Hofstede (2001) neglect specific ‘political’ values of the administrative profes-
sion (such as accountability and discretion), which appear to shape knowledge 
exchange in the public sector (cf. Stefanick & LeSage, 2005). Furthermore, pre-
vious categorizations of barriers need to be assessed in order to elaborate on the 
meaning and interdependence of barriers across domains (Pirkkalainen & Paw-
lowski, 2014; Richter & Pawlowski, 2010). For developing a specific barrier 
model for the public sector, it is therefore important to consider cultural and 
contextual factors specific to the public sector, such as practices and social in-
teraction (behaviour) at different (group) levels (Beuselinck et al., 2007; Boucka-
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ert, 2007). Moreover, the resulting barriers and their correspondence to com-
monly applied models in the educational or private sector domains need to be 
assessed with caution. 

Following the review of culture- and context-specific theories and models, 
a point which still needs to be addressed is the meaning of tracing new process 
perspectives in research about barriers to the management of knowledge and 
learning (cf. Moynihan & Landuyt, 2009). The next section will therefore pre-
sent the core theories and models relevant to the dissertation.  

1.2.2 Process theories for barrier change 

Process models are explanatory concepts that explain how humans, digital arte-
facts and events interact and evolve over time (Pentland, 1999). The models 
demonstrate how, over a sequence of time, humans interact, and which kind of 
antecedents, incidents or consequences are influential in explaining or foresee-
ing changes in the interaction (Pentland, 1999; Van de Ven, 2007; Van de Ven & 
Poole, 2005). Beyond identifying the present cultural and contextual barriers, 
such a perspective allows to elaborate on the questions of how and why barriers 
emerge. Furthermore, elaborating on the roots of barriers and related interven-
tions is beneficial for research calls related to barrier influence and interrela-
tions (Pirkkalainen et al., 2010; Richter & Pawlowski, 2007).  

One potential process model as a point of orientation is the punctuated so-
cio-technical change model (PSIC) (Newman & Zhu, 2007, 2009). This model is 
acknowledged in the information systems domain for paving the path to pro-
cess-oriented analysis in technology development (cf. Ahmad, Lyytinen, & 
Newman, 2011). The analytical categories address a wide but focused range of 
entities. Process or change, in this model, includes both social and technical fac-
tors (Lyytinen & Newman, 2008), which makes it suitable for elaborating on the 
wide range of barriers to open e-learning (cf. Newman & Robey, 1992; Pirk-
kalainen & Pawlowski, 2014).  

Another concept for elaborating on barrier change is the adaptive structu-
ration theory (Giddens, 1984/2001; Meneklis & Douligeris, 2010; Orlikowski & 
Robey, 1991). The concept provides a frame for research that is shaped by socio-
technical lenses and has been used to analyse e-learning phenomena and group 
interactions before (cf. Bostrom & Gupta, 2009; Stubbs, Martin, & Endlar, 2006). 
It builds upon the structuration theory, which defines different modes or mo-
dalities of structuration processes, which are processes wherein social and tech-
nical realms interact and mutually shape each other (Orlikowski & Robey, 1991).  

In the private and public sector as well as educational domains, these per-
spectives have not been used to elaborate on barriers. Future publications may 
be based on previous studies on e-learning in general (Bostrom & Gupta, 2009), 
as well as on recommendations on how to follow a new perspective (Barette et 
al., 2012; Gustavsson, 2009; Moynihan & Landuyt, 2009; Stefanick & LeSage, 
2005). Yet, there are research gaps in terms of the barriers to open e-learning 
based on new theoretical perspectives.  
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To summarize, research on barriers to OERs is limited in terms of culture- 
and context-specific barriers as well as the trajectories of their development. In 
particular, this research gap is observed in the public sector, which lags behind 
the private and educational domains. In general, theoretically engrained con-
cepts related to barriers and their change in specific contexts are scarce. Based 
on this summary, the objectives of the dissertation will be provided in the fol-
lowing section.  

1.3 Research objectives 

This chapter elaborates on the research objectives and questions that guide the 
dissertation. As mentioned above, the research on barriers to OER development 
and use in the public sector is in its early stages. At the same time, there is a lot 
of interest in the barriers to OERs across different contexts. Therefore, the first 
motivation for this dissertation was to elaborate on the current state of 
knowledge about and experiences with barriers to OERs and related activities 
in the public sector. The corresponding research question is:  

 
• RQ1: Which barriers appear to open e-Learning in the public sector?  

 
Answering this question will help develop a foundational understanding about 
the state of knowledge related to the challenges of OERs in the context of public 
administrations.  

As studies about barriers have shown, however, the challenges differ in 
relevance and presence according to cultural context (Pirkkalainen & Paw-
lowski, 2014; Richter & McPherson, 2012). To further ground the initial findings 
in the public sector, the following research question is assessed:  

 
• RQ2: What are similarities and differences of barriers to open e-

Learning across public administrations?  
 
Based on work related to these two research questions, a sound empirical view 
is provided on the state of challenges to OER use and development in the public 
sector. The answer to the question can be found in studies that elaborate on the 
barriers to knowledge management and e-learning which have been published 
before in the public sector (Barette et al., 2012; Eidson, 2009). The work also 
complements previous studies in educational and private sector domains which 
have elaborated on barriers to OERs, e-learning and knowledge management 
(Amayah, 2013; Pirkkalainen & Pawlowski, 2010; Riege, 2005).  

While allowing for empirical comparisons across contexts, the published 
research does not answer questions about how barriers emerge and vary across 
contexts. The aim of the next research question was thus to provide more in-
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sight into the significant cultural barriers to OER development and use from a 
theoretical point of view.  
  

• RQ3: What are the structural gaps shaping the exchange of OER in 
the public sector, and why?  

 
The question links to a core aim of the dissertation, the interest to elaborate on 
how barriers evolve in a given cultural context. It is essential to advance the 
available knowledge about barriers once they are nominally defined. 
Knowledge about factors related to barrier development as well as interven-
tions can be enhanced in this regard. Accordingly, the next research question 
was as follows:   
 

• RQ4: Why and how do barriers to open e-learning change?   
 

Elaborating on the techniques and processes of OER usage and implementation 
from a conceptual point of view can provide insight into what to consider when 
developing as well as adapting OERs for a specific context. With regard to the 
empirical and theoretical barriers and the requirements and factors that shape 
how and why barriers unfold, the next research objective is to put this 
knowledge into action. To realize this aim, research activities should focus on 
translating the findings into technical design while concentrating on a specific 
aspect of OER contextualization:   
 

• RQ5: Which functional design allows for meaningful navigation 
through collaborative contextualization processes?   
 

Research into the questions listed so far can generate knowledge about changes 
in the barriers to OER development and their use in the context of public ad-
ministrations from a conceptual and theoretical point of view. In the public sec-
tor, this knowledge is highly relevant, given the pressure to find a smart, agile 
solution for the management of knowledge and learning. 

Another important step in this respect is to determine how public employ-
ees on site put OER techniques and processes into practice. Moreover, the uses 
of OERs in the context of recent trends and practices need to be elaborated on to 
validate previous findings. Accordingly, the next research question is:  

 
• RQ6: How do the latest OER uses and development processes con-

tribute towards the knowledge and learning practices of public 
employees in view of recent government reforms in theory and 
practice? 

 
These questions have been addressed in articles that have been published, 

which present the research and results of the dissertation. The following chap-
ter will outline the methodology employed.    



 

2 METHODOLOGY 

The previous chapters presented the background of OER research in the public 
sector, based on which the main research objectives and questions of the disser-
tation were framed. This chapter discusses a suitable research approach to an-
swer the questions. In the first part, the basic epistemological and ontological 
implications and the related data collection and analysis methods are discussed. 
In the second part, the overall approach of the dissertation based on the action 
design research (ADR) concept (Sein, Henfridsson, Purao, Rossi, & Lindgren, 
2011) is presented. In the third and final part, specific features of the research 
context and relevant studies will be presented and discussed subsequently (see 
Figure 2).   

FIGURE 2: Structure of the Chapter ’Methodology’ 
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2.1 Basic foundation of the research approach 

A research approach is defined as ‘a plan[] and the procedures for research that 
span the steps from broad assumptions to detailed methods of data collection, 
analysis and interpretation’ (Creswell, 2013, p. 3). According to the plan, it is 
important to understand one’s assumptions and paradigms, to define proce-
dures and to evaluate whether the chosen courses of action are suitable for real-
izing the research objectives (Creswell, 2013; Creswell & Plano-Clark, 2011; 
Venkatesh, Brown, & Bala, 2013).  

A research objective may, on the one hand, be exploratory in nature, and 
involve an increase in understanding and the development of new theories 
about the event. On the other hand, an objective may involve testing assump-
tions of pre-defined concepts in order to generalize cases (Cresswell, 2013).  

In this dissertation, given the infant state of current knowledge in this 
domain, it makes sense to explore the state of research and practice as the first 
step. At the same time, knowledge about barriers to OERs has been systemized 
in the private and educational sector before (Guri-Rosenblit, 2006; Pirkkalainen 
& Pawlowski, 2014). In this regard, the aim of the dissertation is to assess the 
similarities and differences in findings as the second step. The evolving, sys-
tematic understanding shall extend beyond previous conceptualizations and 
support theories about the phenomenon. The basic aim, however, is to elaborate 
on the state of knowledge and practice and, thus, to present exploratory re-
search objectives.  

Based on the definition of research objectives, the corresponding research 
logics or worldviews need to be defined, based on ontological and epistemo-
logical assumptions (Creswell, 2013; Venkatesh et al., 2013). While there are 
varying definitions (cf. Creswell, 2013; Madill, Jordan, & Shirley, 2000; Lincoln, 
Lynham, & Guba, 2011), a positivist or realist worldview assumes in general 
that there is a single external reality that the researcher can directly measure 
(Creswell, 2013; Prabash, n.d.). Knowledge about truth is objective and can be 
collected with the help of pre-defined research steps, from inference to general-
ization (Prabash, n.d.). In contrast, interpretivists or constructionists consider 
that there is no single true reality; people need to develop or ‘construct’ a 
shared reality, knowledge and meaning. Besides extreme logics (e.g. Baghrami-
an & Carter, 2015; Madill et al., 2000; Williams & Edge, 1996), another 
worldview that is promoted by pragmatists is that no single worldview is good 
enough on its own to generate understanding about a phenomenon (Creswell, 
2013). That is, alternative logics need to be applied and discussed throughout a 
research term.  

In this dissertation, certain assumptions shall be made with regard to the 
specific features of different public administrations and administrative levels 
(Rashman et al., 2009). It is important for the author to develop inter-subjective 
meaning and context-specific knowledge to assess how common culture context 
models suit public sector needs. To evaluate the shared meaning and represent-
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ativeness of models, public employees working on site are involved regularly 
throughout the research steps. They are considered as experts with regard to 
their behaviour and processes in their working context. While the specificity of 
research to particular contexts is recognized, the results and models shall allow 
comparisons across the private, educational and public domain at the same 
time. Associated with this is the assumption that the conceptual categories of 
the models are valid by themselves and for objective comparison from the per-
spective of the researcher. Summarizing the points, both interpretivist (con-
structionist) and realist (positivist) logics can be identified behind the objectives 
of the dissertation. Correspondingly, the approach follows the overall logic of 
pragmatists, while for each study, the applied or dominant perspective is de-
fined.  

This point leads to the discussion of the related logic of reasoning. For 
this dissertation, previous elaborations are in favour of an abductive approach. 
Abductive reasoning embraces inductive (from details in the field to theory) 
and deductive approaches (from theoretical assumptions to the field; Cresswell, 
2013). Based on stunning or incomplete findings, a researcher makes their initial 
best guesses about suitable concepts or observations (RM, 2017). Subsequently, 
understanding is generated from both deductive and inductive logics as well as 
theoretical and practical points of view. Integrated concepts which are known 
in the field are seen as sensitizing frames (Blaikie, 2010) rather than a priori de-
fined categories or inter-relations.  

In this dissertation, the sensitizing frames are, for example, advanced 
elaborations on barriers to OER use (Pirkkalainen & Pawlowski, 2014) as well as 
knowledge management (Riege, 2005). Moreover, in the public sector, previous 
studies on barriers to e-learning (Eidson, 2009) and knowledge management 
(Amayah, 2013) have to be taken into account. Incomplete observations shaping 
logic are the lack of knowledge on how OER trajectories evolve in the public 
sector and are embedded in the management of knowledge and learning. The 
assumptions and logics that dominate a particular publication of the disserta-
tion can be found in the corresponding article. 

Based on the decisions above, the data collection approach can be defined. 
Qualitative data are data interpreted from speech, observation and contextual 
incidents (Myers, 1997). Qualitative methods include interviews, observations 
and discussions, which are often used in behavioural and social sciences (Cam-
pagnolo & Fele, 2010; Corbin & Strauss, 1990; McNiff & Whitehead, 2009). 
Quantitative data, in contrast, are numbers or counts of measureable objects 
that are used for generalized calculations or statistical analysis. They serve to 
test a hypothesis with the help of numerical thresholds and are often used in 
design approaches such as experiments or semi-experiments in natural science 
research (Creswell, 2013). A mixed-methods approach combines qualitative 
and quantitative data. This may generate better outcomes in terms of generali-
zability and validity if the joint design is defined. Cresswell (2013) suggests, for 
instance, that there are differences between convergent, sequential and embed-
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ded design among multi-phase studies and interventions (also see Creswell & 
Plano-Clark, 2011; Venkatesh et al., 2013).  

In this dissertation, one of the goals is to enhance the understanding 
about barriers to open e-learning in the context of public administrations. Be-
sides exploring the research topic, another purpose of the dissertation is to vali-
date or triangulate intersubjective accounts (Madill et al., 2000) and generalize 
findings across different contexts. In view of the objectives, qualitative methods 
will help gain an understanding of the phenomenon as the first step. As the 
second step, quantitative data collection methods would complement and en-
rich the qualitative methods. For example, content analysis (Mayring, 2010) can 
be used to analyse relevant barriers or incidents related to change. Another 
predestined approach is to conduct (quantitative) surveys (Cresswell, 2013a) 
which require experts to answer questions on a pre-defined scale. According to 
these considerations, a mixed-methods approach appears to be suitable. More 
precisely, an exploratory sequential mixed-methods approach (Creswell & 
Plano-Clark, 2011) in which qualitative methods are dominant seems apt.  

For each sequence of qualitative/quantitative research in the dissertation, 
methods for data collection, analysis and quality criteria have to be taken into 
account (Cresswell, 2013b; Cresswell & Plano-Clark, 2011; Frank, 2006). Without 
elaborating on different qualitative (Corbin & Strauss, 1990; Mayring, 2010; 
Trochim, 1989) and quantitative (Hair, Black, Babin, & Anderson, 1998; Hong, 
Chan, Thong, Chasalow, & Dhillon, 2013; Myers, 1997) analysis patterns, the 
overall quality criteria of analyses have to be addressed, including reliability, 
validity, and objectivity (which is preferably referred to as inter-subjectivity in 
qualitative studies; Madill et al., 2000). In quantitative research approaches, the 
calculated scales and thresholds define the quality of data and analysis. Some 
additional aspects of qualitative research are, for example, inter-coder reliability; 
exchange with experts within the research context; and corresponding selection 
of samples in terms of dependability, hierarchy and heterogeneity (Creswell, 
2013; Frank, 2006; Kitzinger, 1994; Madill et al., 2000). Given the dominant role 
of humans as research subjects in information systems research, the role of eth-
ics also needs to be discussed. To define a sound research approach, the role of 
the researcher in relation to the involved persons, procedural ethics and prac-
tised ethics, apart from respect for individual concerns and anonymization, 
needs to be taken into account (Guillemin & Gilliam, 2004; Kretzer, 2013). The 
main analysis and quality criteria that have been considered in the dissertation 
are discussed in Table 1. 
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TABLE 1: Research Framework and Criteria 

Criterion 
(meaning) Principles underlying the criteria Conduct in 

the dissertation 
Reliability  
(consistency 
in approach, 
transparency 
for research-
ers and pro-
jects) 
(Cresswell, 
2013; Cress-
well & Pla-
no-Clark, 
2011; Frank, 
2006; 
McKenzie, 
Wood, Ko-
tecki, Clark, 
& Brey, 1999) 

Defining and following consistent frames: 
defining the research approach and logic, 
presenting comparisons or similarities to 
commonly known approaches to facilitate 
tracing the approach 
Inter-coder reliability: ensuring that ex-
perts and scholars obtain the same results 
in terms of coding, given the sensitizing 
framework 
Appropriate methods: defining research 
instances (such as cases) and securely ad-
dressing the (same) instance via qualita-
tive/quantitative methods 
Appropriate converging of data: keeping 
the research instance in mind, and using 
reliability and validity procedures for each 
method 

The approach and logic of 
the research has been de-
fined in each publication: 
in the case of inter-coder 
reliability, a common 
conduct for analysis was 
defined. In case of differ-
ences, coders discussed 
and agreed upon interpre-
tations; data collection 
and analysis were based 
on well-known frames for 
using a replicable ap-
proach and accounts. 

Validity  
(accuracy of 
findings and 
methods 
according to 
inter-
subjective 
accounts) 
(Cresswell, 
2013; Cress-
well & Pla-
no-Clark, 
2011; Madill 
et al., 2000) 

Triangulation (also called member-
checking): acquiring and comparing dif-
ferent perspectives, and judging to which 
extent perspective-weighting is important 
and valuable 
Inter-subjectivity: defining objectivity 
based on positivist accounts, and follow-
ing a transparent and logical approach to 
reasoning based on results  
Appropriate sampling: obtaining an ap-
propriate sample size and ensuring pur-
poseful selection based on social barriers 
such as dependency/hierarchy and free 
choice  

Data were iteratively ob-
tained, discussed and ana-
lysed with research peers 
as well as experts in the 
field; based on rankings 
and discussions, common 
views were agreed upon; 
sampling was conducted 
according to the selection 
criteria of well-known 
methods 

Ethics 
(planning 
and conduct-
ing research 
with respect, 
having a 
sense of sus-
tainability 
and sensibil-
ity with re-
gard to the 
requirements 
and efforts of 
involved 
participants) 

Procedural ethics comprises the follow-
ing factors: 
Public interest: considering the influential 
forces, informing involved participants 
and letting them choose their own artefact 
features, accounts and assumptions about 
the research outputs  
Informed consent: obtaining the consent of 
any person involved in the research pro-
cesses 
Privacy and sensibility to disclosure (mi-
cro-ethics): ensuring the privacy of names 
and accounts, not only by anonymizing 
voices, but also, for example, during 
group discussions, defining common dis-

Participants for data col-
lection were purposefully 
selected and invited; in 
cases where leaders se-
lected participants, correc-
tions were suggested; 
groups were formed to 
avoid hierarchy and de-
pendency (for example, 
leaders and managers 
were met in separate 
workshops from lay per-
sonnel and employees); 
furthermore, common 
discussion rules were de-
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(Guillemin & 
Gilliam, 
2004; Kitz-
inger, 1994; 
Kretzer, 
2013; Myers 
& Venable, 
2014) 

cussion principles 
Accuracy/property account: giving credit 
to the appropriate sources for ideas and 
innovations (Myers & Venable, 2014, p. 11) 

fined and displayed for 
participants (such as re-
specting accounts, avoid-
ing interrupting people, 
not disclosing anything 
said within the group 
outside, etc.). 

 
Following the discussion about basic assumptions and logics, considerations for 
the research design are provided.  

2.2 Research design considerations 

For a long time, Information Systems Research (ISR) studies have followed re-
search approaches used in the natural sciences in order to produce relevant 
findings as well as to produce replicable data (Myers, 1997). However, the asso-
ciated positivist worldview led to a neglect of the role and influence of social 
interaction. Therefore, researchers in information systems are now trying out 
qualitative approaches, and generally, there is an increase in the discussions on 
design choices (Myers, 1997; Orlikowski & Baroudi, 1991). In response, suitable 
qualitative approaches such as netnography (Kozinets, 2007) and the soft sys-
tems method (SSM; Checkland & Poulter, 2010) and entire socio-technical 
schools of thought (Williams & Edge, 1996) have emerged. Moreover, design 
frameworks shaped by natural sciences have evolved, such as the design sci-
ence research method (Pfeffers et al., 2007). The main framework that is well 
known for performing well in the natural behavioural science domain is ADR 
(Sein et al., 2011).  

ADR is useful for research on information technology artefacts and is also 
sensitive to the organizational context (Sein et al., 2011). ADR relates well to the 
design science research method (Hevner, 2007; Pfeffers, Tuunanen, Rothen-
berger, & Chatterjee, 2007) as well as action research (Cole, Purao, Rossi, & Sein, 
2005; McNiff & Whitehead, 2009). Accordingly, the principles of this framework 
address the technical design processes, outputs or artefact categories and be-
havioural principles of research (Sein et al., 2011). ADR requires researchers to 
reflect on their role as human beings interacting with research subjects, as well 
as provides them with the framework for creating the research steps and deci-
sions for obtaining the technical outputs within a particular place and time. 

Compared to well-known qualitative approaches such as grounded meth-
ods (Strauss & Corbin, 1998) and quantitative approaches such as the soft sys-
tems methodology (SSM) and the technology acceptance model TAM (Check-
land & Poulter, 2010; Lau & Woods, 2009), ADR seeks to make both theoretical 
and practical contributions. The practical contributions are, for example, tech-
nical artefacts such as codes, design principles, conceptual models and solutions 
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for a class of problems. The theoretical contributions include the systematiza-
tion of knowledge about the context of action and an increased understanding 
of the requirements and processes of socio-technical interaction within a given 
time and space (Gregor, 2006; Sein et al., 2011). In this respect, the intended out-
come of the ADR framework is an ensemble artefact that represents the theory 
ingrained in both products and ideas which are shaped by socio-technical con-
texts and on-site processes (cf. Sein et al., 2011, p. 41).  

 While ADR appears to be an innovative approach, it is a relatively new 
framework which has flaws, just like the frameworks that were proposed before. 
Given its similarity to the design science research method and action research, 
its flaws are also related to ethics (cf. Myers & Venable, 2014), procedural inte-
gration and paradigmatic faultlines (Iivari & Venable, 2009). One could argue 
that more established frameworks should be used in the dissertation. Yet, it can 
also be argued that researchers using ADR need to reflect on and define their 
course of action with regard to foundations.  

For this dissertation, the foundations have been discussed and defined in 
the previous chapter. ADR appears to complement these decisions with a focus 
on ISR-specific research and requirements for the design processes and research 
aspects. First, the goals of ADR and the dissertation overlap as the dissertation 
aims at conceptualizing barriers and complementing previous knowledge from 
a theoretical viewpoint; that is, it aims to develop a theoretically engrained arte-
fact (Sein et al., 2011). Secondly, ADR provides a framework which requires that 
the IT or organizational dominant point of view be defined. The dissertation 
follows an organization-dominant approach, where the main innovative de-
mands stem from the organizational contexts (cf. Sein et al., 2011). Thirdly, ADR 
requires that the research aims be situated in a generic scheme that reflects how 
the work and research efforts are positioned in terms of the researchers, practi-
tioners and end users (see Figure 3).  
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FIGURE 3: Overview of Articles According to the ADR Approach 

 
Overall, ADR embraces the underlying paradigms and allows the embed-

ding of decisions within the research steps. Table 2 demonstrates the course of 
action of the dissertation in detail as well as how the principles and decisions 
were integrated with regard to the choice of research methods:  

 

TABLE 2: Adapted Action Design Research Approach 

 
Stages and 
principles 

Meaning 
 (Sein et al., 2011) 

Foundation  
of the dissertation 

1 Problem for-
mulation 

Delineate the research project in 
terms of research question formu-
lation, delimitation of the class of 
problems and earlier publications 
and efforts in practice to solve the 
problem, among others (p. 41). 

An initial literature review was 
conducted to elaborate on the 
state of published research and 
practice. Initial interviews were 
held with public employees, 
based on which the initial re-
search questions and aims 
were formulated. The related 
findings can be found in RQ1 
as well as further publications.  

1.1 Inspiration 
from practice 

Delineate the problem in the con-
text of the study (p. 40). 

1.2 Theory-
ingrained arte-
fact 

Consider which theories exist or 
will contribute to generalizing the 
findings later (p. 40f.). 

2 Building, in-
tervention, and 

Undertake research and support 
the assumptions developed in 

Research proceeds in the con-
text of public administrations. 
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evaluation previous steps. Design an initial 

artefact (build), place it in organi-
zational processes (intervene) and 
see how the trajectory evolves 
(evaluate) (p. 42). 

The first artefact is the barrier 
framework (artefact), for com-
parison of single administra-
tions, countries as well as dif-
ferent contexts. The involved 
experts were asked to evaluate 
the barrier framework, and the 
suggested changes were inte-
grated and noted. Further 
workshops were held to con-
vey knowledge and shape pro-
cesses (intervene). In relation to 
this, feedback on what to 
change or adapt in the frame-
work as well as process proto-
types (build) was collected 
(evaluation). Steps in this re-
gard are published in articles 
RQ1 and RQ5, and RQ6. 

2.1 Reciprocal 
sharing 

Elaborate on the faultlines of in-
teractions between the IT artefact 
and social processes in the given 
context (p. 43). 

2.2 Mutually 
influential roles 

Reflect on the researchers’ influ-
ence on organizational processes 
(p. 43). 

2.3 Authentic 
and concurrent 
evaluation 

Integrate experts from their re-
spective contexts into different 
steps of the design and conduct 
an evaluation to validate 
knowledge, assumptions, and 
approaches (p. 43). 

3 Reflection and 
learning 

Abstract from given knowledge 
and artefacts to a class of 
knowledge (p. 44). 

Based on knowledge about 
existing barriers in the field, 
the view is refined with the 
help of theoretical frameworks 
and approaches to generalize 
findings both across contexts 
and in theoretical terms. The 
related work can be found in 
RQ2 and RQ3. 

3.1 Guided 
emergence Trace how changes relate to ex-

plicit requirements and which 
unanticipated consequences were 
prompted and resolved.  

4 Formalization 
of learning 

Formalize knowledge about pro-
cesses and artefacts into concepts. 
Reflections, design principles and 
concepts can be outputs. 

The stage formalization of 
learning is completed jointly 
with the previous steps. Most 
publications result in a concep-
tual framework of barriers in 
practice and theory (problem 
instance), antecedents of 
change (solution instance) or 
design framework of the given 
barriers (design principles).  

4.1 Generalized 
outcomes 

Categorize findings into a class of 
problems and provide related 
solutions for future research. 
Generalize the problem instance, 
solution instance and design 
principles. 

 
Table 2 indicates which research methods were applied in which step of the 
dissertation. The next chapter will present the specific research context and 
publications of the dissertations.  
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2.3 Specific features of publications 

2.3.1 Research context 

The research context of the dissertation is the EAGLE project, which is funded 
by the 7th European Union Framework Programme (grant agreement No. 
310806). The project has been in effect for three years and involves public ad-
ministrations from the countries of Germany, Luxembourg, Montenegro and 
Ireland.  

One goal of the project was to develop an inter-cultural open e-learning 
platform for public administrations. In this regard, the author coordinated and 
led associated work packages and tasks related to the contextualization and 
localization of OERs. This included identifying the requirements and conduct-
ing barrier analysis of open e-learning in all four countries, as well as designing 
platform features such as the website interface, contextualization steps and 
choice of metadata taxonomies, among others.  

Given the research context, one requirement for the design is to allow for 
research across multiple sites or cases. Therefore, it would be interesting to un-
derstand cultural differences which require that results across cases be com-
pared and translated into a common framework. Another requirement is to 
consider how researchers as well as research participants differ in their ac-
counts about culture and relevant factors of the cultural context.  

One feature of the exploratory sequential mixed-methods approach is that 
different studies are appraised as cases (Benbasat, Goldstein, & Mead, 1987; Yin, 
2014). The case studies could be public administrations with embedded units 
such as employees or leaders, depending on the research interest and question 
of concern. Care should be taken to ensure that the case study research was 
originally conducted from the positivist perspective (Benbasat et al., 1987; Yin, 
2014), although an interpretative research can be pursued as well (Carson, Gil-
more, Perry, & Gronhaug, 2001).  

2.3.2 Methods and analysis of publications and research stages 

The data collection methods and analysis steps will be discussed with regard to 
the research stages of ADR (Sein et al., 2011) and the exploratory, case-based 
mixed-methods approach.  
  
Exploring barriers (Problem Formulation) 

The first step among the first publications (particularly Article I) is to ex-
plore the barriers which appear in relation to open e-learning in the public sec-
tor. In the dissertation, a basic starting point in this respect is literature reviews 
based on Webster and Watson (2002). Literature reviews serve to elaborate on 
the state of research in a field (Fink, 2014; Jesson, Matheson, & Lacey, 2011; 
Okoli & Schabram, 2010) and shed light on the appropriateness of the study 
objectives with regard to research gaps in the field (Fink, 2014).  
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The main difficulty is designing a suitable sampling approach which en-
sures that relevant articles and experiences in research and practice are collect-
ed (Webster & Watson, 2002). Another difficulty is with regard to translating 
findings into an analytical framework that can be used to answer the research 
question and is meaningful to other researchers. Ways to analyse the literature 
thus range from qualitative comparisons of concepts or author-oriented reports 
to more quantitative counts of single aspects or research instances such as 
words or barriers (Jesson et al., 2011; Mayring, 2010; Webster & Watson, 2002).  

In the dissertation, relevant articles were researched in ISR-specific jour-
nals such as the basket-of-eight journals (European Journal of Information Sys-
tems, Information Systems Journal, Journal of AIS, and Journal of MIS, among 
others) (AfIS, 2011). Moreover, the search included public administration-
specific journals based on their impact factor and the relevance of their findings 
on platforms such as SpringerLink and Elsevier. Hence, Public Administration, 
Government Information Quarterly and Journal of Public Administration Re-
search and Theory, among others, are used in the review. The key terms were 
combinations of OERs, e-learning, public administration, training and learning 
within the time frame 2006−2013. Given the low number of results, the search 
was extended with the help of a full-text search with single keywords (such as 
training or e-learning) and a snowballing strategy.  

To document and analyse the findings from the review, a sensitizing 
frame was developed. In a tabular format, known categories of barrier frames 
(Pirkkalainen & Pawlowski, 2014), and later on, theoretical categories (Lyytinen 
& Newman, 2008; Newman & Zhu, 2008) were defined. Findings such as the 
barriers of each article were noted in a suitable category of the table or saved as 
a dedicated (new or adapted) category. In this manner, a pattern-matching pro-
cess was followed (Trochim, 1989; Yin, 2014). Subsequently, the meaning, role 
of the barrier and their interdependence were elaborated and annotated with 
dedicated memos (Corbin & Strauss, 1990). Thus, the results were analysed ac-
cording to interpretative content analysis (Mayring, 2010) based on the princi-
ples of grounded methods (Corbin & Strauss, 1990; Glaser & Strauss, 2010). 

 
Increasing the context specificity of concepts (Building) 

Following the first article, the second publication (Article II) extended the 
insight of the literature review with the help of expert discussions and focus 
groups (Kitzinger, 1994; Merton & Kendall, 1946; Meuser & Nagel, 2002). Focus 
groups represent an invaluable approach for engaging with experts in the field 
and generating inter-subjective accounts from multiple perspectives (Kitzinger, 
1994). Similar to interviews, focus groups follow a semi-structured pattern of 
questions which are discussed for a certain time. Unlike interviews, with focus 
groups, the goal is to observe interactions between experts and determine 
whether the social relations of the contexts translate into the focus group. In this 
respect, the aim of the dissertation is to determine how barriers are recognized 
and interrelated with structures such as hierarchy and lack of open communica-
tion, for example. Given this aim, the sampling of the focus group was carefully 
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conducted so as to comply with the required diversity criteria, with regard to 
the position, gender and experience of participants. In detail, 68 employees in 
the public sector were involved across Germany, Luxembourg, Ireland and 
Montenegro. The sample included managers to lay front-office employees, el-
derly to young employees, as well as IT-interested to IT-averse participants; 
moreover, experts were also involved.  

Given the sampling, common rules were defined to ensure compliance to 
the rules of a free discussion, irrespective of dependencies between known or 
unknown group members (Kitzinger, 1994). These were some of the rules that 
were introduced at the beginning of the workshops: (1) every statement made 
should be respected, (2) what is said here remains in the group, and (3) we are 
talking about opinions and not about people.  

To ensure inter-coder reliability across the focus group leaders, the author 
provided a structured discussion guideline as well as a common analytical grid 
in which statements, notifications, and the results of discussions were noted. 
Analysis of these grids for each workshop was the author’s responsibility. The 
interpretations and main results were forwarded to focus group leaders as well 
as workshop participants to develop a shared meaning and understanding of 
the context.  

Besides the interpretative content analysis (Mayring, 2010), the analysis 
included the count and ranking of barriers according to their relevance. In this 
regard, the first integration of quantitative methods was realized. The count 
allowed for comparison of results across workshop sites as well as countries, 
which served the second research objective of the dissertation. Based on the re-
sults, a common, contextualized barrier framework was defined with a focus on 
the specific features of the countries.  

 
Increasing the context specificity of concepts (Planning, Interventions and 
Evaluation) 

Apart from focus groups, interviews were central data collection methods 
to gather insight into the barriers to open e-learning, which were used in the 
third publication (Article III). Interviews are interrogations of single persons, 
according to a predefined or semi-structured set of questions (Merton & Ken-
dall, 1946). On the one hand, the goal of an interview is to record the interview-
ee’s perspective on a certain topic. On the other hand, the goal may also be to 
grasp their account of the completeness, conceiveness and appropriateness of a 
framework or concept for means of triangulation (cf. Merton & Kendall, 1946; 
Meuser & Nagel, 2002; Myers & Newman, 2007). In all studies, an expert is de-
fined as a person who has crucial domain knowledge, is available for the inter-
view and has experience in the given context, which was e-learning, OERs and 
knowledge management in the present case (Cresswell & Plano Clark, 2011; 
McKenzie et al., 1999; Meuser & Nagel, 2002).  

Eleven experts were recruited and interviewed face-to-face or by phone 
depending on their availability and geographical distance. The experts were 
asked to rank barriers based on a quantitative validation method (McKenzie et 
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al., 1999). Subsequently, the experts were asked to elaborate on and contextual-
ize their choices (qualitative validation method; McKenzie et al., 1999). Further, 
the findings of previous studies were assessed and contextualized. Moreover, 
the method allowed for the calculation of the significance of the barriers, which 
served the research objectives of the dissertation.  

 
Evaluating concepts in practice (Intervening and Evaluating) 

According to the research design frame of the dissertation, a main step for 
shaping the results of a theory-ingrained artefact is to assess its value in practice. 
In this regard, field research (Article 6) on seminars, workshops, pilots and agile 
development of OERs with employees in a public administration was applied 
based on the ADR principles discussed above.  

To document the field research, guidelines were generated based on the 
studies of McNiff and Whitehead (2009) and Sein et al. (2011). For example, a 
field diary was created which required the author to make notes at least at the 
beginning and at the end of the day (McNiff & Whitehead, 2009). The guide-
lines included prompts for both basic reflections and dedicated memos for ob-
servation (see Table 3). 

 
TABLE 3: Prompts for Field Research 

 
Basic reflection   
What is my concern, what 
is my aim, what is the aim 
of others 

What is the situation, what 
will/can I do about it 

How do I modify practices 
in light of my evaluation 

Memos   
When did (it) happen Where did (it) happen What was (it) about 
Who was involved Headcount/data needed to 

embed the happening 
Anything else considered 
important 

 
Furthermore, workshop participants were asked to answer questionnaires 

regarding their state of knowledge and competence in using OERs at the work-
place to track progress. The quantitative data were used to complement the 
qualitative interpretations. The survey data were descriptively analysed using 
the statistical programme SPSS. Memos from this analysis as well as from the 
field were matched with the sensitizing framework, in particular, with a proto-
type of an agile OER implementation process (cf. Arimoto & Barbosa, 2013; 
Arimoto et al., 2016). The results of the analysis were discussed with public 
leaders in the administration to derive an inter-subjective meaning. 

 
So far, the core data collection and analysis processes have been described. 

In the following section, the articles of the dissertation will be presented.  



 

3 OVERVIEW OF ARTICLES 

This section summarizes the research objectives, methods, related findings and 
their role in the dissertation.  

3.1 Article I: A barrier framework for open e-learning in public 
administrations 

Stoffregen, J., Pawlowski, J. M., & Pirkkalainen, H. (2015). A barrier framework 
for open e-learning in public administrations. Computers in Human Behavior, 51, 
674−684. 

Research objectives and methods 

The first article described the state of research and practices in open e-learning 
in the public sector and asked the question ‘which barriers have been identified 
when introducing and implementing e-learning in public administration’ (Stof-
fregen, Pawlowski, & Pirkkalainen, 2015a, p. 674). While research on OER is 
advanced in the private and educational domain, only few studies have been 
published about OERs in public administration. Leaning on publications about 
previous trends such as e-learning (Bere et al., 2013; Conci & Bramati, 2007) and 
related concepts (see section 1.1.3.), the main objective of this article was to lay 
the ground for elaborating on past experiences and what to consider in future 
research and practice.  

Moreover, the goal was to systemize the lessons learned and go beyond 
single reports of challenges in single publication contexts. For this aim, an ex-
tensive literature review was conducted according to Webster and Watson 
(2002). To allow for comparison with findings in other domains, the study was 
based on the barrier framework of Pirkkalainen and Pawlowski (2014) as a sen-
sitizing framework (Blaikie, 2010).  
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Findings 
 
Analysis of the review resulted in the creation of a list of more than forty barri-
ers which were categorized into organizational (including the lack of resources 
and lack of management), social (such as conflicting values among learners, the 
low level of ICT skills and conflicting personal backgrounds) as well as tech-
nical barriers (such as availability of infrastructure and perceived functionality 
of the data). Major insights concern, for example, the relevance of managerial 
leadership and coordination. A lack of personal guidance and support from 
management as well as a lack of policy frameworks were considered as crucial 
challenges to introducing OERs in public administrations.  

Compared to the barrier framework of other domains, no conflicting bar-
riers were found. However, the challenges were not replicated in terms of 
wording, appearance or relevance. On the one hand, barriers concerning the 
practice of sharing information were not identified, for example, the role of lan-
guage among OER users. On the other hand, barriers in the public sector 
stressed on assumptions that public employees’ performance depends on tacit 
knowledge (Hazlett, McAdam, & Beggs, 2008), which is difficult to digitize.  
 
 
Role in the dissertation 
 
The publication addressed the first research question of the dissertation (RQ1): 
‘What are the barriers to open e-learning in the public sector’? The study is of 
major importance, since the analysis provides initial insight into the state of 
knowledge about the topic of OERs in public administrations. Assumptions 
concerning the low level of research and practices which guided the beginning 
of the dissertations were supported.  

Furthermore, the study not only allows for the systemization of barriers in 
the public sector, but also allows for comparison of findings to challenges that 
appear in other domains such as the private or educational sectors. In this re-
gard, differences concerning the kind and relevance of barriers to OER use and 
development were found between the public and private sector. Accordingly, 
there is some support for taking cultural and contextual factors into account 
when studying OERs in the public sector.  

Thus, the first step to conceptualize knowledge related to the design of the 
science research approach was taken. Based on the work of Pirkkalainen and 
Pawlowski (2014), the article presented a contextualized barrier framework for 
the public sector.  
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3.2 Article II: Barriers to open e-learning in public administra-

tions: A comparative case study of the European countries 
Luxembourg, Germany, Montenegro and Ireland 

Stoffregen, J. D., Pawlowski, J. M., Ras, E., Tobias, E., Š epanovi , S., Fitzpatrick, 
D.,...Friedrich, H. (2016). Barriers to open e-learning in public administrations: 
A comparative case study of the European countries Luxembourg, Germany, 
Montenegro and Ireland. Technological Forecasting and Social Change, 111, 
198−208. 
 
Research objectives and method 
 
The second article of the dissertation aims to explore the barriers to open e-
learning in public administrations at the local government level. Apart from the 
insights of the initial literature review, empirical data were gathered to validate 
the content and its value in the contextualized barrier framework (Stoffregen et 
al., 2016a).  

In this regard, a multiple case-study was designed in the context of the 
EAGLE project. Data were gathered by conducting focus groups and interviews 
across several public administrations. Overall, 68 public employees participated 
in workshops that were conducted in Luxembourg, Ireland, Montenegro and 
Germany. To ensure inter-coder reliability, all qualitative data were translated 
into a reporting sheet and subjected to iterative analysis by workshop leaders 
and an additional reviewer.  

The results of the workshops were analysed using interpretative content 
analysis (Mayring, 2010) as well as the pattern matching technique (Trochim, 
1989; Yin, 2014). The results of the analysis were compared between the public 
administrations of one country, as well as between countries.  
 
 
Findings 
 
This turned out to be a well-grounded, comparative study of barriers across 
several European public administrations. First, the results were compared 
across public administrations. The findings indicated that the barriers are more 
common than different, despite the fact that administrations differ in terms of 
organizational size, recent reforms and workplace organization. Yet, while simi-
lar barriers were identified, the relevance (or prioritization of relevant barriers) 
differed. In the case of Montenegro, for instance, the legal and technical aspects 
were more important than in Germany, where the legal and political arguments 
for OER implementation were a matter of concern.  

While context-specific barrier lists were created, a common barrier frame-
work was developed that applies to all countries, too. This framework compris-
es three barrier dimensions, namely, contextual, social and technical barriers. 
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Within the barrier dimensions, more than fifteen barrier categories were de-
fined, including the quality of information, the value of information, individual 
concerns, usability and the lack of resources, among others. Importantly, fur-
ther subcategories were defined, which provide a granular view and compari-
son of barriers in public administrations.  
 
 
Role in the dissertation 
 
The article addressed the research question RQ2: ‘What are similarities and dif-
ferences in barriers to open e-learning across public administrations?’ Given the 
great number of participating public employees, the results of the analysis al-
lowed for an in-depth exploration and understanding of the current practices 
and concerns regarding OER use and development in this context.  

Since public administrations across countries were involved, a greater un-
derstanding of culture- and context-specific factors was possible. This pointed 
to the need for future research about the role of culture- and context-specific 
factors in OER use and development.  

With regard to the initial publication, the aim to further validate the con-
textualized barrier framework was realized. The value of the barrier framework 
was discussed in the publication as well.  

 

3.3 Article III: Identifying socio-cultural factors that impact the 
use of Open Educational Resources in local public admin-
istrations 

Stoffregen, J., Pawlowski, J. M., Ras, E., Scepanovic, S., & Zugic, D. (2016). Iden-
tifying Socio-Cultural Factors That Impact the Use of Open Educational Re-
sources in Local Public Administrations. International Journal of Management, 
Knowledge and Learning, 5(2), 167−187. 
 
Research objectives and method 
 
The goal of the publication is to elaborate on the barriers to OERs in public ad-
ministrations systematically from a socio-cultural perspective. Previous articles 
have contributed to demonstrating the state of knowledge about existing barri-
ers. Given the relevance of culture and context in the field of OER use and de-
velopment (Edmundson, 2007; Henderson, 2007; Richter & McPherson, 2012), 
however, there is a need for more understanding from a theoretical perspective 
in future research.  

In this regard, an extensive literature review was conducted (Stoffregen, 
Pawlowski, Ras, Tobias, & Scepanovic, 2015b), which resulted in seventeen as-
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sumptions about how cultural factors shape interactions in open e-learning sys-
tems. Subsequently, dedicated expert interviews were conducted following a 
mixed-methods strategy (Mckenzie et al., 1999). This provided an understand-
ing of the intelligible meaning behind factors related to experts as well as 
helped to systematically elaborate on and compare the significance of socio-
cultural factors.  

 
  

Findings 
 
The results of the study demonstrate that six cultural factors were significant in 
explaining why public employees are likely to be involved in OER practices. 
Among the significant factors are superior’s support, the social spirit of the plat-
form and group identification, among others. These findings support previous 
assumptions about barriers to OER use and development as presented in previ-
ous articles. On the other hand, the findings differ from previous publications 
in terms of the importance of the barriers. For example, factors concerning the 
geographical distance between OER users, openness in discourse and regulato-
ry frames did not appear to be of major concern.  

The role of geographical distance is a finding that differs from the role of 
locality reported in educational and private sector research (Pirkkalainen, Jok-
inen, Pawlowski, & Richter, 2014a; Pirkkalainen, Jokinen, & Pawlowski, 2014b). 
However, the strength of this article is that experts also provided a qualitative 
explanation of why factors are (ir-)relevant. With regard to this factor, experts 
considered the experiences to be too scarce for evaluation. 

Apart from the factors and their relevance in explaining the involvement 
of public employees in OER use, experts elaborated on the quality of the pre-
sented socio-cultural perspective on the topic. The results showed that experts 
consider the model to be comprehensive and suitable for drawing inferences for 
action.  
 
 
Role in the dissertation 
 
The elaborated model in this article is a major step forward for improving the 
state of knowledge about barriers in the public sector. It provides an overview 
of cultural factors and the related assumptions about their role in a given con-
text, along with a qualitative and quantitative evaluation by experts.  

The article thus contributes to the objective of developing a culture-
sensitive understanding of OER barriers in the public sector. Accordingly, the 
publication answers research question RQ3: ‘What are the structural gaps shap-
ing the exchange of OER in the public sector, and why?’ 
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3.4 Article IV: Why do relevant structural gaps to the exchange of 

open knowledge resources change in public administrations 

Stoffregen, J., Pawlowski, J., Šcepanovic, S., Zugic, D., Moebs, S., Raffl, 
C.,...Müller, J. (2015, October). Why do relevant structural gaps to the exchange 
of open knowledge resources change in public administrations? In E-Learn: 
World Conference on E-Learning in Corporate, Government, Healthcare, and Higher 
Education (pp. 1051−1056). Association for the Advancement of Computing in 
Education (AACE). 
 
Research objectives and methods 
 
The fourth article elaborates on the barriers to OER use and development across 
European public administrations. While the initial aim was to define which bar-
riers exist, the core objective is to explore how and why certain barriers unfold 
in a given cultural context.  

Starting from the barrier analysis in previous articles, this study concen-
trated on expert interviews that validate the barriers and assumptions concern-
ing how barriers unfold. Expert interviews followed a mixed-methods ap-
proach, which also allowed to clarify which aspects are significant.  

The overall aim was to go beyond previous knowledge about existing bar-
riers and take a step towards theorizing about how and why barriers unfold in 
a particular context. For this aim, a theoretical process perspective was applied 
(based on Bostrom & Gupta, 2009; Lyytinen & Newman, 2008), which shaped 
the language and focus of the research.  

The analysis was based on Van de Ven (2007), who defined analytical 
steps to derive conceptually dense factors that shape change processes, such as 
barrier change in a given context.  
 
 
Findings 
 
Analysis of expert interviews brought several factors or ‘incidents’ to light, 
which shape the development of barriers (or the so-called incidents shaping 
structural gaps; cf. Van de Ven, 2007). Among the mentioned factors, four clus-
ters including individual, inter-personal, organizational and time-related fac-
tors were developed.  

Each incident was described in terms of its basic meaning, discrete empiri-
cal occurrence, specific appearance and consequence in a given situation as well 
as the memo of the context, among others. Hence, the results clarified under 
what context- and culture-specific situations barriers change, or in more detail, 
evolve, unfold or resolve, according to the experience of experts.  

The crucial results of the study include the incidents, which are described 
in a rather detailed way. For example, among the time-related incidents, change 
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in personnel and scheduling of meetings or elections were mentioned. In prac-
tice, these specific moments in time allow for the creation of interventions to 
foster or avoid influence on OER development and use. In theory, these mo-
ments in time provide insight, according to which certain factors shape barrier 
change in the given context. 

 
 
Role in the dissertation 
 
The article provided an answer to the research question RQ4: ‘Why and how 
barriers to open e-learning change?’ The core aim to provide a theoretical ap-
proach to extend the barriers to OER development and use in a given context 
was achieved.  

Since previous articles addressed the state of current barriers, the article 
further provides the foundation for designing studies on barrier change in the 
future.  
 

3.5 Article V: Which functional design allows for meaningful 
navigation through collaborative contextualization processes 

Stoffregen, J., Pawlowski, J., Moebs, S., Traxler, J., Guerra-Correa, V., & Prakash, 
A. (2016). Design for Collaborative Contextualization of Open Educational Re-
sources. In V. Nissen, D. Stelzer, S. Straßburger, & D. Fischer (Eds.), Multikonfer-
enz Wirtschaftsinformatik (MKWI) 2016, 1st edition (1 volume, pp. 591−602). Il-
menau: Univ.-Verl.  
 
Research objectives and methods 
 
The article ‘design for collaborative contextualization’ strives to translate the 
findings of studies on barriers to OER use and development in the public sector 
into technical design. In this regard, the core objective is to advance knowledge 
about collaborative development and adaptation processes of digital learning 
resources in the public sector and its implications for user interfaces. 

To generate practice-oriented insights, the research focus was on the fol-
lowing questions: (1) when do users like to add collaborative peers in the pro-
cess? (2) which informational needs do users require to validate the selection of 
collaborative peers? and (3) which functions need to be added to allow collabo-
rators to exchange their knowledge (how and/or what to adapt)? 

To answer these questions, prototype interfaces (or mock-ups) were de-
signed based on the LUCID approach (Logical User-Centered Interactive De-
sign Approach; in Kreitzberg, 2008; Shneiderman, 2002). The prototype demon-
strated a contextualization process that included the search for the OER, analy-
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sis of the OER, and adaptation of the OER (based on the OER lifecycle by Paw-
lowski and Richter [2010]).  

The design was evaluated with the help of a concurrent mixed-methods 
approach (Creswell & Plano-Clark, 2011). To test the usability of the mock-ups, 
interviewees were asked to respond to an adapted VisAWI questionnaire 
(Moshagen & Thielsch, 2010). Given the different kinds of data, the analysis can 
be summarized as an exploratory sequential mixed-methods approach (Cre-
swell & Plano-Clark, 2011).  
 
 
Findings 
 
The results of the study explain the usability and aesthetics of the interface de-
sign. Furthermore, the results provide answers to the research questions as fol-
lows.  

Public employees like to contact peers before, after and during the use of 
an OER. They expect the OER platform to perform like a social network, with 
the corresponding icons and buttons. While a lot of information about OER au-
thors and OER contents is provided, public employees preferred that less in-
formation be provided and that more details be provided only on demand. Fi-
nally, public employees consider functions such as screenshots, links, video-
audio and notification sharing as crucial elements for fostering collaboration.  

The findings were translated into a table describing the design principles 
and implications of the results. The table can be used by designers for collabora-
tive contextualization to understand the assumptions and preferences of OER 
users better in the public sector.  
 
 
Role in the dissertation 
 
The article contributes to the objective of the dissertation to put conceptual 
knowledge about barriers into action and thus to answer research question RQ5: 
‘Which functional design allows for meaningful navigation through collabora-
tive contextualization processes?’ While previous articles provided conceptual 
insight into the barriers to OER use and development, this work demonstrates 
how this knowledge can inform OER development in practice.  

Furthermore, the table demonstrating the design principles and their real-
ization acts as a context-specific guideline about what factors to consider in 
OER development in the public sector. This contributes to the research design 
of the dissertation, which aims at generating conceptual knowledge and models 
for future research and practice.  
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3.6 Article VI: How does agile software development benefit 

from agile OER development in public administration 

Stoffregen, J., & Pawlowski, J. (nn). The Contribution of Agile Open Educational 
Resources towards Agile Government–an Explorative Study Research Objec-
tives. Submitted to Special Issue on Agile Government and Adaptive Govern-
ance in the Public Sector Governments, Government Information Quarterly. 
 
Research objectives and method 
 
The last article elaborates on the interface between OER practices and the latest, 
related trends in the public sector. The research objective is three-fold: The first 
goal is to study a recent OER practice, which is the exploration of agile methods 
in development steps (cf. Arimoto et al., 2016). The second goal is to perceive 
how the latest OER practices embedded in reforms make the government more 
flexible and adaptive to innovative, digital processes. In relation to this, the 
third goal is to shift the perspective to developments in the field and comple-
ment collected knowledge from previous publications.  

Given these goals, the article elaborates on the research question ‘how do 
OER uses contribute to knowledge and learning processes as part of agile gov-
ernment changes?’  

To answer the question, a case study was designed in the context of the 
German public administration. The data collection proceeded over a year and 
was based on qualitative methods, including focus groups, survey interviews 
and semi-structured interviews (Kitzinger, 1994; Merton & Kendall, 1946; Mor-
gan, 1997; Myers, 1997; Yin, 2014).  

 
 
Findings 
 
The article presents an in-depth case study of OERs, which runs till the first 
sprint of the model. Based on the results, the article develops a reference model 
of agile OER implementation. The main steps of the model are a hands-on 
phase, requirements analysis, planning of change, releases and springs, besides 
trials and evaluation. Based on the results, the main focus should be the results-
oriented ‘hands-on’ phase, in which public employees are shown how technical 
artefacts such as OERs work. 

Moreover, the analysis supported the use of OERs as a solution for learn-
ing processes which shortens the training and decision-making phases in de-
velopment and use processes. The main benefit of using the OER at the work-
place was the analysis of socio-cultural and organizational barriers with the 
help of the contextualized barrier framework. For public employees, this analy-
sis can be used to define a common framework for OER development and use 
processes.  
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Finally, the article unveils future research gaps, for example, which devel-
opment roles should be covered and addressed in agile processes and which 
training is required to build corresponding competences in public employees.  

 
 

Role in the dissertation 
 
The results of the study contribute to putting experience and conceptual 
knowledge about barriers into action in the field. The results help to answer 
research question RQ6: ‘How do the latest OER uses and development process-
es contribute towards the knowledge and learning practices of public employ-
ees in view of recent government reforms in theory and practice?’ 

In particular, the question was analysed from two perspectives: the empir-
ical perspective of ‘how does the project trajectory evolve with agile OER uses?’ 
as well as the conceptual perspective of ‘which model represents an integrated 
process of agile government and learning processes?’ 

The article presents fundamental knowledge about barriers and changes 
in OER use and development in the public sector as well as the latest trends in 
both OERs and the public sector. In this regard, the article is essential for sum-
marizing previous work of the dissertation based on long-term exploration in a 
practice-based context.  
 
 
 



 

4 CONTRIBUTIONS, LIMITATIONS AND FUTURE 
WORK 

This chapter discusses the main contributions of the dissertation. Overall, the 
dissertation provided a contextualized barrier framework to open up e-learning 
in the public sector. The contextualized barrier framework was validated across 
different countries and public sector administrations. The framework provided 
the basis for defining the requirements and technical design of contextualiza-
tion processes. The findings were translated into an open e-learning platform as 
well as into a framework for the design principles of contextualization process-
es in the public sector. For users, guidelines on how to use, contextualize and 
collaboratively develop OERs were created and validated. Apart from the prac-
tical results of the initial framework, the research efforts of the dissertation have 
resulted in the development of a theoretical concept behind the barrier frame-
work. The theoretical perspective allows to trace the incidents that shape 
changes in the barriers to open e-learning in public administrations. This per-
spective has been developed, discussed and published in academic and public 
sector contexts.  

According to the ADR approach (Sein et al., 2011), these results can be cat-
egorized into three different types of contributions (Table 4). 
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TABLE 4: Categorizing Contributions of the Dissertation 

Category  
(Sein et al., 

2011) 
Results and references of the dissertation 

Methods, 
models, 
concepts, 
design 
principles 

Concepts:  
• A contextualized barrier framework (Stoffregen et al., 2015a) which 

provides a list of relevant barriers for the public sector, extends pre-
vious frameworks (Henderson, 1997; Pirkkalainen & Pawlowski, 
2014) and allows for comparison between public and private sector 
barriers   

• A comparative, contextualized barrier framework (Stoffregen et al., 
2016a) which allows to assess the requirements and assumptions re-
lated to barriers across different public administrations in detail 

Theoretical developments 
• A cultural theory perspective of the barrier framework (Stoffregen, 

Pawlowski, Ras, Scepanovic, & Zugic , 2016b) 
• Theoretical model: A process perspective of barrier change based on 

the barrier framework for the public sector which defines typical in-
cidents such as time-related and person-centred incidents and how 
barriers unfold (Stofffegen & Pawlowski [under review]; Stoffregen 
et al., 2016c) 

Design principles:  
• Principles for designing collaborative contextualization of OERs 

which range from the use of words and icons to the layout and re-
quired training and in/output capabilities (Stoffregen et al., 2016c) 

Context-
specific 
artefacts 

Design of the contextualization process (EAGLE)  
• Design of the contextualization process on the IT platform (Stof-

fregen et al., 2016c) and related choice of metadata which are crucial 
for contextualization processes (cf. Pawlowski & Richter, 2007; Pra-
kash et al., 2014).  

Utility for 
users 

Guidelines: 
• Specific open learning materials for users on how to use, how to 

contextualize and how to collaboratively generate OERs, with mate-
rials developed for the EAGLE platform and beyond (Link to the 
OER).  

Significance of barriers:  
• Discussion and agreement between experts and users on the signifi-

cance of the elaborated barriers and models for the public sector 
(Stoffregen et al., 2016b). 

Schooling concepts 
• Integration of OERs in existing processes and knowledge manage-

ment concepts on the basis of the barrier framework and future pro-
jects (Link to the OER) 

 
The results presented in the table cover practical as well as theoretical arte-

facts, as aspired in information systems research (Gregor & Hevner, 2013; Sein 
et al., 2011). Yet, the kind of contributions in information systems research 
needs to be assessed in more detail. The ADR framework does not provide a 
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differentiation system to classify practical or theoretical outcomes, but Gregor 
and Hevner (2013) have classified contributions with regard to the recipients 
and maturity of the results for a given domain according to the nature of arte-
facts (the theoretical level, abstract solutions and type of practical results). The 
categories are as follows (definitions adapted and shortened from Gregor and 
Hevner [2013, p. 345]): 

• Invention: New solutions for new problems, new research opportunities, 
application domain and solution (low maturity) 

• Improvement: New solutions for known problems, research opportuni-
ties and application domain (high maturity), and solution (low maturity) 

• Exaptation: Extending known solutions to new problems, research op-
portunities, and application domain (low maturity), and solution (high 
maturity) 

• Routine Design: Applying known solutions to known problems which 
make no major knowledge contribution 

 
With regard to contributions to theory, further considerations such as the 

scope, components and maturity, for example, need to be discussed. A well-
known classification for theories in information systems research is provided by 
Gregor (2006). She defines a taxonomy as well as structural components of re-
sults that cover overarching theory components (1), components contingent to 
theory purposes (2), as well as theory purposes (3), as shown in detail below: 

 
1. Overaching theory components 

1.1. Means of representation, such as verbal or graphical artefacts 
1.2. Constructs, such as terms, boundaries and differentiation 
1.3. Statement of relationships, such directional influence  
1.4. Scope, with regard to the generalizability and contingency of assump-

tions  
 

2. Components contingent to theory purposes 
2.1. Kind of explanations or statements provided for research 
2.2. Kind of propositions or hypothesis; qualifying empirical research  
 

3. Theory purposes 
3.1. Analysing and describing the phenomenon as such 
3.2. Explaining by defining how, why and when things happen 
3.3. Predicting inter-alia statements of future happenings 
3.4. Prescribing by acting upon or stating the method for prescribing action 

 
The mentioned categories and criteria will help to evaluate the results of 

the dissertation in the following sections. Gregor’s categories (2006) mentioned 
above will be referred to by the same numbers as above, and Gregor and He-
vner’s (2013) categories will also be referred to.  
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4.1 Theoretical contributions 

Defining the boundaries of the phenomenon 
 
The first step of the dissertation was to define which culture- and context-
specific challenges to open e-learning exist in public administrations. The 
barriers are elaborated, described and represented in words and tables (1.1.). 
The findings differ between three dimensions (social, technical and contextual 
barriers), and further categories and sub-categories which address both obser-
vational and conceptual terms are also presented (1.2.). The examples are a 
lack of finances, a lack of infrastructure, and the value of information, among 
others (Stoffregen et al., 2015a). With the help of these categories, the frame-
work systematically evaluates challenges to open e-learning in the public sec-
tor. The influence of barriers on open e-learning as well as their interdepend-
ence is addressed, and related propositions for future research are provided 
(1.3.). The boundaries of the frame are well defined with respect to the par-
ticular research context, which is public administrations. In this regard, simi-
larities and differences in findings related to the barriers in private and educa-
tional sectors are clarified (1.4. and 2.1.). The evaluation of findings is based 
on expert feedback and discussions (2.2.); yet, barriers found in research and 
practice were translated into requirements for platform design as well as ena-
bler statements to be used in implementation strategies (Stoffregen, 2015c). In 
this regard, testable propositions as well as prescriptions were derived from 
the frame (2.2.).  

Summarizing these points according to Gregor (2006) shows that the crit-
ical structural components of a theory are covered. As the contextualized 
framework is one of the first systematic barriers to open e-learning in the pub-
lic sector (cf. Barette et al., 2012; Eidson, 2009; Peirreira et al., 2015), the frame 
provides the initial foundation of a theory that allows for analysis of the 
phenomenon and its translation it into a descriptive artefact.  

From the ADR perspective, an important point is that the conceptualized 
barrier framework evolved as a theoretically engrained concept with regard to 
previous frames in the domain (Bouckaert, 2007; Henderson, 1996; Pirk-
kalainen & Pawlowski, 2014). As indicated before, the work allowed for com-
parisons of which barriers are reproduced or which challenges are unique to 
particular contexts; correspondingly, which solutions may be transferred 
across contexts was discussed (cf. Beuselinck et al., 2007; Bouckaert, 2007). 
Moreover, known barrier frames and categories were translated into a new 
context. They were extended with new challenges, such as the role of multi-
lingual settings. Moreover, the research demonstrated that the relevance of 
barriers differs across contexts, just as observed in the case of social interaction, 
which is crucial in the public sector. Based on the criteria of Gregor and He-
vner (2013), the artefact qualifies as an exaptation, as it exploits new research 



52 
 
opportunities and takes a first step towards ensuring the maturity of an appli-
cation domain of a barrier model for the public sector.  
 
 
Increasing domain specificity 
 
In order to strengthen the maturity of the contextualized barrier frame for 
open e-learning in the public sector, the second step was to elaborate on the 
similarities and differences of barriers across different public sector ad-
ministrations. In four European countries, including Germany, Luxembourg, 
Ireland and Montenegro, participants were carefully selected at the local gov-
ernment level to participate in expert interviews. While the selected countries 
were at different maturity levels with regard to the state of vocational train-
ing, familiarity with e-learning programs, range of core actors and state of 
recent reforms, the selected participants ranged from lay personnel to public 
administration leaders and key stakeholders such as advisors for learning 
practices and reforms. In this respect, the replication strategy (Carson et al., 
2001) was used, in which a wide range of different empirical contexts are in-
cluded to refine the contextualized barrier framework (1.4. and 2.1.).  

The work of one publication generated an in-depth analysis that was 
used to define a set of similar and different barriers for the involved public 
sector contexts (1.4.). To generate a granular comparison, the main dimen-
sions, barrier categories and sub-categories from the initial contextualized 
barrier framework were addressed. In addition, striking similarities and 
unique barriers were defined. For example, structural characteristics such as 
reforms and training strategies did not appear to shape the communication 
and use of Open Educational Resources (2.2). Moreover, the lack of personnel 
dedicated to organizing open e-learning platforms was a paramount chal-
lenge. Some of the unique context-specific barriers were concerns about com-
petition (Germany), the need for quality checks along the hierarchy before 
publication (Luxembourg), and unique job rotation processes (Ireland), all of 
which led to added emphasis in the corresponding domain or the addition of 
barriers to open e-learning.  

The work of a second publication further elaborated on the significance 
of barriers (2.1). Based on a mixed-methods validation approach (McKenzie 
et al., 1999), the factors IT infrastructure, independence in choice of learning 
at the workplace, spirit of the platform as well as format of media, among 
others, appeared as significant factors that explained why public employees 
use OERs. Moreover, experts elaborated on how barriers interdependend, 
such as the role of infrastructure, calm rooms, the position and area of work 
of respective learners (1.3). Finally, experts had a positive opinion of the 
model, and they started generating inferences for interventions in their own 
public administrations (2.2). For example, experts drew inferences from cul-
tural factors such as openness in discourse, and made assumptions about 
how to sensitize public employees to the use of open e-learning materials. 
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Hence, the practicability of the contextualized barrier frame for empirical 
contexts was also highlighted.  

To summarize these points, the second and third publication of the dis-
sertation contained advanced findings regarding the contingency of assump-
tions as well as the generalizability and propositions of barriers to open e-
learning in the public sector (Gregor, 2006). In this regard, it was possible to 
further refine a theory for analysing cultural and contextual barriers and their 
changes in a given space and time. Yet, another crucial result is that context-
specific characteristics were defined and evaluated, which also shed light on 
when and why culture- and context-specific factors emerge as crucial barriers. 
Experts further elaborated on the direction of influence, interdependencies 
and related interventions in their particular contexts. Thus, important ac-
counts about the relationship of barrier constructs and hypotheses for future 
empirical research were defined (article 3 and article 4). Hence, the essential 
components of an explanatory theory are addressed, which clarify when and 
why certain relevant barriers evolve.  

Categorizing these results according to the framework of Gregor and 
Hevner (2013) led to the identification of the components of a new frame re-
garding the significance of challenges, the definition of context-specific char-
acteristics shaping the relevance of barriers as well as their contingent change 
processes. In this respect, both an improvement of the previous exaptation 
(initial contextualized barrier framework) as well as an invention was 
achieved, which generated new research opportunities such as, for example, 
quantitative research on barrier constructs and interdependencies.   

 
 

Innovating research on barriers—theorizing on the barriers to OERs 
 

While previous results contribute innovative components to the contex-
tualized barrier framework, an essential step to extend previous research and 
practice beyond the public sector boundaries is to elaborate further on the in-
terdependence and trajectory of barrier change (see section 1.1.3). So far, the 
literature has elaborated on the existence and categorization of barriers (Pirk-
kalainen & Pawlowski, 2014; Riege, 2005), while claims to shed new perspec-
tives on the phenomenon were published years before (Moynihan & Landuyt, 
2009). The third step to innovating research on barriers was thus to translate 
and validate previous findings.  

By discussing suitable theoretical perspectives, the fourth and forthcom-
ing article (Stoffregen & Pawlowski, under review) contributes to an extended, 
punctuated socio-technical change model (Lyytinen & Newman, 2008) in 
which antecedents to changes in barriers appear (which refers to their emer-
gence or disappearance). With the help of a mixed-methods validation ap-
proach (McKenzie et al., 1999), four constructs for antecedents and incidents 
were defined (2.1 and 1.2). They provide a unique perspective on the phe-
nomenon of open e-learning in the public sector as they increase the granular-
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ity of assumptions about constructs (1.2 and 2.2), for example, time-related 
antecedents such as age ranges as well as unique dates shaping the use of 
OERs. Furthermore, the findings support previous assumptions in the litera-
ture about barriers, their relevance and emergence (2.1 and 1.4). For example, 
incidents related to the construct change of personnel, such as the rotation of 
employees, appear to have a positive effect on OER use processes by increas-
ing the habitualization of learning processes and knowledge exchange.   

To summarize the points, the publication contributes some essential 
components for developing an explanatory theory (cf. Gregor, 2006). In par-
ticular, this work further refines previous assumptions about how and why 
barriers evolve with respect to the question of when processes occur (i.e. 
which antecedents and incidents have to be taken into account). This insight 
goes beyond other published studies aiming at developing exploratory and 
explanatory models. Examples in the latest research can be found in Peireira et 
al. (2015), who elaborated on the factors shaping continuous e-learning uses, 
or Eidson (2009), who defines barriers or influences without specifying con-
text-specific contingencies and change processes (cf. Peireira et al., 2015).  

According to the categories of Gregor and Hevner (2013), the mentioned 
results of the dissertation can be categorized as an invention given that a new, 
theoretically sound concept for new and context-specific barriers was created, 
discussed, embedded and differentiated with regard to the latest research in 
the public, private and educational sectors.  
 

In conclusion, essential components and steps towards innovating theo-
retical perspectives and models for barriers and their changes in relation to 
open e-learning in the public sector were generated. As will be discussed in 
the section on future work, the results offer a basis for quantitative research 
and model development, which is scarce at this point of time. Yet, the disser-
tation focuses on a sound mixed-methods approach to build a research basis. 
While reflecting and appraising the systematic steps towards the theoretical 
contributions, a few practical outcomes have been mentioned. In the following 
section, these practical aspects will be addressed in more detail.  

4.2 Practical contributions 

Practical contributions cover results that are meaningful to practitioners in 
their respective contexts. In particular, the dissertation generated a conceptual 
barrier framework, a model of barrier incidents and change, as well as a list of 
design requirements and principles and user guidelines.  

Beginning with the IT-centric results (cf. Gregor & Hevner, 2013; Sein et 
al., 2011), the development of the contextualized barrier framework was inte-
grated with the IT artefact design, requirements engineering and development 
processes. Firstly, the elaboration and list of barriers were used during the 
requirements elicitation jointly among public sector and online media (peda-
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gogy) experts and researchers. In the EAGLE project (see section 2.3.1), these 
practitioners used the frame to develop enabler statements and interventions. 
Hence, statements on how to intervene and to improve (enable) the use of 
OERs were created for each barrier. Based on the discussions, the enabler 
statements were then transferred to developers who created the open e-
learning platform. Examples of the statements are provided in Table 5 (the 
text is adapted and stems from the deliverable of Stoffregen et al. [2015c]):  

TABLE 5: Excerpt of Enabler Statements 

Action goal Intervention  Enabler statement (follow up) 
Enhance manage-
rial organization 
and change man-
agement 
  
 

Lobby for political 
support for learning 
and for EAGLE at a 
central level 
 

A training process and facilities for edu-
cational/training activities are intro-
duced. 
An overview of programs and courses to 
attend in everyday life is provided. 

Support change man-
agement 

Guidelines are in place to guide manage-
rial changes.  

Encourage the stream-
lining of EAGLE  

EAGLE is introduced as a complemen-
tary learning offer.  

Enhance 
knowledge about 
technology-
enhanced learn-
ing 
 
 

Enhance understand-
ing about the benefits 
of e-learning  
  

Advice is given about the long-term use, 
cost benefit and gap-trend analysis of e-
learning. 
A booklet to delimit the scope and mean-
ing of OER, OER characteristics, re-
sources and types of learning, its relation 
to knowledge management, and poten-
tial for experience exchange is devel-
oped. 
Guidelines are in place which delimit the 
efforts to define the targets and goals of 
open e-learning. 

Develop a regula-
tory frame for 
OERs and learn-
ing 

Advise about regula-
tory frames for OER 

A framework for collaboration and 
learning is introduced. 
A legal framework on open resources is 
devised. 
The CC license and IP charter is adopted.  

Establish a learn-
ing environment 
(LEV)   

Advise about learning 
policies  

LEV policies are provided (fixed time 
slots, space and the right to learn at the 
workplace is established). 
Policies are made in accordance with the 
accessibility guidelines. 

Establish a quality 
committee 

Develop a highly nec-
essary certification of 
contents that is valid, 
reliable, and authentic 

Guidelines are in place to certify the 
OER. 
A committee is in place to validate OER 
authenticity. 
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Besides providing general guidance on requirements elicitation, the con-
textualized barrier framework was used for specific tasks such as considering 
how user-friendly navigation based on metadata choices and visualization can 
be achieved. On the one hand, developers and researchers decided that the 
metadata should be based on standards such as InLOC (Integrating Learning 
Outcomes and Competences2) and LOM3 (Prakash et al., 2014). The relevance, 
choice and formulation of metadata were then inspired by the contextualized 
barrier frame. On the other hand, the contextualized barrier framework was 
used for orientation of the design of culture- and context-specific use and adap-
tation processes of OERs (Article 5). While common design standards and pat-
terns were used as a basis, such as those by Nielsen (1994), Hetsevich (2014) or 
Shneiderman (2002) and Galitz (2007), specifications were made with regard to 
the contextualized barrier framework, for example, its use in the translation of 
principles into a public sector-specific design. An excerpt of the frame is pro-
vided in Table 6 (the text is adapted and stems from Stoffregen et al. [2016c]):  

 

TABLE 6: Excerpt of the Design Principles 

Specific design princi-
ples 

Argumentation of the design choice Implications 

I. Use of words and icons 
A.Consistency 
o Maintain consistency 

in design and textual 
devices (e.g. Het-
sevich, 2014) 

B.Wording  
o Use linguistically clear 

elements (e.g. Het-
sevich, 2014) 

C.Usability 
o Use language that is 

appropriate for in-
creasing usability (e.g. 
Nielsen, 1994) 

Consistency is achieved by using 
consistent fonts and colour (shades 
of blue, light yellow, and light red). 
The navigation function is on the 
top, with the wordings in page la-
bels/fonts/buttons reflecting the 
results of GOMS (cf. Galitz, 2007, p. 
139; Oracle, 2010).  

The use of words and textual 
learning contents needs to be low. 
The platform is used across coun-
tries, so several languages are con-
figured. Therefore, linguistically 
unambiguous terms are chosen, 
such as ‘peer space’, ‘manage’ or 
‘communicate’, ‘trace’, ‘editing’, 
‘preview’ and ‘publish’. 

Linguistic terms: 
use more icons and 
familiar wordings, 
such as the icons 
for share, log in, 
save, and search, 
and the words 
‘share’, ‘invite’, 
‘add’, ‘colleague’, 
and ‘collabo-
rate’/‘chat’.  

 Based on the 
design of mobile 
phones and social 
media platforms 

 
The dissertation produced theoretically engrained artefacts that were used 

to create design concepts and technology. The recipients ranged from research-
ers discussing and developing technical principles and making design choices, 
to developers programming the platform for users. According to Gregor and 

                                                 
2 http://www.cetis.org.uk/inloc/Home. 
3 https://standards.ieee.org/findstds/standard/1484.12.1-2002.html. 
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Hevner (2013), artefacts qualify as exaptations, as common design approaches 
are refined to create new contexts and application domains.  

In addition to the mentioned artefacts, two other results need to be men-
tioned. On the one hand, the presented enabler statements and validations of 
the barrier models above were used for the definition of interventions (for ex-
ample, the training of public employees or investment in technology). While 
some statements are already presented in Table 4, further interventions concern 
elaborations with practitioners on how to introduce OERs to existing strategies 
such as knowledge management frameworks. One well-placed publication in 
this respect elaborates on agile OER processes, highlighting the contribution of 
digital knowledge resources to the latest agile reform processes (Article 6). The 
elaboration resulted in the creation of a reference model of agile OER imple-
mentation, with the goal being to support knowledge and learning processes as 
part of agile government projects. The steps include a hands-on (practice-
development) phase, a needs/requirements analysis, planning of change, trial 
and evaluation, among others (Stoffregen & Pawlowski, submitted).  

Besides academic and programming recipients, the results of the research 
have led to the creation of OERs which explain how to use, collaborate and con-
textualize OERs to the culture- and context-specific preferences of users (see for 
example, Figure 4). 

 

 

FIGURE 4: Illustration of an OER 

 Another user-oriented result is an OER-supported knowledge manage-
ment concept which resulted from collaboration among public employees. Pub-
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lic employees used the contextualized barrier framework to analyse challenges 
vis-a-vis their present knowledge management processes and strategies. Given 
that the demographic change in public administrations has led to increasing 
pressure to identify innovative solutions, interest in this OER is high across dif-
ferent federal states in Germany.  

The concept is openly available and has received positive feedback from 
public employees. Furthermore, interest in using the OER-supported 
knowledge management concept, including interest in being trained with re-
spect to this framework, supports the relevance of the contextualized barrier 
framework and shows that the dissertation has generated innovative solutions 
for the management of knowledge and learning.  

4.3 Limitations and future work 

The previous section has elaborated on the theoretical and practical contribu-
tions of the dissertation. Yet, several limitations have to be clarified with regard 
to the study design and future research.   

Beginning with the study design, the dissertation has followed a mixed-
methods approach to generate an understanding and theoretically founded 
concepts that elaborate on the barriers to OERs in the public sector. Given the 
infant stage of research in this context, qualitative methods were dominant as 
they help to develop an initial understanding of the phenomenon. While the 
dissertation provided some in-depth insight and a systematic analysis, it lacks 
quantitative findings concerning the structural analysis of factors, for example. 
Although significance has been calculated for particular factors, more work is 
required to quantify the influence of barriers on OER use and development. 
However, although the dissertation is limited with regard to quantitative, statis-
tical methods, the research has generated rich insight as well as models that can 
be used as a basis for how to structure multi-level models. Thus, recommenda-
tions for future work should focus on strengthening quantitative approaches to 
analyse the role and development of barriers and antecedents to OERs in the 
public sector.  

With regard to the analysis and development of OERs in the public sector, 
another limitation of the dissertation is the duration of the study term. While 
data for some studies have been gathered over several months to a year, the 
results of some publications were based on interviews of purposefully selected 
experts and practitioners on site. Hence, while a high amount of qualitative da-
ta were generated and analysed, the findings need to be further strengthened, 
and the initial steps towards process-oriented models of OER barriers will re-
quire the planning and realization of a longitudinal study in this specific con-
text.  

Another limitation is the generalizability of the results. On the one hand, 
the careful sampling and selection of cases and experts throughout the disserta-
tion is indicative of the generalizability of results across local governments in 
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the European Union. Given the successive use and validation of the contextual-
ized barrier frame, the positive feedback of practitioners and academics to the 
results of the dissertation support the generalizability of outcomes across dif-
ferent contexts. On the other hand, the contextualized barrier framework has 
not been assessed at different levels of government. Moreover, how meaningful 
the framework is for countries beyond the European Union as well as beyond 
English- and German-speaking cultural contexts is yet to be assessed.  

Besides the limitations of the study, further considerations about future 
research and recommendations for practice need to be addressed. While the 
contextualized barrier frame has been used to enhance understanding about 
(socio-technical) requirements, to generate enabler statements and inform de-
sign choices, its use for practitioners is yet to be investigated. In general, more 
information is required, such as guidelines on how to use the contextualized 
barrier framework in the course of everyday OER use and development pro-
cesses. More specifically, which interventions related to the antecedents or inci-
dents of change have proven to work best in a given context needs to be further 
specified.  

To summarize all the points mentioned, there is more room for investiga-
tion into the phenomenon of OERs in the public sector. Practice-oriented re-
search is required to understand how models work in different contexts over 
time. From a theory-guided perspective, more research on the influences and 
interdependences of related factors needs to be conducted. Moreover, opposing 
theses about the nature and kind of barriers need to be tested in this respect. 
Hence, according to Gregor (2006), there is still scope for developing, explaining 
and predicting theories in future research. Given that the dissertation presented 
the recommended steps to be implemented before the testing of predicting 
models and theories (namely, analysing, describing and developing the initial 
components of explaining theories), the results and contributions of the disser-
tation can be used as sensitizing frames for future work.  
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SUMMARY 

Using OERs in processes of knowledge management and learning is a new 
trend which is about to be presented in the public sector. The use of OERs and 
related strategy development face several barriers in the form of technical, so-
cio-cultural and organizational challenges, which impede the uptake and use of 
these digital learning resources. This dissertation has elaborated on the socio-
technical barriers in the specific cultural context of public administrations. One 
result is the contextualized barrier frame, which has shown that the kind and 
relevance of barriers to OERs differ among public administrations as well as 
among other educational or private sector domains. Moreover, the dissertation 
has elaborated on the incidents that shape how and why barriers unfold in the 
public sector. The related PSIC model demonstrates barrier trajectories and al-
lows researchers and practitioners to design interventions and implementation 
strategies in view of forthcoming challenges.  

One of the challenges is the low interest in OERs, given their impact on 
face-to-face exchanges and related social interactions among colleagues in a 
public administration. In particular, elderly employees, who have low confi-
dence in using new technology, such as OER authoring tools, prefer personal 
contact and are wary of documenting their knowledge in OER formats. With 
the help of the contextualized barrier framework of the thesis, barriers related 
to the lack of social interaction can be assessed. With the help of the PSIC model, 
related trajectories and incidents of change, such as improvements in the barrier, 
can be traced back and assessed for future interventions. One example of an 
intervention is to design a blended OER creation strategy wherein elderly pub-
lic employees can team up with other employees (maybe trainees) and meet 
and talk about their experiences on the job. The younger employee can then 
document the exchanges in an OER format and assess the report together with 
the elderly employee. In this way, social interaction together with OER-
enhanced knowledge exchange can be realized. OER developers can further-
more gain experience in creating and evaluating the quality of their materials. 
Besides the mentioned examples, the field research across European public ad-
ministrations resulted in collaboration with OER platform developers. Thereby, 
the contextualized barrier framework of the dissertation has been used to guide 
the requirements elicitation as well as the design of contextualization processes 
(which describe the adaptation of learning materials for particular learning 
needs and contexts).  

In summary, the dissertation has produced theoretically engrained models 
of barriers to OERs in the public sector. The in-depth research has allowed the 
use and validation of the models in the research context. Yet, the research on 
barrier change is at its infancy stage. The outcomes of the dissertation provide a 
basis for further inquiry into the trajectories and future explanatory research on 
the barriers to OERs and their trajectories in special cultural contexts. 
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YHTEENVETO (FINNISH SUMMARY) 

Avointen oppimateriaalien käyttö on lupaava tapa täydentää perinteisiä verk-
kokursseja. Sähköisiin oppimateriaaleihin pääsee halutessaan käsiksi mistä vain 
ja niillä voi olla useita tekijöitä. Avoimet oppimateriaalit voisivat vastata työ-
paikkaoppimisen vaihtuviin tarpeisiin. Riippumatta avointen oppimateriaalien 
potentiaalista, niitä hyödynnetään vain vähän. Aikaisemmat tutkimukset ovat 
havainneet useita esteitä avointen oppimateriaalien käyttämiselle ja jakamiselle 
vaihdellen kulttuurillisista teknisiin ja organisatorisiin esteisiin. On tutkittu es-
tetyyppejä ja niiden merkitystä sekä koulutus- että yksityisellä sektorilla. Kui-
tenkin on edelleen epäselvää, miten nämä esteet kehittyvät ja eroavat erilaisissa 
ympäristöissä.    

Yksi julkisen sektorin erityinen esimerkki liittyy tilanteeseen, jossa on tar-
vetta innovoida tiedonjakelun prosesseja ja oppiminen on nopeaa. Sen lisäksi, 
että työntekijöiden oppimiseen varatut määrärahat ovat rajalliset, ikääntyvien 
työntekijöiden osaamisen dokumentointiin ja siirtämiseen nuoremmille on kas-
vava paine. Toistaiseksi avoimet oppimateriaalit eivät ole tunnettuja tällä sekto-
rilla. Samoin, tällä alalla esteitä avointen oppimateriaalien käytölle ei ole tutkit-
tu.  

Tämän väitöskirjan tavoitteena on vastata tähän tutkimusongelmaan, tut-
kien erityisesti eurooppalaisten julkishallinnon erityyppisiä esteitä ja vastaten 
kysymyksiin miksi ja miten esteet kehittyvät tietyssä ajassa ja paikassa. Tutki-
mustuloksena tämä väitöskirja esittää ainutlaatuisen teoreettisen perspektiivin 
avointen oppimateriaalien esteille ja niiden kehittymiselle julkisen sektorin alu-
eella. Tämä väitös tuottaa täsmentävän ja räätälöivän sosio-teknologisen muu-
toksen mallin, jota voidaan hyödyntää analysoimaan miten ja miksi haasteita 
syntyy myös julkisen sektorin tutkimuksen ulkopuolella.    

Teoreettisten vaikutusten lisäksi tämä väitöskirja tarjoaa kontekstualisoi-
dun haasteviitekehyksen, joka voi auttaa avointen oppimateriaalien jakelualus-
tojen kehittäjiä arvioimaan sosio-kulttuurillisia haasteita ja vaatimuksia, jotka 
ovat tyypillisiä avoimen oppimisen käytänteille julkishallinnoissa. Kenttätut-
kimusten aikana tämä väitöskirjatyö tarjosi myös avointen oppimateriaalioh-
jeistuksien lisäksi oppimateriaalien suunnitteluperiaatteita julkishallinnossa 
työskenteleville.  

 
  

 



62 
 
REFERENCES 

AfIS [Association for Infomation Systems]. (2011). Senior Scholars’ Basket of Jour-
nals. Retrieved from http://aisnet.org/?SeniorScholarBasket. 

Ahmad, A., Lyytinen, K., & Newman, M. (2011). The evolution of process models in 
IS research: From a punctuated social process model to a socio-technical process 
model. Proceedings from the European Conference on Information Systems 
(ECIS) 2011, Paper 161.  

Alavi, M., & Leidner, D. E. (2001). Review: Knowledge management and 
knowledge management systems: Conceptual foundations and research 
issues. MIS Quarterly, 107–136. 

Amayah, A. T. (2013). Determinants of knowledge sharing in a public sector 
organization. Journal of Knowledge Management, 17(3), 454–471.  

Arimoto, M. M., & Barbosa, E. F. (2013). Towards the establishment of an agile 
method for OERs development and delivery. Frontiers in Education Confer-
ence, IEEE, 541−547. 

Arimoto, M., Barroca, L., & Barbosa, E. (2016). AM-OER: An Agile Method for 
the Development of Open Educational Resources. Informatics in Education, 
15(2). 

Atkins, D. E., Brown, J. S., & Hammond, A. L. (2007). A review of the open edu-
cational resources (OER) movement: Achievements, challenges, and new 
opportunities, Creative Common (pp. 1−54). Retrieved from  

 https://pdfs.semanticscholar.org/8d16/858268c5c15496aac6c880f9f50afd9
640b2.pdf. 

Back, A. (2002). Combining E-Learning and Knowledge Management. (E-
Learning und Wissensmanagement zusammenführen). In A. Hohenstein, 
& K. Wilbers (Eds.), Handbuch E-Learning: Expertenwissen aus Wissenschaft 
und Praxis (pp. 1−12). Köln: Verlag Deutscher Wirtschaftsdienst. 

Baghramian, M., & Carter, J. A. (2015). Relativism. In Zalta, E. N. (Ed.), The Stan-
ford Encyclopedia of Philosophy, Summer 2017 edition. Retrieved from 
https://plato.stanford.edu/archives/sum2017/entries/relativism/. 

Barette, J., Lemyre, L., Corneil, W., & Beauregard, N. (2012). Organizational 
Learning Facilitators in the Canadian Public Sector. International Journal of 
Public Administration, 35(2), 137–149.  

Benbasat, I., Goldstein, D. K., & Mead, M. (1987). The Case Research Strategy in 
Studies of Information Systems. MIS Quarterly, 11(3), 369–386.  

Bere, R. C., Neme , L., & Silvestru, C. I. (2014). Challenges and Opportunities in 
Knowledge sharing in e-Learning programs for public administration (pp. 
461−469). Proceedings from the 10th International Scientific Conference 
eLearning and Software for Education. Bucharest, April 25−26, 2014. 



63 
 
Bere, R., Silvestru, C., & Neme , L. (2013). E-Learning Platform for Public Admin-

istration-Case Study (pp. 486_491). Proceedings from The 9th International 
Scientific Conference eLearning and software for Education. Bucharest, 
April 25−26, 2013. 

Beuselinck, E., Verhoest, K., & Bouckaert, G. (2007). Chapter 4: Reforms of Cen-
tral Government Coordination in OECD-Countries: Culture as Counter-
force For Cross-National Unifying Processes? In K. Schedler, & I. Proeller 
(Eds.), Cultural Aspects of Public Management Reform (vol. 16, pp. 77−115). 
Amsterdam [u.a.]: Elsevier JAI, Emerald Group Publishing Limited (Re-
search in Public Policy Analysis and Management).  

Blaikie, N. W. H. (2010). Designing social research: the logic of anticipation. 
Cambridge: Polity. 

Blees, I., Deimann, M., Seipel, H., Hirschmann, D., & Muuß-Merholz, J. (2015). 
Whitepaper Open Educational Resources (OER) in lifelong-learning: State 
of the art and potentials. Whitepaper Open Educational Resources (OER) 
in Weiterbildung/Erwachsenenbildung: Bestandsaufnahme und Potenzia-
le (pp. 3−98). Retrieved from http://open-educational-resources.de/wp-
content/uploads/sites/4/2015/02/Whitepaper-OER-Weiterbildung-
2015.docx. 

Bostrom, R. P., & Gupta, S. (2009). Technology-mediated learning: A compre-
hensive theoretical model. Journal of the Association for Information Systems, 
10(9), 686–714. 

Bouckaert, G. (2007). Cultural characteristics from public management reforms 
worldwide. In K. Schedler, & I. Proeller (Eds.), Cultural Aspects of Public 
Management Reform (pp. 29–64). Amsterdam [u.a.]: Elsevier JAI, Emerald 
Group Publishing Limited (Research in Public Policy Analysis and Man-
agement). 

Butcher, N. (2015). A basic guide to open educational resources (OER). In 
Kanwar, A., & Uvali -Trumbi , S. (Eds.): A Basic Guide to Open Educa-
tional Resources (OER). Vancouver [u.a.]: Commonwealth of Learning and 
UNESCO. 

Buzatto, D., Anacleto, J. C., Dias, A. L., Silva, M. A. R., Villena, J., & de Carvalho, 
A. (2009). Filling out learning object metadata considering cultural contextual-
ization. Systems, Man and Cybernetics (p. 424−429). Proceedings from IEEE 
International Conference on Systems, Man and Cybernetics [SMC 2009].  

Campagnolo, G. M., & Fele, G. (2010). From specifications to specific vagueness: 
how enterprise software mediates relations in engineering practices. Engi-
neering Studies, 2(3), 221–243. 

Campbell, L. (2015). Open Silos? Open data and OER. Retrieved from 
https://lornamcampbell.wordpress.com/2015/06/08/open-silos-open-
data-and-oer/.  



64 
 
Carson, D., Gilmore, A., Perry, C., & Gronhaug, K. (2001). Case-based Research. 

In D. Carson, A. Gilmore, C. Perry, & K. Gronhaug (Eds.), Qualitative Mar-
keting Research (pp. 92−113). London: SAGE Publications Ltd. 

Casalino, N. (2014). Learning to Connect: a Training Model for Public Sector on 
Advanced E-Government Services and Inter-Organizational Cooperation. 
International Journal of Advanced Corporate Learning, 7(1), 24–31. 

Chatti, M., Schroeder, U., & Jarke, M. (2012). LaaN: Convergence of Knowledge 
Management and Technology-Enhanced Learning. IEEE Transactions on 
Learning Technologies, 5(2), 177–189. 

Checkland, P., & Poulter, J. (2010). Soft systems methodology. In M. Reynolds, 
& S. Holwell (Eds.), Systems approaches to managing change: A practical guide 
(pp. 191−242). London: Springer Verlag. 

Chen, T. L. (2014). Exploring e-Learning Effectiveness Perceptions of Local 
Government Staff Based on the Diffusion of Innovations Model. Admin-
istration and Society, 46(4), 450–466.  

Clements, K., Pawlowski, J. M., & Manouselis, N. (2015). Open educational re-
sources repositories literature review–Towards a comprehensive quality 
approaches framework. Computers in Human Behavior, 51, 1098–1106. 

Colazzo, L., Molinari, A., & Villa, N. (2009). Lifelong Learning and Virtual 
Communities in the Public Administration: A Case Study in Italy. Interna-
tional Journal of Advanced Corporate Learning, 2(3), 5–11. 

Cole, R., Purao, S., Rossi, M., & Sein, M. K. (2005). Being Proactive: Where Action 
Research Meets Design Research. 26th ICIS Proceedings, Las Vegas, USA: AIS, 
2005. 

Conci, A., & Bramati, C. (2007). E-Learning In Public Administration. SLOOP: 
Sharing Learning Objects in an Open Perspective, 81–85. 

Corbin, J. M., & Strauss, A. (1990). Grounded theory research: Procedures, can-
ons, and evaluative criteria. Qualitative Sociology, 13(1), 3–21. 

Creswell, J. W. (2013). Research design: Qualitative, quantitative, and mixed methods 
approaches [u.a.]. London: Sage Publications. 

Creswell, J. W., & Plano-Clark, V. L. (2011). Designing and conducting mixed 
methods research, 2nd edition. USA: Sage Publications Ltd. 

D’Antoni, S. (2009). Open Educational Resources: reviewing initiatives and is-
sues. Open Learning. The Journal of Open, Distance and e-Learning, 24(1), 3–
10.  

Das, A. K. (2011). Emergence of open educational resources (OER) in India and 
its impact on lifelong learning. Library Hi Tech News, 28(5), 10–15. 

Davies, T. (2010). Open data, democracy and public sector reform. A look at open gov-
ernment data use from data.gov.uk. (unpublished Master’s thesis). University 
of Oxford, Oxford. Retrieved from  



65 
 
 http://practicalparticipation.co.uk/odi/report/wp-

content/uploads/2010/08/How-is-open-government-data-being-used-in-
practice.pdf. 

De Angelis, C. T. (2013). A Knowledge Management and Organizational Intelli-
gence Model for Public Administration. International Journal of Public Ad-
ministration, 36(11), 807–819. 

Deimann, M. (2012). Open Education: Offene Bildung und offenes Lernen–mehr als 
nur eine Alternative für E-Learning. Handbuch E-Learning, Köln. Retrieved 
from 
https://www.researchgate.net/profile/Markus_Deimann2/publication/
259784191_Offene_Bildung_und_offenes_Lernen_--
_mehr_als_nur_eine_Alternative_fur_E-
Learning/links/542126110cf241a65a1e629b/Offene-Bildung-und-offenes-
Lernen--mehr-als-nur-eine-Alternative-fuer-E-Learning.pdf. 

Downes, S. (2007). Models for sustainable open educational resources. Interdis-
ciplinary Journal of E-Learning and Learning Objects, 3(1), 29–44. 

Dunn, P., & Marinetti, A. (2002). Cultural adaptation: necessity for e-learning. 
LineZine. Retrieved from  

 http://www.linezine.com/7.2/articles/pdamca.htm. 

Edmundson, A. (2007). Globalized e-learning cultural challenges. Hershey, PA: IGI 
Global. 

Eidson, L. A. K. (2009). Barriers to E-Learning Job Training: Government Employee 
Experiences in an Online Wilderness Management Course. Thesis, Disserta-
tions, Professional Papers, University of Montana, Paper 86. 

Falconer, L. (2006). Organizational learning, tacit information, and e learning: 
a review. The Learning Organization, 13(2), 140–151.  

Fink, A. (2014). Conducting research literature reviews: from the Internet to paper. 
[u.a.] London: Sage Publications. 

Fishenden, J., & Thompson, M. (2013). Digital government, open architecture, 
and innovation: why public sector IT will never be the same again. Journal 
of Public Administration Research and Theory, 23(4), 977–1004. 

Frank, U. (2006). Towards a pluralistic conception of research methods in information 
systems research (edited by ICT-Research Report, No. 7). Provided in Coop-
eration with University Duisburg-Essen, Institute for Computer Science 
and Business Information Systems (ICB). Retrieved from  

 http://hdl.handle.net/10419/58156. 

Galitz, W. O. (2007). The Essential Guide to User Interface Design. An Introduction 
to GUI Design Principles and Techniques. Indianapolis: Wiley Publications. 

Giddens, A. (1984/2001). The constitution of society: Outline of the theory of struc-
ture. Berkeley: CA: University of California Press. 



66 
 
Glaser, B. G., & Strauss, A. (2010). Grounded theory: Strategien qualitativer For-

schung. Bern: Huber. 

Green, S., Jones, R., Pearson, E., & Gkatzidou, S. (2006). Accessibility and adapt-
ability of learning objects: responding to metadata, learning patterns and 
profiles of needs and preferences. Research in Learning Technology, 
14(1), 117–129. 

Gregor, S. (2006). The Nature of Theory in Information Systems. Management 
Information Systems Quarterly, 30(3), 611–642. 

Gregor, S., & Hevner, A. R. (2013). Positioning and presenting design science 
research for maximum impact. Management Information Systems Quarterly, 
37(2), 337−355. 

Guillemin, M., & Gilliam, L. (2004). Ethics, Reflexivity, and "Ethically Important 
Moments" in Research. Qualitative Inquiry, 10(2), 261–280.  

Guri-Rosenblit, S. (2006). Eight paradoxes in the implementation process of e-
learning in higher education. Distances et saviors, 4(2), 155–179.  

Gustavsson, M. (2009). Facilitating expansive learning in a public sector organi-
zation. Studies in Continuing Education, 31(3), 245–259. 

Hair, J. F., Black, W. C., Babin, B. J., & Anderson, R. E. (1998). Multivariate data 
analysis. A Global Perspective. Upper Saddle River, NJ: Prentice hall. 

Hall, M., Kutsch, E., & Partington, D. (2012). Removing The Cultural And Man-
agerial Barriers In Project-To-Project Learning: A Case From The UK Pub-
lic Sector. Public Administration, 90(3), 664–684. 

Hâr escu, I. (2012). A Case Study of Implementing Blended Learning Courses in Pub-
lic Administration (pp. 497−503). Proceedings from the 8th International Sci-
entific Conference for eLearning and Software for Education. Bucharest, 
April 26−27, 2012. 

Hazlett, S. A., McAdam, R., & Beggs, V. (2008). An exploratory study of 
knowledge flows: A case study of Public Sector Procurement. Total Quality 
Management & Business Excellence, 19(1−2), 57–66.  

Henderson, L. (1996). Instructional design of interactive multimedia: A cultural 
critique. Educational Technology Research and Development, 44(4), 85–104. 

Henderson, L. (2007). Theorizing a multiple cultures instructional design model 
for e-learning and e-teaching. In A. Edmundson (Ed.), Globalized e-learning 
cultural challenges (pp. 130–153). Hershey, PA: IGI Global. 

Hetsevich, I. (2014). How To Improve eLearning Course Design Usability By Adopt-
ing The 10 Usability Heuristics. eLearning Industry. Retrieved from 
http://elearningindustry.com/how-to-improve-elearning-course-design-
usability-by-adopting-the-10-usability-heuristics. 

Hevner, A. R. (2007). A three-cycle view of design science research. Scandinavian 
Journal of Information Systems, 19(2), 87–92. 



67 
 
Hilton, III.J., Wiley, D., Stein, J., & Johnson, A. (2010). The four 'R's of openness 

and ALMS analysis: frameworks for open educational resources. Open 
Learning, 25(1), 37–44.  

Hofstede, G. (1989). Organising for cultural diversity. European Management 
Journal, 7(4), 390−397.  

Hofstede, G. (1998). Attitudes, Values and Organizational Culture: Disentan-
gling the Concepts. Organization Studies, 19(3), 477–493.  

Hofstede, G. (2001). Culture's consequences. comparing values, behaviors, institu-
tions, and organizations across nations. Thousand Oaks, CA. [u.a.]: Sage Pub-
lications. 

Hofstede, G., Hofstede, G.-J., & Minkov, M. (2010). Cultures and Organizations: 
Software of the Mind, 3rd edition. McGraw-Hill, USA. 

Hong, W., Chan, F. K. Y., Thong, J. Y. L., Chasalow, L. C., & Dhillon, G. (2013). 
A framework and guidelines for context-specific theorizing in information 
systems research. Information Systems Research, 25(1), 111–136. 

Hylén, J. (2006). Open educational resources: Opportunities and challenges. 
Proceedings of Open Education, 49–63. 

Hylén, J., & Schuller, T. (2007). Giving knowledge for free. Organisation for Econom-
ic Cooperation and Development. The OECD Observer, 263. 

Iivari, J., & Venable, J. (2009). Action research and design science research–seemingly 
similar but decisively dissimilar (pp. 1−13). ECIS 2009 Proceedings, paper 73. 

Jamil, I., Askvik, S., & Hossain, F. (2013). Understanding Administrative Cul-
ture: Some Theoretical and Methodological Remarks. International Journal 
of Public Administration, 36(13), 900–909. 

Janssen, K. (2012). Open Government Data: Right to Information 2.0 or its Rollback 
Version? ICRI Research Paper, 8. Retrieved from  

 https://papers.ssrn.com/sol3/papers.cfm?abstract_id=2152566. 

Jesson, J., Matheson, L., & Lacey, F. M. (2011). Doing your literature review: tradi-
tional and systematic techniques. London [u.a.]: Sage Publications. 

Karunanayaka, S. P., Naidu, S., Rajendra, J. C. N., & Ratnayake, H. U. W. (2016). 
Designing Reflective Practice in the Context of OER-based e-Learning. 
Journal of Learning for Development, 4(2). 

Keraudren, P. (1996). In search of culture: Lessons from the past to find a role 
for the study of administrative culture. Governance, 9(1), 71–98. 

Kirkwood, A., & Price, L. (2013). Technology-enhanced learning and teaching in 
higher education: what is ‘enhanced’ and how do we know? A critical lit-
erature review. Learning, Media and Technology, 39(1), 6–36.  



68 
 
Kitzinger, J. (1994). The methodology of focus groups: the importance of inter-

action between research participants. Sociology of Health and Illness, 
16(1), 103–121. 

Koper, R. (2008). Open Source and Open Standards. In M. J. Spector, M. D> 
Merrill, van J. Merriënboer, & M. P. Driscoll (Eds.), Handbook of Research on 
Educational Communications and Technology, 3rd edition (pp. 355–365). Tay-
lor & Francis e-Library, 2008. 

Korge, G., & Piele, C. (2014). Study Learning Elderly: Learning contexts for elderly 
in public sectors (Studie Lernen Ältere: Lernsettings für ältere Verwaltung-
smitarbeitende. Im Auftrag der BB Bank Stiftung). Fraunhofer-Institut für 
Arbeitswirtschaft und Organisation IAO, Stuttgart. 

Kozinets, R. V. (2007). Netnography 2.0. In R. Belk, R. (Ed.), Handbook of qualita-
tive research methods in marketing (pp. 129−142). Cheltenham, UK: Edward 
Elgar Publishing Ltd. 

Kretzer, S. (2013). Working paper for concept-development of anonymization and 
pseudonymisation in quality-servicing. (Arbeitspapier zur Konzeptentwick-
lung der Anonymisierungs-/Pseudonymisierung in Qualiservice). Re-
trieved from  

 http://www.qualiservice.org/fileadmin/templates/qualiservice/Anony
misierungskonzept_Arbeitspapier.pdf. 

Lane, A. (2010). Designing for innovation around OER. Journal of Interactive Me-
dia in Education, 1, 1–10. 

Langen, F. H.T. de, & Bitter-Rijkema, M. E. (2012). Positioning the OER Business 
Model for Open Education. European Journal of Open, Distance and e-
Learning, 15(1).  

Langford, J., & Seaborne, K. (2003). To click or not to click: E learning for the 
public sector. Canadian Public Administration, 46(1), 50–75. 

Lau, S.-H., & Woods, P. C. (2009). Understanding learner acceptance of learning 
objects: The roles of learning object characteristics and individual differ-
ences. British Journal of Educational Technology, 40(6), 1059–1075. 

Laurillard, D. (2008). Open teaching: The key to sustainable and effective open 
education. In T. Iiyoshi, & M. S. V. Kumar (Eds.), Opening up education: The 
collective advancement of education through open technology, open content, and 
open knowledge (pp. 319–336). USA: MIT Press. 

Leidner, D., & Kayworth, T. (2006). Review: A Review of Culture in Information 
Systems Research: Toward a Theory of Information Technology Culture 
Conflict. Management Information Systems Quarterly, 30(2), 357–399. 

Lincoln, Y. S., Lynham, S. A., & Guba, E. G. (2011). Paradigmatic controversies, 
contradictions, and emerging confluences, revisited. The Sage Handbook of 
Qualitative Research, 4, 97–128. 



69 
 
Lucke, J. von, & Geiger, C. P. (2010). Open Government Data- freely available 

data of the public sector (Open Government Data–Frei verfügbare Daten 
des öffentlichen Sektors). Gutachten, Deutsche Telekom Institute for 
Connected Cities, Zeppelin University, Friedrichshafen. Retrieved from 
https://www.zu.de/institute/togi/assets/pdf/TICC-101203-
OpenGovernmentData-V1.pdf. 

Lyytinen, K., & Newman, M. (2008). Explaining information systems change: a 
punctuated socio-technical change model. European Journal of Information 
Systems, 17(6), 589–613. 

Madill, A., Jordan, A., & Shirley, C. (2000). Objectivity and reliability in qualita-
tive analysis: Realist, contextualist and radical constructionist epistemolo-
gies. British Journal of Psychology, 91(1), 1–20. 

Mahler, J. (1997). Influences of organizational culture on learning in public 
agencies. Journal of Public Administration Research and Theory, 7(4), 519–540. 

Manisha, n.n., & Bandyopadhyay, T. (2009). A case study on content sharing by 
leveraging open educational resources framework. 2009 International Work-
shop on Technology for Education (T4E 2009).  

Mayring, P. (2010). Qualitative content analysis (Qualitative Inhaltsanalyse), 11th 
edition. Weinheim/Basel: Beltz Verlag. 

McGreal, R. (2010). Approaches to OER development. Open ED 2010 Proceedings. 
Barcelona: UOC, OU, BYU. Retrieved from  

 http://hdl.handle.net/10609/5083. 

McKenzie, J. F., Wood, M. L., Kotecki, J. E., Clark, J. K., & Brey, R. A. (1999). Es-
tablishing Content Validity: Using Qualitative and Quantitative Steps. 
American Journal of Health Behavior, 23(4), 311–318. 

McNiff, J., & Whitehead, J. (2009). You and Your Action Research Project. New 
York: Routledge. Retrieved from  

 http://dx.doi.org/10.4324/9780203871553. 

Meneklis, V., & Douligeris, C. (2010). Bridging theory and practice in e-
government: A set of guidelines for architectural design. Government In-
formation Quarterly, 27(1), 70–81. 

Mergel, I., & Desouza, K. C. (2013). Implementing Open Innovation in the Pub-
lic Sector: The Case of Challenge.gov. Public Administration Review, 73(6), 
882–890. 

Merton, R. K., & Kendall, P. L. (1946). The Focused Interview. American Journal 
of Sociology, 51(6), 541–557.  

Meuser, M., & Nagel, U. (2002). Expertinterviews- commonly used despite 
scarce reflections. (ExpertInneninterviews—vielfach erprobt, wenig be-
dacht). In A. Bogner, B. Littig, & W. Menz (Eds.), Das Experteninterview. 
Theorie, Methode, Anwendung (pp. 71–93). Wiesbaden: Verlag für Sozialwis-
senschaften. 



70 
 
Morgan, D. L. (1997). Planning And Research Design For Focus Groups. Focus 

Groups as Qualitative Research (edited by SAGE Publications Inc.). Thou-
sand Oaks, London: SAGE Publications. 

Moynihan, D. P., & Landuyt, N. (2009). How Do Public Organizations Learn? 
Bridging Cultural and Structural Perspectives. Public Administration Re-
view, 69(6), 1097–1105. 

Myers, M. D. (1997). Qualitative Research in Information Systems. Management 
Information Systems Quarterly, MISQ Discovery, archival version. Retrieved 
from http://www.qual.auckland.ac.nz/. 

Myers, M. D., & Newman, M. (2007). The qualitative interview in IS research: 
Examining the craft. Information and Organization, 17(1), 2–26. 

Myers, M. D., & Venable, J. R. (2014). A set of ethical principles for design sci-
ence research in information systems. Information and Management, 
51(6), 801–809. 

Newman, M., & Robey, D. (1992). A social process model of user-analyst rela-
tionships. Management Information Systems Quarterly, 16(2), 249–266. 

Newman, M., & Zhu, S. (2007). Process Modeling Information Systems Devel-
opment: The SellCo Case. In T. McMaster, D. Wastell, E. Ferneley, & J. 
DeGross (Eds.), IFIP International Federation for Information Processing (pp. 
63−81). Boston: Springer Publications. 

Newman, M., & Zhu, S. (2009). Punctuated process modelling of information 
systems development: An illustration from a mid-sized enterprise. Com-
munications of the Association for Information Systems, 24(39), 673–701. 

Nielsen, J. (1994). Enhancing the explanatory power of usability heuristics (pp. 
152−158). Proceedings of the SIGCHI Conference on Human Factors in 
Computing Systems. ACM in Boston, MA. 

OECD (2001). [Organisation for Economic Co-operation and Development]. 
Knowledge management: Learning-by-comparing experiences from pri-
vate firms and public organisations. [Public Management Service, Public 
Management Committee]. HRM Working Party meeting Paris, 25-26 June 
2001. Summary Record of the High Level Forum held in Copenhagen, 8-9 
February 2001. JT00109192. 

OECD (2003). [Organisation for Economic Co-operation and Development]. The 
Learning Government: Introduction and draft results of the survey of 
knowledge management practices in ministries/departments/agencies of 
central government. 27th Session of the Public Management Committee; 
original format, 1–54. 

Okoli, C., & Schabram, K. (2010). A guide to conducting a systematic literature 
review of information systems research. Sprouts: Working Papers on In-
formation Systems, 10(26). 



71 
 
Oracle. (2010). [Oracle Corporation]. Chapter 6: Application Design Principles: 

Common Desktop Environment: Style Guide and Certification Checklist. Re-
trieved from  
https://docs.oracle.com/cd/E19455-01/806-2915/6jc3nftni/index.html. 

Orlikowski, W. J., & Baroudi, J. J. (1991). Studying information technology in 
organizations: Research approaches and assumptions. Information Systems 
Research, 2(1), 1–28. 

Orlikowski, W. J., & Robey, D. (1991). Information technology and the structur-
ing of organizations. Information Systems Research, 2(2), 143–169. 

Pawlowski, J. M., & Zimmermann, V. (2007). Open content: a concept for the 
future of e-learning and knowledge management. Mehr Wissen–mehr Er-
folg, 265–274. 

Pawlowski, J. M., Pirkkalainen, H., & Gervacios, J. L. (2013). Contextualization 
of Open Educational Resources in Asia and Europe. e-ASEM, Collaborative 
Research, 96−134. 

Pawlowski, J. M., & Richter, T. (2010). A methodology to compare and adapt E-
Learning in the global context. In M. H. Breitner, F. Lehner, J. Staff, & U. 
Winand, U. (Eds.), E-Learning 2010 (pp. 3−13). Berlin [u.a]: Physica-Verl. 
Retrieved from http://dx.doi.org/10.1007/978-3-7908-2355-4_1. 

Peireira, F. A. D. M., Ramos, A. M. S., Gouvêa, M. A., & da-Costa, M. F. (2015). 
Satisfaction and continuous use intention of e-learning service in Brazilian 
public organizations. Computers in Human Behavior, 46(0), 139–148.  

Pentland, B. T. (1999). Building Process Theory with Narrative: From Descrip-
tion to Explanation. The Academy of Management Review, 24(4), 711–724.  

Pfeffers, K., Tuunanen, T., Rothenberger, M. A., & Chatterjee, S. (2007). A De-
sign Science Research Methodology for Information Systems Research. 
Journal of Management Information Systems, 24(3), 45–77.  

Pirkkalainen, H., Jokinen, J. P. P., & Pawlowski, J. M. (2014b). Understanding 
Social OER Environments—A Quantitative Study on Factors Influencing 
the Motivation to Share and Collaborate. Learning Technologies, IEEE 
Transactions, 7(4), 388–400. 

Pirkkalainen, H., Jokinen, J., Pawlowski, J., & Richter, T. (2014a). Overcoming 
Cultural Distance in Social OER Environments (authors version). In S. 
Zvacek, R. Restivo, J. Uhomoibhi, & M. Helfert (Eds.), CSEDU 2014: Pro-
ceedings of the 6th International Conference on Computer Supported Education 
(pp. 1−10). SCITEPRESS–Science and Technology Publications. 

Pirkkalainen, H., & Pawlowski, J. M. (2010). Open educational resources and 
social software in global e-learning settings. Sosiaalinen Verkko-
oppiminen. IMDL, Naantali, 23–40. 



72 
 
Pirkkalainen, H., & Pawlowski, J. M. (2012). Global Social Knowledge Management: 

The Future of Knowledge Management Across Borders? (pp. 1−10). Proceed-
ings of the European Conference on Knowledge Management, June 2012, 
Spain. 

Pirkkalainen, H., & Pawlowski, J. M. (2013). Global Social Knowledge Manage-
ment: From Barriers to the Selection of Social Tools. Electronic Journal of 
Knowledge Management, 11(1), 3–17. 

Pirkkalainen, H., & Pawlowski, J. M. (2014). Global social knowledge manage-
ment–understanding barriers for global workers utilizing social software. 
Computers in Human Behavior, 30, 637–647. 

Pirkkalainen, H., Thalmann, S., Pawlowski, J. M., Bick, M., Holtkamp, P., & Ha, 
K-H. (2010). Internationalization processes for open educational resources. 
Workshop on Competencies for the Globalization of Information Systems 
in Knowledge-Intensive Settings, ICSOB. 

Prabash, E. (n.d.). Interpretivism and Postivism (Ontological and Epistemological 
Perspectives). Research Paradigms and Approaches. Retrieved from 
https://prabash78.wordpress.com/2012/03/14/interpretivism-and-
postivism-ontological-and-epistemological-perspectives/ 

Prakash, A., Kumar Rajaguru, S., Damjanovic-Behrendt, V., Glachs, D., 
Strohmeier, F., Pawlowski, J.,…Tobias, E. (2014). Deliverable No. D5.1. 
OER-LP Design Principles. Retrieved from http://www.eagle-learning.eu/. 

Rashman, L., Withers, E., & Hartley, J. (2009). Organizational learning and 
knowledge in public service organizations: A systematic review of the lit-
erature. International Journal of Management Reviews, 11(4), 463–494. 

Richter, T. (2014). Culture-oriented research in information systems research: devel-
opment of a tool to demarcate cultural-context of research and to elaborate de-
scriptive, contextually suitable cultural models (Kulturorientierte Forschung in 
der Wirtschaftsinformatik: Entwicklung eines Werkzeugs zur Abgrenzung 
kultureller Forschungskontexte und zur Ermittlung kontextuell passender 
Kulturbeschreibungsmodelle) (Unpublished thesis). University of Duis-
burg-Essen, Germany. 

Richter, T., & Adelsberger, H. (2012). On the myth of a general national culture. 
Making Specific Cultural Characteristics of Learners in Different Educational 
Contexts in Germany Visible (pp. 105−120). Proceedings from Cultural Atti-
tudes Towards Communication and Technology 2012. Murdoch Universi-
ty, Murdoch. 

Richter, T., & McPherson, M. (2012). Open educational resources: education for 
the world? Distance Education, 33(2), 201–219. 

Richter, T., & Pawlowski, J. M. (2007). The need for standardization of context 
metadata for e-learning environments. Proceedings of the e-ASEM Confer-
ence, Seoul, Korea. 



73 
 
Riege, A. (2005). Three-dozen knowledge-sharing barriers managers must con-

sider. Journal of Knowledge Management, 9(3), 18–35. 

Research Methodology. (2017). [RM]. Research Approach. Retrieved from 
http://research-methodology.net/research-methodology/research-
approach/. 

Rosenberg, M. J. (2001). E-learning: Strategies for delivering knowledge in the digital 
age. New York: McGraw-Hill. 

Sampson, D. G., & Zervas, P. (2011). A Workflow for Learning Objects Lifecycle 
and Reuse: Towards Evaluating Cost Effective Reuse. Educational Technol-
ogy & Society, 14(4), 64–76. 

Sannia, M., Ercoli, G., & Leo, T. (2009). Evaluation of Virtual Learning Envi-
ronment for the Professional Training in Public Administration. Interna-
tional Journal of Advanced Corporate Learning, 2(1), 50–55. 

Schilling, P. (2013). Reflection in politics and leading positions is a success factor 
for new public management reforms. (Tiefgreifendes Umdenken in Politik 
und Führungsebene ist ein Erfolgsfaktor der Verwaltungsmodernisierung. 
Abstraktion und Applikation). In E. Schweighofer, F. Kummer,  W., & 
Hötzendörfer (Eds.), Tagungsband des 16. Internationalen Rechtsinformatik 
Symposions. Retrieved from http://www.jusletter-it.eu (Österreichische 
Computergesellschaft 2013). 

Sein, M. K., Henfridsson, O., Purao, S., Rossi, M., & Lindgren, R. (2011). Action 
Design Research. Management Information Systems Quarterly, 35(1), 37–56.  

Shneiderman, B. (2002). User Interface Design. [Deutsche Ausgabe]. Bonn: MITP-
Verlag. 

Specht, M. (2008). Designing Contextualized Learning. In H. H. Adelsberger, 
n.n., J. M. Pawlowski, & D. G. Sampson (Eds.), Handbook on Information 
Technologies for Education and Training (pp. 101−111). Heidelberg: Springer 
(International Handbooks on Information Systems).  

Stefanick, L., & LeSage, E. Jr. (2005). Limitations to developing virtual commu-
nities in the public sector: a local government case study. Canadian Public 
Administration, 2, 231–250.  

Stoffregen, J., & Pawlowski, J. (submitted). The Contribution of Agile Open Ed-
ucational Resources towards Agile Government – an Explorative Study 
Research Objectives. Submitted to: Special Issue on Agile Government and 
Adaptive Governance in the Public Sector Governments, Government In-
formation Quarterly. 

Stoffregen, J., & Pawlowski, J. (under review). Theorising about Barriers to 
Open E-Learning Systems in Public Administrations. Technological Fore-
casting and Social Change. 



74 
 
Stoffregen, J., Pawlowski, J. M., & Pirkkalainen, H. (2015a). A Barrier Frame-

work for open E-Learning in public administrations. Computers in Human 
Behavior, 51, 674–684. 

Stoffregen, J., Pawlowski, J. M., Ras, E., Scepanovic, S., & Zugic, D. (2016b). 
Identifying Socio-Cultural Factors That Impact the Use of Open Educa-
tional Resources in Local Public Administrations. International Journal of 
Management, Knowledge and Learning, 5(2), 167–187. 

Stoffregen, J., Pawlowski, J. M., Ras, E., Tobias, E., Š epanovi , S., Fitzpatrick, 
D.,…Moebs, S. (2016a). Barriers to open e-learning in public administra-
tions: A comparative case study of the European countries Luxembourg, 
Germany, Montenegro and Ireland. Technological Forecasting and Social 
Change, 111, 198–208. 

Stoffregen, J., Pawlowski, J., Moebs, S., Traxler, J., Guerra-Correa, V., & Prakash, 
A. (2016c). Design for Collaborative Contextualization of Open Education-
al Resources. In V. Nissen, D. Stelzer, S. Straßburger, & D. Fischer (Eds.), 
Multikonferenz Wirtschaftsinformatik (MKWI) 2016, 1st edition (pp. 591−602). 
Ilmenau: Univ.-Verl. Ilmenau. 

Stoffregen, J., Pawlowski, J. M., Ras, E., Tobias, E., Friedrich, H., Schilling, 
P.,…Mehigan, T. (2015c). Deliverable No. D2.2.A. Requirements documenta-
tion and recommendations with Accessibility Guidelines. Retrieved from 
http://www.eagle-learning.eu/. 

Stoffregen, J., Pawlowski, J. M., Ras, E., Tobias, E., & Scepanovic, S. (2015b). De-
liverable D7.1. Cultural Model Design and Contextualization Processes. Re-
trieved from http://www.eagle-learning.eu/. 

Strauss, A., & Corbin, J. (1998). Grounded Theory Methodology. An Overview. 
In N. K. Denzin, & Y. S. Lincoln (Eds.), Handbook of qualitative research (pp. 
273−285). Thousand Oaks, CA: Sage Publications. 

Stubbs, M., Martin, I., & Endlar, L. (2006). The structuration of blended learning: 
putting holistic design principles into practice. British Journal of Educational 
Technology, 37(2), 163–175. 

Swinke, T. (2012). A unique, culture-aware, personalized learning environment (pp. 
1−7). Proceedings from the 15th International Conference on Interactive 
Collaborative Learning (ICL). Austria. 

Talbot, J. (2009). Delivering Distance Education For The Civil Service In The Uk: 
The University of Chester’s Foundation for Government programme. In S. 
Marshall, W. Kinuthia, & W. Taylor, W. (Eds.), Bridging the knowledge di-
vide: Educational technology for development (pp. 77–96). Charlotte, NC: In-
formation Age Publishing. Note: Authors version.  

Tapanes, M. A. (2011). Revision and Validation of a Culturally-Adapted Online In-
structional Module Using Edmundson’s CAP Model: A DBR Study. Retrieved 
from http://scholarcommons.usf.edu/etd/3376. 



75 
 
Trochim, W. M. K. (1989). Outcome pattern matching and program theory. 

Evaluation and Program Planning, 12(4), 355–366. 

United Nations Educational, Scientific and Cultural Organization. 2002. Forum 
on the Impact of Open Courseware for Higher Education in Developing Countries. 
Final Report. (CI-2002/CONF.803/CLD.1). 

United Nations Educational, Scientific and Cultural Organization. 2012. Paris 
OER Declaration. World OER Congress, Paris, June 2012. 

Van de Ven, A. H. (2007). Engaged scholarship: a guide for organizational and social 
research: a guide for organizational and social research. Oxford: University 
Press. 

Van de Ven, A. H., & Poole, M. S. (2005). Alternative approaches for studying 
organizational change. Organization Studies, 26(9), 1377–1404.  

Venkatesh, V., Brown, S. A., & Bala, H. (2013). Bridging the qualitative-
quantitative divide: Guidelines for conducting mixed methods research in 
information systems. Management Information Systems Quarterly, 37(1), 21–
54. 

Vukovic, B., & Martin, C. (2009). Free and Open Source Software (FOSS) and 
OER. Part I – An introductory note. In S. D'Antoni, & C. Savage (Eds.), 
Open educational resources: conversations in cyberspace (pp. 105-124). Paris: 
United Nations Educational, Scientific and Cultural Organization. 

Webster, J., & Watson, R. (2002). Analyzing the past to prepare for the future: 
Writing a literature review. Management Information Systems Quarterly, 
26(2), xiii–xxiii. 

Wild, R. H., Griggs, K. A., & Downing, T. (2002). A framework for e learning 
as a tool for knowledge management. Industrial Management and Data Sys-
tems, 102(7), 371–380.  

Williams, R., & Edge, D. (1996). The social shaping of technology. Research Poli-
cy, 6, 865–899. 

Wohlers, T. E. (2009). The Digital World of Local Government: A Comparative 
Analysis of the United States and Germany. Journal of Information Technolo-
gy and Politics, 6(2), 111–126. 

Yin, R. K. (2014). Case study research: Design and methods. Thousand Oaks, CA: 
Sage Publications. 

Yunus, Y., & Salim, J. (2008). Framework for the evaluation of e-learning in Ma-
laysian Public Sector from the pedagogical perspective. IEEE, International 
Symposion on Information Technology, 3, 1−8. 

 
 
 
 



 
 

 
 
 
 
 
 
 
 
 

ORIGINAL PAPERS 
 
 

I  
 

A Barrier Framework for open E-Learning in public administrations. 
 
 
 
 

by 
 

Stoffregen, J., Pawlowski, J. M., & Pirkkalainen, H., 2015 
 

Computers in Human Behavior vol 51, 674-684. 
 

Reproduced with kind permission by Elsevier. 



A Barrier Framework for open E-Learning in public administrations

Julia Stoffregen a,⇑, Jan M. Pawlowski a, Henri Pirkkalainen b

aRuhr West University of Applied Sciences, Germany
bUniversity of Jyväskylä, Finland

a r t i c l e i n f o

Article history:
Available online 12 January 2015

Keywords:
Open education
Open Educational Resources
E-Learning
Public Administrations

a b s t r a c t

E-Learning and openness in education are receiving ever increasing attention in businesses as well as in
academia. However, these practices have only to small extent been introduced in public administrations.
The study addresses this gap by presenting a literature review on Open Educational Resources [OER] and
E-Learning in the public sector. The main goal of the article is to identify challenges to open E-Learning in
public administrations. Experiences will be conceptualized as barriers which need to be considered when
introducing open E-Learning systems and programs in administrations. The main outcome is a systematic
review of lessons learned, presented as a contextualized Barrier Framework which is suitable to analyze
requirements when introducing E-Learning and OER in public administrations.

� 2014 Elsevier Ltd. All rights reserved.

1. Introduction

E-Learning is a domain which covers the integration of Informa-
tion and Communication Technology (ICT) in educational environ-
ments (e.g. Guri-Rosenblit, 2006). The wide spread take-up of ICT,
the coverage and resulting access to the Internet, have enabled the
convergence of E-Learning to daily practices of educational institu-
tions (Bates, 2005). E-Learning is often connected or used inter-
changeably with Technology Enhanced Learning [TEL], distance,
online or virtual learning environments (Guri-Rosenblit, 2006)
and has been mainly researched in the context of schools and
higher education. The digitalization of educational resources and
learning materials has enabled the re-use of these resources across
countries and scholarly domains (Richter & McPherson, 2012).
Such re-use has also enabled the emergence of different forms of
collaborative learning and authorship of teaching resources
(Pirkkalainen & Pawlowski, 2014b). A related concept in this
respect is Open Educational Resources [OER]: contents, informa-
tion and learning resources are shared to enhance knowledge
and create new resources collaboratively via technological means
(e.g. D’Antoni, 2009).

Also in the public sector, there is an increasing need and inter-
est to create, enhance and share knowledge (OECD, 2001, 2003). In
times of the knowledge society and on-going digitization of admin-
istrations, it is therefore surprising that collaborative E-Learning
and the role of OER seem to have been neglected. Associated to

e-Government or knowledge management reforms, E-Learning
has already been introduced in few administrations (Yunus &
Salim, 2008; e.g. Bere, Silvestri, & Nemes�, 2014; Chen, 2014). Only
few cases indicate, however, that learning and knowledge
resources have become ‘open’, meaning that they are collabora-
tively developed, re-used or shared (cf. Hilton, Wiley, Stein, &
Johnson, 2010). Furthermore, no concept has been developed in
the studies, which systematically captures insights and experi-
enced challenges of the phenomenon.

Why did open E-Learning gain onlymarginal attention in the pub-
lic sector? This question inspires our inquiry. It is salient to explore:

(1) What is the status of (open) E-Learning in public administra-
tions from research and practice perspectives?

(2) Which barriers have been found when introducing and
implementing E-Learning?

Answering these questions will enhance the understanding of
the challenges in the implementation processes of E-Learning
and OER. Due to the limited number of studies in the public sector,
the review will further contribute to close the research gap and
systemize experiences on the development and use of open
E-Learning (cf. Yunus & Salim, 2008). To systemize findings of
the literature review, this study extends the Barrier Framework
[BF] for E- and OER learning (Pirkkalainen & Pawlowski, 2014a)
and will thus derive at a contextualized Barrier Framework [cBF]
for public administrations. Not to anticipate findings, the cBF will
consist of three dimensions (context/organizational, individual,
technical barriers) and will address to more than forty challenges
to consider in the domain.
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The paper is structured as follows. In a first step, the back-
ground literature and concepts of open E-Learning will be
reviewed. In a second step, studies on barriers to E-Learning in
related domains will be explained. Building upon this background,
the method for answering the research questions (systematic liter-
ature review) will be defined. In the end, the findings and implica-
tions for future research on open, collaborative E-Learning systems
in the public sector will be discussed.

2. Background literature and concepts

2.1. Open E-Learning in public administrations?

Efficient learning and knowledge management concepts are
necessary as part of Lifelong Learning for individual and organiza-
tional spaces (Punie, 2007). In this respect, not only the private but
also the public sector is required to increase performance and
implement organizational learning and knowledge manage-
ment practices (Langford & Seaborne, 2003; OECD, 2001;
Rashman, Withers, & Hartley, 2009).

To cope with this situation, several European countries like Italy
or Romania, as well as Canada (Stefanick & LeSage, 2005) and Brazil
(e.g. Bere et al., 2014) have introduced E-Learning solutions for
public administrations. In some cases, E-Learning is considered as
a relevant program to learn at the workplace and to attract
employees (Langford & Seaborne, 2003). Virtual learning environ-
ments are promoted to suit the learning needs of the public sector
which is shaped by changing contents and dynamic knowledge
(Conci & Bramati, 2007; Talbot, 2009). E-Learning is even argued
to be more flexible regarding individual preferences and time to
spend for learning (Bere, Silvestri, & Nemes�, 2013). Thus, it is less
inclined to interrupt civil servants from work (Hârt�escu, 2012;
Talbot, 2009). In some cases, E-Learning is seen as an enabler for
the inclusion of geographically dispersed learners; for instance,
when training programs address to a range of distant municipali-
ties (Colazzo, Molinari, & Villa, 2009).

Yet, E-Learning is not solely implemented to meet preferences
and learning needs of civil servants. One platform developed by
the World Bank (Blindenbacher & Nashat, 2010) aims to facilitate
collaboration in the area of public–private partnership and infra-
structure projects. Other E-Learning solutions are developed on a
domestic level for economic means. E-Learning is often assumed
to provide a quick and cost efficient solution to increase perfor-
mance in the sector (Langford & Seaborne, 2003; Yunus & Salim,
2008). Technology enhanced learning may increase digital compe-
tences and raise competitive advantages in terms of efficiency and
quality of service provision, for example (Bere et al., 2013, 2014;
Conci & Bramati, 2007; Hârt�escu, 2012; Langford & Seaborne,
2003; Sannia, Ercoli, & Leo, 2009). Following Langford and
Seaborne (2003, p. 52), however, these promises on E-Learning
tend to be accepted without a thorough assessment. So which les-
sons can be learned and what has been achieved in view of the
above outlined objectives?

Summarizing the studies, most initiatives apart Chen (2014)
have established blended E-Learning programs. Hence, E-Learning
in the public sector tends to result in a combination of online ses-
sions (or providing digital learning resources) and face to face clas-
ses, while putting emphasis on the later scenario and guided
tutoring (Conci & Bramati, 2007; Langford & Seaborne, 2003).

Study results reflect on the range of evolving artifacts and pro-
grams. Often projects start off with few resources like online
guides for e-Government portals and manuals for specific adminis-
trative procedures (Conci & Bramati, 2007). Over time, the plat-
forms offer textual e-resources such as case studies and linked
data, as well as interactive forums and online tests. Face to face

seminars, in contrast, cover practical sessions like role playing
(Bere et al., 2014; Blindenbacher & Nashat, 2010). Interestingly,
similarities regarding the provided subject courses can be found.
In most initiatives, language and ethics courses are offered online.
Furthermore, learning contents cover soft skills, management and
strategy issues as well as emergency procedures (Bere et al.,
2013, 2014; Conci & Bramati, 2007; Langford & Seaborne, 2003;
Sannia et al., 2009; Talbot, 2009).

Though reporting on the range of courses, few cases specify on
the kind of mediating technologies (see Blindenbacher & Nashat,
2010; Butler, Feller, Pope, Emerson, & Murphy, 2008; Conci &
Bramati, 2007). Correspondingly, the use of social media and col-
laboration tools like wikis is weakly reflected. Blindenbacher
and Nashat (2010, p. 154) promote that the World Bank initiative
is the first to integrate social media in training efforts. Given the
vague elaboration on technologies, however, the role of collabora-
tion tools and social networks is unclear. In addition to that, one
can only infer how far evolving solutions refer to ‘Open Educational
Resources’. According Hilton et al. (2010), ‘openness’ of OER can be
defined by the use of open source solutions which facilitate to
share and collaborate on educational resources.1 Another criterion
is the choice of design principles which enable to re-use, re-distrib-
ute, revise and remix OER (cf. Hilton et al., 2010). These criteria are
not mutually exclusive (cf. Lane, 2010; McGrath, 2008) and can both
be perceived in the public sector. In cases from Argentina, open
source applications are developed (cf. Bere et al., 2014) and in cases
from Italy, learning resources are not only open source but can be
created both individually or through collaboration without restric-
tion or fees (Colazzo et al., 2009; Conci & Bramati, 2007).

Overall, these aspects shed some light on E-Learning projects
in the public sector. Still, most authors concentrate on their cases
and particular aspects. In addition to a focused elaboration, experi-
ences made are resumed on a high level. Conci and Bramati (2007,
p. 84), for instance, conclude that participants have gained a dee-
per understanding of the creation and management phases of an
E-Learning system. Yet, authors neglect to illustrate the nature of
the (managerial) use of the systems more precisely. A step towards
capturing challenges of E-Learning in a comparative way can be
found in Bere et al. (2014). Authors assess E-Learning systems,
courses, methodologies and potential challenges in Brazil, Roma-
nia, Italy, Argentina and USA. Unfortunately, authors neither com-
pare nor synthesize the findings. As a result, also their
recommendations remain on a high level.

Another, more detailed study of challenges is made by Eidson
(2009). She focuses on a single training center and elaborates in
a qualitative approach on challenges and how civil servants per-
ceive E-Learning (Eidson, 2009, p. 152f.). Another study to high-
light is by Colazzo et al. (2009) who reflect on their experiences
as developers. This study sheds some light on difficulties when
transferring a Learning Management System from academic to
administrative contexts. Interestingly, authors indicate that the
adaptation covers not only the interface but the functionality of
the system as well as metaphors and practices among developers
(Bere et al., 2013; Langford & Seaborne, 2003). But whether (and
which) particular challenges and adaptations are unique to the
administrative context remains unexplained.

Based on the scoping of studies above, it appears that chal-
lenges are hardly captured and systematically assessed. Exceptions
are Chen (2014) and Eidson (2009); or some studies on pedagogical
design of E-Learning platforms (e.g. Sannia et al., 2009). The latter,
however, miss to consider potential challenging factors or lessons
learned (cf. Sannia et al., 2009; Yunus & Salim, 2008). Insight on

1 Open source means the code and documentation of educational technologies is
released and can be amended individually (Koper, 2008).
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practices and experiences gained in the development, implementa-
tion or use of open E-Learning-systems remains vague (cf. Yunus &
Salim, 2008). In view of this problematic, a systematic review and
analysis of barriers in the administrative sphere is needed to
enhance research on open E-Learning in the public sector. The
understanding, whether and which barriers in socio-cultural con-
texts shape the transfer of E-Learning systems, could be enhanced.
A thorough literature review would also focus on practices and
concepts surrounding E-Learning activities in the public sector.
Indeed, only few authors categorize E-Learning in conceptual
terms like Langford and Seaborne (2003, p. 53). In this vein, the
research interest (to perceive what is the status of (open) E-Learn-
ing in public administrations) requires to reflect which underlying
theoretical concepts shape the approaches and related domains so
far. Thereby, implications of referenced concepts for the forthcom-
ing review will be defined.

2.2. Concepts and barrier studies in related domains

In the following, we briefly discuss studies which are conceptu-
ally related to barrier studies (including e-Government cases) and
need to be taken into account. One extensive study which provides
a descriptive and statistical analysis of E-Learning challenges in
public administrations is made by Chen (2014). The analysis ori-
ents on the diffusion of innovation model (Chen (2014) referring
to Rogers (1995)) which measures the influence of perceived effec-
tiveness, prior conditions, attitudes and perceived characteristics
of E-Learning on (E-Learning) practices (Chen, 2014, pp. 454–
456). Despite defining influencing factors, like the ease of use, rec-
ognition of employees and friends, however, factors are resumed
only on a compound level (cf. Chen, 2014, p. 459). Furthermore,
the study neglects managerial and policy aspects and thus provides
no specific concept to capture challenges in this respect. Interest-
ingly, considerations about managerial and policy barriers are
not covered in the notable study of Eidson (2009) either. The study
orients upon a framework from the educational context2 and sheds
light on barriers in the dimensions work environment, personal
characteristics, aspects of online course designs and technology in
the public sector.

Apart from these more elaborated studies in the public sector,
the above discussed cases tend to align the introduction of E-
Learning to recent reforms such as e-Government and knowledge
management [KM] (cf. Amayah, 2013; OECD, 2003; Talbot, 2009;
Yunus & Salim, 2008). In these domains, general conceptual guid-
ance to elaborate on the new phenomenon could be found. For
example, Ebrahim and Irani (2005) proposed a framework for e-
Government adoption that elaborates on barriers to implementa-
tion processes of information and knowledge management sys-
tems. The authors provide a comprehensive e-Government
architecture sketch and match different technologies and applica-
tions to administrative processes and layers (Ebrahim & Irani,
2005, pp. 596–600). Potential challenges are discussed in the cate-
gories IT infrastructure, security privacy, IT skills, organizational
issues and costs (Ebrahim & Irani, 2005, pp. 601–606). Unfortu-
nately, barriers are detached from the architecture layers so
whether a technical artifact evokes particular challenges remains
open for discussion. Furthermore, the elaboration of barriers
focuses more on technical but socio-cultural aspects such as col-
laboration and sharing cultures. The meaning of culture is not
defined; yet, it appears to be associated to strategic management
of change, and to authority and power (Ebrahim & Irani, 2005).
For example, the findings point out that the sharing of data as well

as collaboration among departments can be shaped by organiza-
tional culture (Ebrahim & Irani, 2005, p. 605).

A more thorough elaboration on the role of culture in e-Govern-
ment can be followed in Margetts and Dunleavy (2002). The
authors match selected values like uniformity of administration
to cultural myth models (Margetts & Dunleavy (2002, p.2.) citing
Thompson et al. (1990)). Interestingly, collaboration or interaction
online is perceived rather between public employees and custom-
ers (Margetts & Dunleavy, 2002, p. 1). Hence, the study emphasizes
the importance of cultural barriers but is focused on a supply and
demand perspective.

Apart from recent reforms, studies associate E-Learning strate-
gies to KM strategies (e.g. Conci & Bramati, 2007). In the public
administration field, several reviews have been conducted to
answer how and which concepts from the private sector and field
of information systems have been received (e.g. Kennedy &
Burford, 2013). Findings emphasized that a wide range of theoret-
ical concepts and paradigms has been taken up (cf. Alavi & Leidner,
2001; Baskerville & Dulipovici, 2006; Kennedy & Burford, 2013;
Rashman et al., 2009).3 However, authors find that taking up new
approaches to KM lags behind: Knowledge in public sector studies
is often perceived as a static, tangible resource (Ferguson, Burford,
& Kennedy, 2013, 175f.). Kennedy and Burford (2013) support this
point with regard to learning conceptions and knowledge4 and
Rashman et al. (2009)5 for organizational learning concepts in the
public sector. Maybe as a corollary, several advanced KM- and orga-
nizational learning concepts appear to be neglected in the study of
open and collaborative E-Learning systems.

One study which could enrich considerations in this respect can
be found in Chatti, Schroeder, and Jarke (2012).6 The authors elab-
orate on the convergence of E-Learning and KM activities as ‘two
sides of the same coin’ (Chatti et al., 2012, pp. 181–186) and put
emphasis the role of interpersonal collaboration. New learning envi-
ronments including the integration of social networks will be crucial
for forthcoming trends in collaborative E-Learning. Another
approach to capture knowledge sharing barriers is developed by
Riege (2005). He summarizes barriers on the individual, organiza-
tional and technical level (Riege, 2005, pp. 23–29). The list was
derived in order to facilitate a structured review of studies with sim-
ilar goals. However, the author directs attention to the point that
barriers and managerial strategies may differ across different
research contexts such as the private and public sector (Riege,
2005, p. 31).

The forthcoming analysis will take care about previous studies
as well as Riege’s (2005) note about conducting barrier studies.
An initial response at this point is the Barrier Framework by
Pirkkalainen and Pawlowski (2013, 2014a). The concept has been
proposed as an alternative to focused domain approaches. The BF
integrates various research contexts and summarizes challenges
in the development and use of OER and E-Learning on various
dimensions. To elaborate the background and recent streams of
E-Learning apart from the public sector, the following section will
sketch developments and recent studies in the E-Learning domain.

2 Framework: situational, institutional, dispositional, epistemological, technologi-
cal categories (Eidson, 2009).

3 Kennedy and Burford (2013, p. 164) have found no reference for the category
knowledge creation and development in public sector literature.

4 Aspects cover: organizational learning, -knowledge, knowledge transfer, -sharing,
-creation (Kennedy & Burford, 2013, p. 165).

5 Aspects cover: organizational learning, -knowledge, a definition of organization; a
focus on the locus of learning, for example, as groups, individual, or networks
(Rashman et al., 2009, pp. 472ff.).

6 About convergence of KM and learning see also Rashman et al. (2009) and Maier
and Schmidt (2007) who develop a model orienting on a concept of knowledge
maturity.
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2.3. Barriers to the development and use of open E-Learning

In the field of information systems, studies on E-Learning ini-
tially concentrated on the development and use of systems and
resources in the educational context. Apart from learning and
content management systems, the role and development of
web 2.0 applications like wikis, blogs or podcasts have gained
relevance as well (Chatti et al., 2012). In this context, the role
of Open Educational Resources (OER) is an emerging research
focus. Given a higher reach of resources to learners, open
E-Learning reflects the aim to make educational resources acces-
sible on a global scale (D’Antoni, 2009; Koper, 2008; Pawlowski,
Pirkkalainen, Gervacios, Nordin, & Embi, 2013). Digital resources
can be shared, re-used and collaboratively created across differ-
ent countries and cultures (Laurillard, 2008; Pawlowski et al.,
2013).

Yet, the contextualization of OER has raised concerns. The
adaptation of open E-Learning systems for local contexts has often
failed so resources are not used in many projects (Pawlowski et al.,
2013; Specht, 2008). Open E-Learning Resources are not meaning-
ful to learners if the digital learning objects and practices fail to
embody socio-cultural characteristics (Chatti et al., 2012; Richter
& McPherson, 2012). Correspondingly, research efforts are directed
to define how socio-cultural contexts influence the use and devel-
opment of open E-Learning systems and resources (cf. Henderson,
2007; Richter & Adelsberger, 2012).

In this context, Pirkkalainen and Pawlowski (2013, p. 5) pro-
posed a Barrier Framework (BF) to provide guidance to alleviate
barriers and challenges in the development and contextualiza-
tion of open E-Learning systems. More precisely, the BF was
derived through studies on difficulties which appear in the con-
duct, development or implementation of virtual learning sys-
tems, global collaboration – or knowledge management
systems (Pirkkalainen & Pawlowski, 2013, 2014a). To illustrate
the challenges which appear in a range of contexts: organiza-
tional obstacles may be a lack of policy regulations or a poor
technical fit of systems to workplaces which impede the imple-
mentation of learning environments (Pirkkalainen & Pawlowski,
2014a; Pirkkalainen & Pawlowski, 2014b, pp. 640f.). Technical
barriers can include the interoperability among technical infra-
structures (Pirkkalainen & Pawlowski, 2014a, pp. 642, 644). On
the social level, the lack of digital skills often impedes the adop-
tion of open E-Learning. To establish collaborative learning envi-
ronments also a lack of corporate incentives may be a barrier to
the exchange of knowledge (Pirkkalainen & Pawlowski, 2014a,
p. 642). Moreover, cultural barriers such as perceived social dis-
tance can impede the interaction between colleagues or learners
in distributed teamwork (Pirkkalainen & Pawlowski, 2014a,
p. 642).

So far, a review of studies and challenges to open E-Learning-
systems in public administrations has been provided as well as a
background of studies in related domains and the field of infor-
mation systems. In view of the range of approaches, the Barrier
Framework appears as the most conclusive conceptual frame.
Based on an extensive literature review, the BF subsumes the
findings of studies in related domains discussed in the previous
chapter. Indeed, the BF was proposed to guide to a systemized
approach to explore challenges of open, collaborative E-Learning
across several domains. Given the comprehensive documentation
of experienced barriers, the BF directs attention to the scope of
potential problems. This is an important feature to sensitize
exploratory research in unfamiliar contexts (Richter, 2014), such
as the public sector. In this respect, it will be considered in the
methodological chapter, how build upon and extend the BF to
answer the research question of this study in a structured and
systemized manner.

3. Methodology: designing a Barrier Framework for the public
administration context

3.1. Research logic and approach

Following the initial review, what is the status of (open)
E-Learning in public administrations from research and practice
perspectives, the research question for the following analysis is:
‘‘Which barriers have been found when introducing and imple-
menting E-Learning?’’ The research question will be answered by
a systematic literature review (Webster & Watson, 2002). The
focus of analysis is experiences revolving around the development,
use and design of open E-Learning [OER and E-Learning] in the
public sector. The goal is to systemize experiences and lessons
learned in the domain as barriers, whereby the analysis will orient
upon and adapt the Barrier Framework (Pirkkalainen & Pawlowski,
2014a). We define open E-Learning as ‘any ICT supported learning,
education or training processes making use of OER’ and OER as ‘any
digital object which can be freely accessed, modified and (re-)used
for these purposes’ (adapted from Pirkkalainen & Pawlowski, 2010,
23f.).

In line with the goals of the study, to explore the barriers to
open and collaborative E-Learning in public administrations on
the one hand and to provide for a systematic approach on behalf
of the Barrier Framework (Pirkkalainen & Pawlowski, 2014a) on
the other hand, the research logic follows an abductive approach
(Blaikie, 2010, pp. 89–92). Hence, the original BF dimensions pro-
vide a frame to sensitize the review of the literature. Novel or alter-
native findings will lead to adapt the original dimensions and thus
to develop a contextualized Barrier Framework. Further consider-
ations on this point will be discussed subsequently.

3.2. Crafting the basis for adapting the Barrier Framework

The choice of a concept for orientation can be justified if the
frame contributes to guide and systemize the inquiry of a novel
phenomenon (cf. Frank, 2006, p. 52). The units of analysis should
be abstract and cover a wide range of instances (Frank, 2006, p.
52). The related scales, dimensions and implications should appear
adaptable in a first view (Richter, 2014, p. 148). The unit of analysis
in the BF are barriers, which are not limited to a particular focus
but include ‘any challenges in the diffusion and appropriation pro-
cess of technologies’ (Pirkkalainen & Pawlowski, 2013, p. 5). While
the range of barriers allows for a detailed and systemized review,
the dimensions enable to categorise barriers on a more abstract
level. The dimensions cover four perspectives: The organizational
and contextual dimension covers obstacles in the more current envi-
ronment, situations and tasks in the workplace (cf. Evaristo, 2007,
p.208). The social dimension covers individual and group related
challenges (Pirkkalainen & Pawlowski, 2014a, p. 642). The technical
dimension embraces difficulties related to technical artifacts and
their characteristics (Pirkkalainen & Pawlowski, 2014a, pp. 642,
644). The cultural dimension covers barriers which relate to partic-
ular characteristics of the workforce. With hindsight to scoped
experiences in the public sector, do the dimensions of the BF
appear to be adaptable? Barriers such as the lack of time to learn
(cf. Butler et al., 2008, p. 88; Pirkkalainen & Pawlowski, 2014a, p.
641) as well as more elaborated categories in the study of Eidson
can be subsumed (cf. category ‘technological/technology barrier’
in Eidson, 2009, p. 179f., and ‘technical dimension’ in
Pirkkalainen & Pawlowski, 2014a, p. 644). In a first view, the BF
thus seems to be a suitable frame for the research aim.

To evaluate the quality of the evolving contextualized Barrier
Framework (as well as the choice to orient on the BF respectively),
the results of the study can be compared to similar abstract studies
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in the field (cf. Frank, 2006, p. 55). Furthermore, the contextualized
BF needs to be discussed with regard to critique about previous
studies in the last chapter. For the original Barrier Framework
these considerations can be reviewed Pirkkalainen and
Pawlowski (2014a). In this study, the considerations will be taken
up in the discussion again. Following the outline of our analytical
logic and approach, the study design for the systematic literature
review will be defined.

3.3. Study design of the systematic literature review

Conducting a complete literature review requires that several
points are defined and reported. They include the boundaries of
topical themes, choice and characteristics of selected journals, con-
duct and keywords of the search, characteristics of the sampled
outcome and selection of articles (Webster & Watson, 2002, p.
xvf.). In this study, mainly western and English speaking journals
have been selected like journals from the Senior Scholar Basket
in Information Systems.7 The selection of journals for public admin-
istration was oriented on the impact factor (2012) as well as on a
recent review of public administration journals (Van de Walle &
Van Delft, 2014).8 The initial keywords of the literature search were:
E(-)Learning, online learning, OER, and open educational resource
respectively which resulted in zero findings. Therefore, the review
was systematically extended to the combinations: learning AND
public administration/organis(z)ation; training AND public adminis-
tration/organis(z)ation; open resource AND public administration/
(organis(z)ation); as well as the term ‘learning Government’. Key-
words were searched in the title, abstract and text wherefore further
selection criteria were needed to delimit the scope of retrieved
papers. Screening the title, abstract and initial body of findings,
papers were selected if they address the use technology and social
software in training, professional advancement, and learning activi-
ties at least in parts of the paper.

To complete the review (given the dispersed nature of literature
(on E-Learning) in the public sector (see Rashman et al., 2009)) the
initially presented literature has been reviewed for further refer-
ences. In this manner, thirty articles from selected journals were
integrated for the analysis. They embrace both qualitative and
quantitative studies and experiences from various countries and
administrations.

Having the sample at hand, the structured review has been con-
ducted, focusing on barriers as the units of analysis (cf. Webster &
Watson, 2002, p. xvii). Outlined in the previous section, the synthe-
sis of findings was oriented on the Barrier Framework
(Pirkkalainen & Pawlowski, 2014a). As will be discussed, some
findings in the literature review went beyond the original BF and
demanded the adaptation of initial dimensions.

Concerning the analysis, it is important to note that caution was
taken to capture experienced barriers in studies. In presenting and
discussing results of studies in the public sector, however, authors
often included findings from private sector literature to support or
align findings (cf. Rashman et al., 2009). For being able to integrate
results, some findings were therefore noted as ‘demanded’ or
‘assumed’ challenges in a detailed table of analysis (available on
demand). Another difficulty to note was that studies converted

challenges into recommendations and success-factors (similarly
noted in Kennedy & Burford, 2013). For being able to integrate
and synthesize results as ‘barriers’ it was decided that success fac-
tors which responded to experienced difficulties were integrated
into the contextualized Barrier Framework while general recom-
mendations were tried to be separated.

The following chapter will now present the findings of the
review and analysis to answer which barriers were found in the
introduction and implementation of open E-Learning in the public
sector.

4. Results of the review: contextualizing the Barrier Framework

4.1. Associated concepts

Several barriers have been found in the introduction and devel-
opment open E-Learning-systems and associated studies in the
public sector. During the review no new, overarching concept to
systemize the findings across papers has been found. For example,
Kang, Kim, and Chang (2008) distinguish between organizational
and individual aspects and characteristics of knowledge.
Gil-Garcia, Chengalur-Smith, and Duchessi (2007) differ between
technical, organizational, political and legal aspects. Apart from
Yang and Maxwell (2011), however, who differ between interper-
sonal, -organizational, and intra-organizational challenges, the
categories defined in studies were not used to aggregate findings
into clusters or dimensions.

A further point to outline is the use of ‘culture’ in the studies.
Culture has often been outlined as critical factor (e.g. OECD,
2003) but the construct is hardly defined. Stefanick and LeSage
(2005, p. 247) outline that anonymity, neutrality and occupational
principles are constraining the use of virtual platforms. Otherwise
findings remain on a high level, like the idea that learning is facil-
itated when the global culture is right (Sannia et al., 2009). Related
to conceptual vagueness, there are conflicting conceptions about
context, structure and culture. Phang, Kankanhalli, and Ang
(2008) define culture as the ‘context for organizational change’.
Yang and Maxwell (2011) differ between context (as structure)
and culture but find that factors of both dimensions are inter-
twined. Moreover, there are differences in the nature of cultural
influence. While the OECD (2003) conceives culture as a factor
which influences implemented programs, Schout (2009) and De
Angelis (2013) see culture or cultural change rather as an outcome.

Overall, the review of selected articles has not unveiled a con-
flicting or competing concept to the Barrier Framework. Instead,
the conceptual ambiguity and variance of factors underscores the
importance to explore and further systemize research in this
domain. In this regard, the initial construct of the Barrier Frame-
work was maintained for orientation in the analytical phase while
it was revised once the review was completed. The outcome is a
contextualized Barrier Framework which is clustered in the three
dimensions. They cover contextual/organizational, social and tech-
nical perspectives while cultural aspects were merged into these
categories. In the following, the findings will be presented and
described.

4.2. Dimension 1: context barriers

From the organizational perspective, one barrier category which
poses a major challenge is the lack of resources to realize projects
(E-Learning). One subcategory is the lack of finances which can lead
to an unconscious orientation upon E-Learning as a ‘cost effective
solution’ though required investments may actually be high
(Langford & Seaborne, 2003). Also, a lack of budget can impede
the realization because investments are delayed (Gil-Garcia et al.,

7 See http://www.aisnet.org/?SeniorScholarBasket.
8 Journals, a star outlines articles were chosen from: ⁄European Journal of

Information Systems, Information Systems Journal, Information Systems research,
Journal of AIS, Journal of Information Technology, Journal of MIS, ⁄Journal of Strategic
Information Systems, MIS Quarterly; and for public administrations: ⁄Journal of
Public Administration Research and Theory, ⁄Journal of European Public Policy,
Journal of Policy Analysis and Management, Governance, Journal of Social Policy,
Journal of European Social Policy, Environment and Planning (C), Transforming
Government, ⁄Public Administration Review, ⁄Journal of Information Technology and
Politics, International Public Management Journal.
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2007). Another subcategory of the lack of resources in E-Learning is
the lack of time. Since employees have a high workload, they face
difficulties to conduct learning sessions during work (Hazlett,
Mcadam, & Beggs, 2008; Langford & Seaborne, 2003). Correspond-
ingly, dedicated time is needed to avoid that learning activities are
transferred to the home space (Eidson, 2009). A further subcatego-
ry regarding resources refers to the lack of personnel due to retire-
ment (OECD, 2001) and/or staff rotation (Ferguson et al., 2013).
This appears to be interrelated with the fear to lose knowledge, if
it is not (digitally) captured and shared (Butler et al., 2008). Finally,
the lack of resources has been found with regard to a lack of (edu-
cational) contents (Sannia et al., 2009; Schweik, Mergel, Sandfort, &
Zhao, 2011). Projects often start off with a limited base of digitized,
educational materials (Langford & Seaborne, 2003). Sustaining this
problematic is that potential existing E-Learning platforms do not
offer resources in the right language (Bere et al., 2013).

A second category of barriers from an organizational perspec-
tive is the managerial coordination on a policy level. This barrier
embraces the lack of regulatory frameworks for collaboration with
other organizations (Hazlett et al., 2008; OECD, 2001) as well as
the lack of coordinated implementation (Gil-Garcia et al., 2007).
For example, deadlines or agreements on intermediate steps are
neither made and held (Langford & Seaborne, 2003; Mahler,
1997) nor is adequate time granted to realize the goals
(Gil-Garcia et al., 2007). Another subcategory of barriers that
several studies have pointed to is the lack of systemized training
offers. To establish systemized training practices can require a cor-
responding regulatory framework which is often not provided
(Hazlett et al., 2008; Kang et al., 2008). Closely related to that,
another subcategory of barriers that studies have outlined is the
lack of policy for providing rewards and incentives. The policies
either give employees the right to share knowledge (Langford &
Seaborne, 2003; Sannia et al., 2009) or may perform as an enabling
and motivating factor (Bere et al., 2013; Kang et al., 2008).

A third category of barriers summarizes aspects of managerial
culture. Compared to barriers of managerial (policy) coordination,
this category relates to established practices and enacted (admin-
istrative) structures. For example, the hierarchy in administrations

is one subcategory which includes bureaucratic processes. Both
aspects appear to impede learning processes and the sharing of
knowledge (Hazlett et al., 2008; OECD, 2003; Yang & Maxwell,
2011). A further, major barrier which was outlined in this respect
is the lack of leadership in the public sector. The implementation
phase of initiatives appears to be challenged by a lack of senior
support (Askim, Johnsen, & Christophersen, 2008; Gil-Garcia
et al., 2007; OECD, 2001, 2003). Later, a lack of assigned responsi-
bilities to organize learning programs is an important barrier to
consider (Hazlett et al., 2008) including a lack of tutors on the
established platforms (Langford & Seaborne, 2003; Sannia et al.,
2009).

A fourth category is the perceived technological fit of evolving
technical systems. One barrier to E-Learning in this respect is the
concern about sustainability of technological artefacts. Most authors
describe sustainability of technology as a requirement in the public
sector (Bere et al., 2013; Colazzo et al., 2009). This requirement
may be related to bad experiences (where externals ‘came, build
and left’ (Stefanick & LeSage, 2005, p. 247)), which now impede
to devote resources and commitment to new systems (Stefanick
& LeSage, 2005). Another subcategory in terms of technological
fit that authors have found is the lack of evidence-based success of
E-Learning systems. Generally, the outcome and benefit of E-Learn-
ing is difficult to measure (Langford & Seaborne, 2003). In the pub-
lic sector, however, there is a requirement to justify investments in
order to avoid that public money is wasted (Conci & Bramati,
2007). For example, a critical mass of employees needs to be
reached and needs to benefit from the investment (Stefanick &
LeSage, 2005). The following table summarizes our results (see
Table 1).

4.2.1. Intermediate results
While a discussion of findings will be conducted in the next

chapter, first adaptations can be perceived with regard to the initial
Barrier Framework. It appears that a more fine-grained approach to
policies and the coordination of implementation steps is needed.
This reflects a particular ‘political and policy perspective’ (Yang &
Maxwell, 2011, p. 170) of sectorial studies (similarly in Rashman

Table 1
Context barriers.

Perspective Barrier level, category Barrier subcategory Authors

Organizational Lack of resources Lack of finances Askim et al. (2008), Bere et al. (2013), Ferguson et al. (2013), Gil-Garcia et al.
(2007), Ebrahim and Irani (2005), Langford and Seaborne (2003), Moynihan and
Landuyt (2009), OECD (2001, 2003)

Lack of time (to use, evaluate
resources)

Bere et al. (2013), Hazlett et al. (2008), Langford and Seaborne (2003), Eidson
(2009)

Lack of personnel (incl. turnover rates) Butler et al. (2008), Ferguson et al. (2013), OECD (2001), Talbot (2009), Ebrahim
and Irani (2005)

Lack of contents (incl. misfit of
language)

Bere et al. (2013), Langford and Seaborne (2003), Talbot (2009), Sannia et al.
(2009), Schweik et al. (2011)

Management
coordination (policy)

Lack of regulatory (policy) frameworks Bere et al. (2013), Hazlett et al. (2008), Ebrahim and Irani (2005), OECD (2003),
Gil-Garcia et al. (2007)

Mis-coordination/break-down of
implementation

Gil-Garcia et al. (2007), Langford and Seaborne (2003), Moynihan and Landuyt
(2009), OECD (2001, 2003), Stefanick and LeSage (2005), Phang et al. (2008),
Talbot (2009)

Lack of systemized training offers (incl.
KM practices)

Butler et al. (2008), Hazlett et al. (2008), Kang et al. (2008)

Lack of rewards (nature of reward,
contribute, incentivise)

Bere et al. (2013), OECD (2003), Yang and Maxwell (2011), Schweik et al. (2011),
Kang et al. (2008)

Managerial culture
(practices, enacted
structure)

Hierarchy (incl. organisational
structure)

Hazlett et al. (2008), Yang and Maxwell (2011), OECD (2003)

Lack of leadership (incl. senior support,
assigned responsibilities, tutors/
organizer)

Sannia et al. (2009), Langford and Seaborne (2003), Hazlett et al. (2008), Yang and
Maxwell (2011), Talbot (2009), OECD (2003), Gil-Garcia et al. (2007), Askim et al.
(2008), Kang et al. (2008), Ebrahim and Irani (2005)

Perceived technology
fit

Sustainability of technical artefacts Colazzo et al. (2009), Bere et al. (2013), Stefanick and LeSage (2005)
Lack of evidence-based success (fear
incompatibility with work practices)

Langford and Seaborne (2003), Butler et al. (2008), Stefanick and LeSage (2005)
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et al., 2009, p. 465). Emphasis is further put on the lack of
assigned responsibilities to guide or tutor (E-)learning efforts of
employees. Lessons learned in this respect will be discussed later
on.

4.3. Dimension 2: social barriers

In the social dimension, the first perspective focuses on inter-
relational barriers and challenges. One category in this respect
is values on the national level. Subcategories which appeared in
the studies are differences in ethnic and national beliefs as well as
a related, common understanding about openness of contents
(Talbot, 2009). Both aspects are important for E-Learning activities
to succeed but may be impeded due diverging assumptions about
learning practices or the meaning of collaboration processes
(Blindenbacher & Nashat, 2010; Talbot, 2009).

The barrier lack of common understanding has been found on the
organizational level as well (Talbot, 2009). If understanding about
processes of information-, knowledge sharing and learning diverge,
or these words are used synonymously, misunderstandings can
occur about the conduct and means of interaction (Hazlett et al.,
2008). A further subcategory of barriers on the organizational level
refers to the lack of encouragement to share and collaborate among
employees. For example, principles like anonymity or the fear to
mis-speak in public (Stefanick & LeSage, 2005, p. 244) shape how
employees retrieve and share their knowledge in an online envi-
ronment (Hazlett et al., 2008). Encouraging to share knowledge
may appear to relate to the previous category ‘managerial leader-
ship’ in a first view. In this barrier dimension, however, the chal-
lenge relates to a symbolic, interrelational meaning; the support
needs to be communicated and demonstrated within the adminis-
tration (Amayah, 2013; Askim et al., 2008; Kang et al., 2008). An
additional subcategory of barriers is the (current) organizational
practice and routines to learning practices. Butler et al. (2008) out-
line that sharing knowledge among employees is mostly done
within groups which have clear boundaries, distributed roles and
responsibilities. New learning programs which require to change
the groups and routines may then lead to resistance (Phang
et al., 2008).

A third category of barriers in the social dimension relates to
individual concerns. A subcategory in this respect is socialization.
The term stands for the fear to loose social contacts among col-
leagues when (personal) exchange during learning activities
becomes technically mediated (Sannia et al., 2009). Implementing
E-Learning systems, several authors have also found that one bar-
rier is the preference for face to face learning (Bere et al., 2013).
Hazlett et al. reason that learning practices are shaped by ‘a people
intensive staff culture’, people carry the knowledge and thus
require personal interaction for the exchange (Hazlett et al.,
2008, pp. 60f.). Another subcategory in this regard is the concern
about misunderstanding colleagues due to the loss of information
richness. Individuals fear to get hold of experiential and tacit
knowledge if collaboration shifts to virtual platforms (Bushouse
et al., 2011; Butler et al., 2008).

A fourth category of barriers is related to the characteristics and
value of information and knowledge. One subcategory in this
vein is a lack of mutual trust; employees have concerns about shar-
ing information within the organization (OECD, 2003). An addi-
tional subcategory in this vein is the conception that information
and knowledge is power. People fear to lose their position
(Amayah, 2013; De Angelis, 2013) and thus, they are not apt to
share what they know about best practices, for example.

A further category of the social dimension is the quality of
information. The subcategory lack of quality may appear to be
related to the ‘value of information’ in a first view. Yet, this aspect
is more focused on the nature of digital, online information as such.

For example, employees may have a low perception of the credibil-
ity of available resources online (Stefanick & LeSage, 2005; Talbot,
2009). Related to this, employees take precaution to trust in infor-
mation whose quality they can hardly assess. So they mistrust
information irrespective of the origin (Yang & Maxwell, 2011).

Apart from the inter-relational perspective, another main cate-
gory to approach barriers on the social dimension relates to skills.
Findings in the literature could be separated into barriers of the
category ICT skills and knowledge about open E-Learning more
generally. The first category refers to a low level of objective compe-
tence levels (Yang & Maxwell, 2011). Examples in this respect are
skills to complete computer analysis; application integration and
web interface development to establish the systems (cf. Ebrahim
& Irani, 2005, p. 60f). The second subcategory addresses more to
the low familiarity with frameworks like IPR issues (De Angelis,
2013) as well as technical practices of the applications (Bere et al.,
2013; Langford & Seaborne, 2003). The latter category has particu-
lar relevance for open E-Learning. A lack of knowledge about vir-
tual learning platforms can lead to resistance of change. For
example, if prospective users are unclear which time is needed to
learn when using virtual learning environments, concerns raise
as to whether enough work-time is available and whether employ-
ees may be confronted with higher workloads (Phang et al., 2008;
Sannia et al., 2009).

Finally, a last perspective of barriers refers to challenges related
to cognitive and personal backgrounds. Yang and Maxwell
(2011) found that diversity of backgrounds including the lack of
common identity and knowledge backgrounds impede an on-going
collaboration. Another subcategory in this respect is differences in
curricula and training programs which are developed (Askim
et al., 2008) and complicate a joint approach among employees
and providers. Another barrier to collaboration and exchange in
this category is the orientation to experts or experienced colleagues
more generally. Civil servants often prefer to orient on experts and
receive feedback of close peers instead of lay persons and general
colleagues (Eidson, 2009; Talbot, 2009). Interestingly, studies have
also pointed that there is mistrust to collaborate with external per-
sons, like consultants. This barrier appears to be related to failed
promises about the sustainability of technology projects (cf.
Langford & Seaborne, 2003). Employees in the public sector fear
that external guidance will fail to develop a technical solution
which captures their experience-based-knowledge; in turn, the
mistrust impedes the implementation of further projects in this
domain (cf. Langford & Seaborne, 2003). The following table sum-
marizes our results (see Table 2).

4.3.1. Intermediate results
Initial differences to the general Barrier Framework can be

found. Firstly, there was no reported concern about the misuse of
information, so people fear that available information lead to
repercussions and deception (cf. Pirkkalainen & Pawlowski,
2014a, p. 644). Secondly, no concern about breaking laws was
named, for instance, regarding the role and meaning of copyrights
or intellectual property. Thirdly, the role of multi-lingual settings
was not mentioned as a potential barrier, similarly as a potential
unwillingness to shift from own to new perspectives and experi-
ence based ideas. The Barrier Framework is sensible to these cul-
tural barriers to collaboration. In this vein, another barrier which
appears to be neglected is the perceived geographic and temporal
distance in studies in the public sector.

Apart from the neglected aspects, studies in the public sector
put emphasis on the role of socialization and conception of knowl-
edge as tacit and people intensive (Hazlett et al., 2008). Related to
this, the studies noted a clear preference to face to face learning.
The formation of delimited communities which have boundaries
and share a purpose of learning and sharing knowledge seems to
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be an important factor for collaborative learning (Moynihan &
Landuyt, 2009; Stefanick & LeSage, 2005). Apart from that, a com-
mon finding to note is the perceived, low level of ICT skills and
knowledge about virtual platforms in the sector.

4.4. Dimension 3: technical barriers

In the technical dimension, the first kinds of barriers are per-
ceived from an organizational perspective. One category is the
low availability of technology which embraces the subcategories
shortage of appropriate infrastructure and software (Langford &
Seaborne, 2003). Another subcategory is the low quality of broad-
band connections which impede the interconnectivity among
administrations (Stefanick & LeSage, 2005). Another barrier is the
low interoperability of systems which challenges the realization
of virtual platforms and sharing practices. On the one hand, this
refers to multi-platform settings. Ebrahim and Irani (2005) point
out that most administrations keep their systems and data in a
locally stored and managed network. On the other hand, the low
interoperability is related to the lack of interoperable applications.
The sheer range and variety of technical systems and artifacts
impedes the sharing of digital information (Gil-Garcia et al.,
2007; Yang & Maxwell, 2011). Related to this aspect is the category
of technical conceptual differences. This embraces a lack of com-
mon data references, definitions, and channels which impede a data
and information exchange via technical means (Gil-Garcia et al.,
2007). Last but not least, a category of technical barriers from the

organizational perspective are concerns about security and pri-
vacy. One subcategory is concerns about reliability and security of
systems. During the implementation and development also partic-
ular security rights need to be taken into account, to provide a
secure and legitimate processing of information (Ebrahim & Irani,
2005). The other subcategory relates to legitimacy and rights to
use technical systems such as the demand of keeping confidential-
ity of data (Gil-Garcia et al., 2007; OECD, 2003).

Shifting from the organizational to the social perspective, fur-
ther barriers can be found. A first category of barriers is the per-
ceived functionality of the system. A requirement for individual
learners appears to be that the availability of (performance) data
is constrained to dedicated persons (Yang & Maxwell, 2011).
Related to this is the demand to restrict the access to online
resources and platforms in technical manner (Moynihan &
Landuyt, 2009). Apart from the functionality, a set of barriers that
was found are requirements towards usability of the systems.
Subcategories refer to interface usability (Bere et al., 2013) as well
as bugs in the systemwhich appear as a major challenge to employ-
ees in the adoption of platforms (Eidson, 2009). Associated to this
is that a low processing information may impede the use of a sys-
tem (Yang & Maxwell, 2011).

A final category of barriers to consider on the technical dimen-
sion is the digital divide. In the studies, this barrier appears in
form of demographic challenges (Ferguson et al., 2013; OECD,
2001). Elderly either feel to be left behind or appear to be weakly
interested in the use of the platform. Another, more general

Table 2
Social barriers.

Perspective Barrier level, category Barrier subcategory Authors

Inter-relational
aspects

Values on the national level Differences national, ethnic background (values,
beliefs)

Talbot (2009)

Lack of common understanding (incl. practices and
open content)

Talbot (2009), Blindenbacher and Nashat
(2010)

Values on the organizational level Lack of common understanding (incl. KM practices,
meaning of open content)

Hazlett et al. (2008), OECD (2003), Stefanick
and LeSage (2005)

Lack of encouragement to share knowledge and
collaborate (incl. symbolic managerial support)

Amayah (2013), Kang et al. (2008), Talbot
(2009), Eidson (2009)

Organizational practice/approach to learning Butler et al. (2008), Askim et al. (2008), Phang
et al. (2008), Eidson (2009)

Individual concerns (incl.
communication/collaboration/language
issues)

Socialization (incl. loss of communication with
colleagues)

Bere et al. (2013), Sannia et al. (2009), Hazlett
et al. (2008), Stefanick and LeSage (2005),
Amayah (2013), Blindenbacher and Nashat
(2010), Eidson (2009)

Misunderstandings (rel. loss of information
richness i.e. to see, hear, interact directly)

Butler et al. (2008), OECD (2003), Bushouse
et al. (2011), Hazlett et al. (2008), Gil-Garcia
et al. (2007)

Value of information and knowledge
(incl. characteristics)

Lack of mutual trust (incl. reciprocity between
colleagues)

OECD (2003), Amayah (2013)

Conception information and knowledge is power
(rel. loss of power due to sharing with colleagues)

De Angelis (2013), Amayah (2013)

Quality of information Lack of quality Stefanick and LeSage (2005), Schweik et al.
(2011)

Trust in information (incl. assessing quality is hard;
relying on few nr. of people to contribute)

Talbot (2009), Yang and Maxwell (2011)

Skills ICT skills Low level of objective ICT skills (incl. competence
levels)

Bere et al. (2013), Langford and Seaborne
(2003), Yang and Maxwell (2011), Butler et al.
(2008), Phang et al. (2008), Gil-Garcia et al.
(2007), Ebrahim and Irani (2005)

Lack of knowledge open E-Learning Low familiarity frameworks (incl. IPR, details and
awareness of OER)

De Angelis (2013), Ebrahim and Irani (2005)

Low familiarity technical practice (incl. concerns
about efforts to invest)

Phang et al. (2008), Bere et al. (2013), Sannia
et al. (2009), Butler et al. (2008)

Cognitive
preferences

Cognitive, personal backgrounds Diversity of backgrounds Conci and Bramati (2007), Yang and Maxwell
(2011), Hazlett et al. (2008)

Differences in curricula Askim et al. (2008), Blindenbacher and Nashat
(2010)

Orientation to experts (incl. experienced peers in
the sector)

Talbot (2009), Eidson (2009), Langford and
Seaborne (2003)

J. Stoffregen et al. / Computers in Human Behavior 51 (2015) 674–684 681



subcategory is the distribution of expertise among employees which
can lead to a split within groups into advanced and laggards in the
administrative context (Moynihan & Landuyt, 2009). The following
table summarizes our results (see Table 3).

4.4.1. Intermediate results
One interesting point to note is the demand to restrict the

access and visibility of information and online resources in sys-
tems. A system appears to be functional if it organizes access and
provides resources to particular dedicated persons (cf. Moynihan
& Landuyt, 2009, p. 1099). Another interesting point is that only
few studies have reported (and can be referenced) for experiences
with technical challenges apart from Ebrahim and Irani (2005).
This finding may indicate that research in the domain is not mainly
concentrated on technical issues but includes consideration of
socially and behavioral aspects of technology use (cf. OECD, 2003).

5. Discussion

In the previous section we have systemized the experiences
made in the use and development of open E-Learning in the public
sector. Findings have been classified in the dimensions: organiza-
tional/context, social, and technical dimension as presented in
the contextualized Barrier Framework [cBF] above. Notable points
have already been outlined after each table and barrier dimension.
Yet, several points require a close discussion.

Beginning with lessons learned for managing the introduction
of open E-Learning, the importance of leadership and coordination
of implementation processes needs to be emphasized. Not only it is
important to establish policy frameworks (cf. OECD, 2003) but also
the support of senior levels as well as tutors on the platform is
required (Gil-Garcia et al., 2007). Compared to similar elaborated
studies like Chen (2014) these points both take up and extend con-
siderations on legal and managerial requirements when introduc-
ing E-Learning in public administration contexts (Chen, 2014, pp.
462f.). Regarding lessons learned for facilitating an open, collab-
orative E-Learning system one can refer to the social dimension
where barriers can be derived from different perspectives as well
as on different levels (from a national to the individual level). For
example, the lack of encouraging employees to share knowledge
needs to be provided for. At the same time, individual dispositions
and routines to share knowledge and information with colleagues
need to be attuned to open collaboration (Amayah, 2013). Com-

pared to similar abstract studies, these points enrich understand-
ing about dispositions and potential reasons of weak online
interaction (cf. Eidson, 2009, p. 179).

Overall to systemize the lessons learned enables both to
extend and provide new insight on barriers in the use and devel-
opment of open E-Learning platforms. On base of the detailed bar-
riers as well as the three more common dimensions, the research
question ‘which barriers appear to open E-Learning in the public
sector’ can thus be answered in a detailed, as well as a more gen-
eral manner.

Further to discuss is the quality of the (contextualized) BF for
guiding research in this domain. Firstly, the cBF enables to accom-
modate findings from different countries (e.g. Bere et al., 2014) as
well as learning scenarios (cf. Chen, 2014; Conci & Bramati, 2007).
Secondly, the cBF allows comparing barriers to those which are
known in the private and educational context. Similarities can be
found regarding the technical barriers such as interoperability of
technical settings (Ebrahim & Irani, 2005; Pirkkalainen &
Pawlowski, 2014a, p. 644). Also differences and knowledge gaps
can be identified which need to be further explored. The first
example is the role of collaborative incentive and rewards
(Pirkkalainen & Pawlowski, 2014a, pp. 641f.). While the assump-
tion is shared that incentives to collaborate can have a positive
effect, there is conflict about the nature of incentives. In the public
sector, Phang et al. (2008) emphasize that salaries and promotion
can be positive factor while others emphasize the contrary due
to varying experiences (Yang & Maxwell, 2011). Addressing to an
open research question in the information systems field (Alavi &
Leidner, 2001, p. 127) the contradictory findings may inform and
inspire research about the meaning and nature of incentives for
collaboration. The second example is related to the role of collabo-
rative learning, too. Orienting on the BF (Pirkkalainen & Pawlowski,
2014a) sensitizes that the studies in the public sector have not
reported about barriers such as the perceived geographic and tem-
poral distance. This point may be a corollary of the finding, that
apart from Blindenbacher and Nashat (2010), E-Learning is often
implemented as a domestic solution. As a consequence, a particu-
lar research focus will be to explore cross-national and cross–
administrative collaboration on open E-Learning environments
more precisely.

Resuming these points, the cBF enables to research and com-
pare findings across different contexts and domains. In this vein,
the cBF can stand the critique that previous studies have been
focused on particular aspects (Chen, 2014; Eidson, 2009). The

Table 3
Technical barriers.

Perspective Barrier level, category Barrier subcategory Authors

Organizational Availability Shortage of appropriate infrastructure
(incl. software)

Langford and Seaborne (2003), Stefanick and LeSage (2005), Butler et al.
(2008)

Lack of broadband Stefanick and LeSage (2005)
Interoperability Multi-platform settings (incl. legacy

systems, infrastructure)
Ebrahim and Irani (2005)

Lack of interoperable applications (incl.
tools, software, systems)

Yang and Maxwell (2011), Gil-Garcia et al. (2007), Butler et al. (2008),
Colazzo et al. (2009), Ebrahim and Irani (2005)

Technical conceptual
differences

Lack of common references (incl. concepts,
references, taxonomy)

Gil-Garcia et al. (2007), Ebrahim and Irani (2005)

Concerns about privacy
and security

Reliability and security Yang and Maxwell (2011), OECD (2003)
Legitimacy, rights and rules Gil-Garcia et al. (2007), Ebrahim and Irani (2005), Blindenbacher and Nashat

(2010)

Social Perceived functionality Availability (visibility) of data Yang and Maxwell (2011)
Restrict the of use of systems (incl. access
to platforms)

Moynihan and Landuyt (2009), Ebrahim and Irani (2005)

Usability/system
quality

Perceived interface usability Bere et al. (2013), Eidson (2009), Blindenbacher and Nashat (2010)
Bugs in the system (incl. slow responses) Yang and Maxwell (2011), Eidson (2009)

Digital divide Demographic challenges Hazlett et al. (2008), OECD (2001), Ferguson et al. (2013)
Unbalanced technological usage and
expertise

Moynihan and Landuyt (2009), OECD (2003)
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comparison and adaptation of the cBF further supports that the ori-
ginal frame is a suitable concept to guide and sensitize research on
barriers on a detailed as well as more general level. As it was
pointed out, the comparison enables to allocate future research
themes, like the role of rewards as well as cross-national collabo-
ration in open E-Learning. In view of these points, the choice and
quality of the (contextualized) BF to guide and systemize research
on open E-Learning in the public sector can be supported (cf. Frank,
2006, pp. 52f., 55; Richter, 2014, p. 147f.).

The value of the contextualized Barrier Framework [cBF] in
applied settings is about to be evaluated by authors in the project
EAGLE (EnhAnced Government LEarning).9 The project strives to
develop an open and collaborative technology enhanced learning
platform across public administration sectors and in four European
countries. In this empirical context the BF is used to explore which
factors in the socio-cultural contexts of public administrations need
to be considered in open E-Learning projects. From the current state
of the project, the BF is found well equipped to guide the require-
ments engineering phase and point out which barriers are of priority
for the implementation of systems. Yet, it needs to be traced over
time how an applied cBF enhances not only exploratory but explan-
atory research about the introduction and use of open and collabora-
tive E-Learning systems.

One limitation of the study in this respect is that interventions
or more generally how to respond to barriers requires more elab-
oration. Recommendations from the studies in this paper can be
clustered to train the managers and tutors for a successful realiza-
tion of E-Learning platforms (Bere et al., 2013; Sannia et al., 2009).
Another cluster advises to keep expectations about implementa-
tion processes modest (Eidson, 2009; Gil-Garcia et al., 2007;
Langford & Seaborne, 2003). Not at last, recommendations focus
on the adaptation of E-Learning platform regarding the number
of users (Bere et al., 2013, 2014) as well as available courses and
materials (Conci & Bramati, 2007; Eidson, 2009; Langford &
Seaborne, 2003).

In the end, the results and discussions about the cBF allow to
support that the goal has been achieved to explore open and col-
laborative E-Learning in the public sector. We reviewed experi-
ences and lessons learned from studies in the sector so far and
correspondingly systemized which barriers are to consider in the
introduction, use and development of related projects. The contex-
tualized Barrier Framework for open E-Learning in the public sec-
tor can guide to develop and systemize research efforts about
current and future collaborative E-Learning environments. A set
of corresponding findings will contribute to validate the cluster
of barrier dimensions and will further refine insights of particular-
ities of the public sector. Experiences made in the project EAGLE,
for instance, will contribute to this aspect in the future.

6. Conclusion

The study has elaborated on barriers to the use and develop-
ment of open E-Learning in the public sector. A contextual Barrier
Framework has been developed which outlines more than 40 bar-
riers to consider in the organizational context, social and technical
dimension. As the research domain ‘open E-Learning in public
administrations’ is infancy, a broad reflection of underlying, and
received concepts in studies of related domains as well as in the
field of information systems has been made. Compared to previous
approaches, the contextualized Barrier Framework enables to sys-
tematically explore and understand which barriers may challenge
the implementation and use of open E-Learning in the public sec-
tor. Having the set of potential barriers in view can also lead to sys-

temize future investigations as well as the development of
interventions to facilitate the realization of open E-Learning pro-
jects. Further examination is needed in this respect, and will have
to focus on the cluster and nature of barriers as well as the clarity
of the concept and interventions.
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1. Introduction

This paper aims to explore barriers to open e-learning in public ad-
ministrations at the local government level. Lifelong learning is essential
to upgrade performance and innovate work processes in various sec-
tors. To increase organisational learning, training programmes in the
public sector are also subject to reform. However, e-learning and the
use of open educational resources (OERs) are not widely implemented
in public administrations. To advance the understanding of this issue,
this article explores which barriers prevent public employees' involve-
ment in open e-learning in selected European countries and provides
guidance for the implementation. This study advances the current
state of practice and research by conducting a cross-national analysis
of administrative barriers to open e-learning (cf. Bimrose et al.
2014:60; Chen 2014:464).1 Compared to e-learning in international

educational settings, the results shed light on a unique yet diversified
context. Beyond the studies on e-learning in public health and the mil-
itary sector (Bonk & Wisher 2000), this study focuses on core adminis-
tration contexts, which are often severely constrained in terms of
time, budget and technical resources.

One notable study on barriers to e-learning of public employees
even concludes that the benefits of e-learning might be ‘illusionary’;
flexible learning time, convenience of learning at theworkplace and col-
laborative interactions can hardly be achieved (Eidson 2009: 130 ff.).
Chen (2014:460) clarifies that these ‘innovative characteristics’ of e-
learning are important and shape the perceived effectiveness of pro-
grams. Is the situation as difficult as studies suggest? So far, most of
the research on e-learning in the public sector focuses on single coun-
tries (e.g. Langford & Seaborne 2003; Yang & Ruan 2007). Authors
therefore doubt the generalisability of the results (Chen 2014:463 ff.;
Eidson 2009:154 ff.,157).

This empirical study aims at contributing to close this research gap.
The main research question is as follows: What are the similarities and
differences in barriers to open e-learning across public administrations?
This paper presents the results of several focus group sessions and
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interviewswith public employees thatwere conducted in public admin-
istrations in four European countries. The results extend the
contextualised barrier framework [CBF] for open e-learning in public
administrations (Stoffregen et al. 2015), which can guide future re-
search in the domain. As the involved public administrations participate
in the EU project called EnhAnced Government LEarning2 (EAGLE),
practical implications of the results are also discussed. Overall, this arti-
cle thus advances both theoretical and practical considerations about
the development and use of open e-learning systems in public
administrations.

The article is structured as follows. Section 2 introduces the back-
ground of the e-learning domain in the public sector. Outlining the cur-
rent state of approaches to the phenomenon helps define the particular
topics to address. Section 3 discusses the researchmethodology and de-
sign. This section includes the empirical context and selection criteria
for the countries in this comparative study. Section 4 presents the re-
sults of this qualitative study. Both specific and common barriers across
administrations and countries are explained. In Section 5, the findings
are discussed in view of their practical and theoretical contributions to
the field. The conclusion in Section 6 summarises the most important
points.

2. Background of the empirical study: Barriers to open e-learning in
public administrations

2.1. Literature review: Current state of e-learning in the public sector

e-Learning in the public sector often refers to blended information
and communication technology (ICT)-supported training, meaning
that online sessions are combinedwith traditional face-to-face seminars
(cf. Bere et al. 2013:488; Chen 2014:456; Conci & Bramati 2007:82;
Hârţescu 2012:497). Open e-learning comprises related activities that
include the use of open-source technologies and OERs (cf. Stoffregen
et al. 2015). Most courses are launchedwith the aim of enabling lifelong
learning (e.g. Langford & Seaborne 2003:57 ff.), as well as saving costs
and increasing competitiveness (Bere et al. 2013:487; Conci & Bramati
2007:82). e-Learning has been available since 2000 (cf. Langford &
Seaborne 2003). However, studies on e-learning have not systematised
the lessons learned so far, for example, discussing implications of the
challenges in interventions or the design of programs. The reports are
of short length and focus on selected aspects (e.g. Hârţescu 2012;
Yang & Ruan 2007). Some of the challenges and salient topics are pre-
sented in this subsection.

From the range of goals for introducing e-learning, it appears that
the state andmeaning of e-learning have ‘interpretative flexibility’.3 Sim-
ilar to the private sector, both democratic (access to learning) and eco-
nomic rationales (cost savings and performance) are promoted (cf.
Remtulla 2007:10). A challenge is that managers do not seem to assess
the implications of these goals. As a result, the required investments for
introducing e-learning programs are uncoordinated and their imple-
mentation lags behind if expectations are not met (Langford &
Seaborne 2003:66). Phang et al. (2008) highlight the relevance of this
challenge for employees. If they have optimistic expectations about re-
forms, theymay take a positive role in the implementation (Phang et al.
2008:111). Phang et al. (2008) focus not only on organisational learning
in e-government projects but also on perceived e-learning effectiveness,
where expectations play a salient role (Chen 2014). Consequently, the
stakeholder expectations and the meaning and state of e-learning
should be assessed for the design of a holistic program.

Following Langford and Seaborne's (2003:65) study, another
challenge is the lack of knowledge and skills needed to engage in e-

learning. Familiarity with online practices is more generally a crucial
factor for successful adoption (Yang & Maxwell 2011:173). e-
Learning programs may aim at increasing digital competencies
(Bere et al. 2013:490), but learning contents should address training
needs in the form of dedicated curricula (Sannia et al. 2009:50). Pro-
grams should concentrate on professional advancement instead of
“[…] make[ing] up for knowledge opportunities missed at the time of
compulsory school education” (Sannia et al. 2009:50). To advance
and compare lessons learned across projects, it is important to obtain
information about the employees' familiarity with systems (Yang &
Maxwell 2011), their professional competencies and e-learning cur-
ricula (Sannia et al. 2009).

Further challenges relate to introducing digital platforms, which re-
quires institutional changes and resources. One related aspect involves
the process of coordinating training offers. Both systematised training
and coordination of knowledge-sharing processes in the public sector
are typically inadequate (Hazlett et al. 2008:62; Yang & Ruan
2007:575 ff.). Often, there is neither a dedicated process nor established
routines for transferring knowledge (Butler et al. 2008:264). Since e-
learning is conducted at the workplace, employees have difficulties in
balancing work processes and spending time for learning or knowledge
sharing due to their workloads (Bere et al. 2013:486; Hazlett et al.
2008:63; Langford & Seaborne 2003:65 ff.). As a result, how to integrate
e-learning into work processes needs further elaboration in different
contexts.

Another related challenge is the lack of facilitators and managerial
support. Both can have negative influences on the realisation of e-
learning and knowledge sharing (Hazlett et al. 2008:63; Langford &
Seaborne 2003:68 ff.; Sannia et al. 2009:51). Particularly in self-
regulated learning environments, employees need to be trained to
become tutors (Hârţescu (2012:497,499). Responsibilities and the
roles in collaboration should be designated anew (Bimrose et al.
2014:57,59). Group members need to know the goals and topics of dis-
cussions, and they require the means for collaborative activities. Such
boundaries offer a space to develop norms on how to share ideas and
knowledge.

Whywould information be shared? Stefanick and LeSage (2005:245
ff.) indicate that a dominant value in the public sector may be discre-
tion; “[…] one of a municipal official's most unforgivable sins is to ‘mis-
speak’ in public” (244). Bureaucracy and hierarchical structures may
override the interest to share information and work in teams (Hazlett
et al. 2008:61). Moreover, public sector values have recently changed
and may emphasise the competition for resources among employees
(Amayah 2013:455). Though contrasting with traditional public sector
values, competition can impede sharing behaviour aswell. Consequent-
ly, howandwhich kinds of collaboration and cultural norms shape the in-
troduction of e-learning today are salient questions to be answered and
compared across public sectors.

The last selected aspect is the role of policies. The Organisation for
Economic Co-operation and Development's (OECD 2003:3 ff.,15 ff.) re-
port on knowledge sharing supports the importance of regulations for
enabling or constraining practices. Legislative mechanisms should be
in place to facilitate exchange of ideas in collaborative projects (e.g.
Gil-Garcia et al. 2007). Nonetheless, which kinds of policies would
constrain (or facilitate) the use of open e-learning platforms remain un-
clear. Clarity is also needed regarding the role andnature of technologies.
Most studies report that e-learning offers are built on open-source prod-
ucts (Bere et al. 2014; Conci & Bramati 2007:83 ff.; see also Gallego et al.
2008 concerning the diffusion of open-source software), yet it is unclear
whether OERs (cf. Pirkkalainen & Pawlowski 2010) are used. In the
cases in Italy, learning objects may be shared and re-used (cf. Bere
et al. 2014:466; Conci & Bramati 2007:83 ff.), but more research is re-
quired to find out the technical facilities and (open) principles on
which open e-learning is built.

Overall, this brief reviewof existing studies highlights potential chal-
lenges and topics to evaluate when introducing open e-learning.

2 www.eagle-learning.eu.
3 ‘Interpretative flexibility’ stems from the social shaping of the technology school of

thought andmeans thatmultiple perspectives shape the path of evolving (technical) arte-
facts (Williams & Edge 1996:869).
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Similarities to organisational learning, knowledge management and
trends such as e-government can be perceived. However, given the
scarcity of generalised findings, the first question to be answered is as
follows: What are the similarities and differences in barriers to open e-
learning across public administrations? Except for a few studies (e.g.
Bere et al. 2014), most papers concentrate on single countries and as-
pects. To conduct a comparative study, the first step is to consider
how the findings could be systematically captured. One suitable ap-
proach is to review barrier studies, which are introduced in the next
subsection.

2.2. Improvement on current approaches focusing on barriers

Barrier studies systematically capture and cluster a range of chal-
lenges. In the context of public administrations, only a few examples
can be cited. One notable approach is used in Eidson's (2009) thesis,
which elaborates on a learning theory and practices in an e-learning
wilderness class. As a result, several barrier categories to consider for
e-learning design, including technical and pedagogical considerations,
are provided, among others. Since the study focuses only on a particular
program, Eidson (2009:153 ff.) raises doubts onwhether the challenges
can be generalised to other public administrations. This concern holds
true for other approaches (cf. Chen 2014:454 ff.). An exception is
Blindenbacher and Nashat's (2010) report about the framework they
developed for knowledge creation across public and private sectors on
a global scale. However, their framework provides guidelines for plan-
ning learning events instead of focusing on open e-learning challenges
(Blindenbacher & Nashat 2010:ch. 9,10).

What can be learned by focusing on barriers? Apart from concen-
trating on e-learning, the results from related trends can be ad-
dressed. Ebrahim and Irani (2005) elaborate on an e-government
architecture, with challenges associated with introducing different
features at the technical and organisational levels (among others).
Regarding e-government and organisational learning, relevant theo-
retical considerations can also be found (cf. Phang et al. 2008).
Emphasising knowledge sharing, Riege (2005) expounds on individ-
ual (23–25), organisational (25–29) and technical barriers (29–30)
in organisations. Inspired to advance the research approach to e-
learning in public administrations in this respect, Stoffregen et al.
(2015) synthesise lessons learned in various domains through a sys-
tematic review. The resulting CBF for open e-learning serves to guide
future research. It extends similar work (Pirkkalainen & Pawlowski
2014) on global collaboration, knowledge sharing and e-learning and
provides a reference for comparative studies on related topics. Barri-
er dimensions in the CBF address the contextual, social and technical
levels by providing categories and subcategories of challenges to
open e-learning (Stoffregen et al. 2015). In addition to the cited stud-
ies, the CBF hints about aspects that have not yet been systematically
addressed in e-learning studies, such as the role of rewards, collabo-
ration and the meaning of culture (Stoffregen et al. 2015:9).

Overall, barrier studies thus appear to be suitable for comparing the
introduction and use of open e-learning in different public administra-
tions. For the outlined topics (state of e-learning, policies and role of
OERs), the similarities and differences are systematically defined and
compared. In this regard, the methodological considerations are
outlined in the next section.

3. Research design

3.1. Research approach and strategy

As stated, open e-learning is understood as involving any situation
and activity that include or are related to the use of technologies and
OERs in the learning environment (Stoffregen et al. 2015). The OERs
are defined as digital artefacts that can be reused, revised, redistributed
or mixed with corresponding licences (Hilton et al. 2010:39–43;

Pirkkalainen & Pawlowski 2010). As the unit of analysis, a barrier is de-
fined as “[…] any challenge […] related to acting or working in a [specific]
setting” (Pirkkalainen & Pawlowski 2013:5).

The research strategy of the present comparative study follows an
abductive approach and is guided by an interpretive paradigm
(Carson et al. 2001; Douven 2013). The CBF (Stoffregen et al. 2015)
guides the inquiry and analysis as a conceptual, sensitising frame
(Blaikie 2010:118–119). However, instead of testing whether
predefined barrier categories apply, the goal is to understand differ-
ent socio-cultural contexts of public administrations and how their
characteristics shape the introduction of open e-learning. Corre-
spondingly, the categories and dimensions of the barrier frameworks
(BFs) guide the research but may be altered throughout the analysis.
In this manner, the abductive approach is also valuable for structur-
ing an exploratory, comparative approach while enabling an in-
depth analysis of a novel phenomenon (Carson et al. 2001:98 ff.,
108 ff.; Yin 2014:59 ff.).

The selection of cases follows the replication logic; selected
countries perform as multiple cases and constitute the unit of anal-
ysis, instead of considering the roles of multiple respondents with-
in these cases. This approach allows assessing whether the results
can be replicated, that is, observed (similar to experimental re-
search) (Carson et al. 2001; Yin 2014). The inclusion of each case
relates to its unique aspects and enables an enhanced understand-
ing from different angles (e.g. Carson et al. 2001:102). The coun-
tries are introduced with regard to the selection criteria in the
following section.

3.2. Introduction to the empirical context

To generate generalisable results, this study has included
Luxembourg, Ireland, Montenegro and Germany in its sample. Public
administrations at the local level are subject to different conditions
and characteristics. The state of e-learning ranges from established
programs (Luxembourg) to a low developmental level (Germany),
emerging (Ireland) and non-existent programs (Montenegro).
Correspondingly, the range of core e-learning actors is either clearly
defined (Luxembourg and Ireland) or distributed and unclear
(Germany and Montenegro). Public administrations in Ireland and
Montenegro face changes in training due to reforms, while reforms
are modest in Luxembourg and Germany.

More generally, the sample covers both centralised (Luxembourg
and Ireland) and federated structures (Germany and Montenegro),
with a high autonomy of individual municipalities in Germany. Based
on this sample, distinctions in the results can be assessed regarding
the state of e-learning, range of actors and state structure. Related con-
siderations are addressed in the discussion (Section 5).

To elaborate on similarities and differences in barriers to open e-
learning in different public administrations, an exploratory design has
been chosen. Conceptual inferences will be drawn. The implications of
the findings will also inform current practices, such as the EAGLE pro-
ject, which aims to improve learning conditions of public administra-
tions at the local level. Compared to existing e-learning platforms,
EAGLE develops a collaborative, open-source platform to enable the ex-
change of experiences and knowledge across public administrations. To
highlight this point, EAGLE is planning to introduce OERs in the training
of public employees. Hence, learning contents will be open in terms of
reusability (cf. Hilton et al. 2010) and may be created by public em-
ployees themselves. So far, none of the four countries offers public em-
ployees a similar training program. Current training programs appear to
be thoroughly prepared and managed by dedicated institutions and
consortia (see Table 1 and Blindenbacher & Nashat 2010:ch. 9; Eidson
2009:19 ff.). The barriers found in this study will thus inform projects
for the innovation of training and organisational learning in the public
sector.
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3.3. Data collection and analysis

Several focus group sessions and interviews were conducted with
public employees and key stakeholders, such as publicmanagers, leaders
and representatives of public sector institutions (Kitzinger 1994;Morgan
1997). Specifically, the participants were civil servants, administrative
staff, human resource managers, advisors, senior employees, mayors
and front-office or technical back-office employees (n=68). On average,
there were 6.5 participants in the workshops (focus groups), which
lasted about 2.5 h each. Overall, 32 municipalities, one district in
Ireland and one public academy in Germany were involved.

Based on the topics (as defined in the literature review) and the re-
sults of a pre-study in the EAGLE project, a set of questions was listed. A
coherent structure for conducting the workshops in the countries was
prepared to streamline the assessment. Table 2 summarises the overall
process and the main questions for the workshop.

Difficulties in scheduling the workshops were experienced in the
municipalities in Ireland and Germany. One reason involved personnel
constraints in the public sector; thus, public employees had no free
time to attend a meeting. Furthermore, the administrations in all four
countries were involved in organising elections for local government
authorities or the Parliament of the EuropeanUnion (EU). Nevertheless,
the participation rates of public employees across the countries were
equally high, except for Ireland. The limitations in this respect are ex-
plained in Section 5 (discussion).

Once the workshops were held, the results were documented in
four country reports and translated into English. The subsequent
analysis can be described as an interpretive content analysis
(Mayring 2010:98–101), including a pattern-matching technique
(Trochim 1989; Yin 2014:143–147). In this study, the patterns re-
ferred to the nature and meaning of the barriers that were found,
compared and synthesised among the country results and with re-
gard to the CBF (cf. Yin 2014:188). To secure intercoder reliability,
the country reports were analysed separately by workshop leaders
and an additional reviewer. Diverging perspectives were discussed
and resolved. With this iterative approach of analysing country
results regarding the CBF, content validity was strengthened. How-
ever, the quality of the findings is reconsidered in the discussion
(Section 5). The findings are presented in the following section.

4. Results of the analysis

4.1. Overview of findings and barrier dimensions

The analysis has led to defining similar and different barriers at the
contextual, social and technical levels (see Table 3). Contextual barriers

describe the challenges that emerge in time and space froma certain sit-
uation, organisation or task, such as e-learning. They are manifested in
artefacts such as laws, the workplace environment or sectorial struc-
tures. In contrast, social barriers focus on humans as the main subject
of inquiry and challenges. They relate to personal and group-related
perceptions, behaviours or characteristics from the national to the indi-
vidual level. Technical barriers constitute another dimension that relates
to technology characteristics, focus on artefacts and entities with digital
features, and address or require digital and electronic processes.

4.2. Dimension: Contextual barriers

In the contextual dimension, four barrier categories describe the
main set of differences and similarities among the four countries. The
first category relates to the barriers that constitute the lack of resources
to establish a learning environment. Beginning with the subcategory
lack of financial support, Luxembourg and Germany generally have bud-
gets to invest in training, while in Ireland and Montenegro, resources
are scarce. However, investment is generally subject to constraints. For
example, in Luxembourg, central learning programs are offered for
free, so additional programs may need to be paid for in advance. How-
ever, the Institution National pour Administrations Publiqué (INAP)
often pays for the costs if evidence for the usefulness and completion
of tasks is demonstrated. Except for Luxembourg, financial support
from central levels is more likely if a sufficient number of civil servants
(a criticalmass)will take part in the program. For small localmunicipal-
ities and special learning needs, this principle poses a constraint to the
establishment of learning activities. Two further subcategories are the
lack of space and lack of time to dedicate to learning activities. In all coun-
tries, the latter point is related to the high workload. The participants
highlight the importance of learning at the workplace and being given
the time to learn during work hours. Only in Germany do public em-
ployees show some interest in e-learning at home (for professional rea-
sons). Another subcategory that constrains the learning environment is
the lack of personnel. The turnover and rotation of employees reduce the
chance to participate in learning activities; considering the already un-
derstaffed situation, another colleague's time off from work to attend
the learning program would make the workload unmanageable for
the remainder of the employees. The final subcategory that hinders
the learning environment is the lack of learning contents in all four coun-
tries. Moreover, for the participants in Ireland andGermany, it is unclear
what OERs might be and thus whether related resources are available.
The lack of resources in Montenegro is further subject to language is-
sues, a point referred to again later.

The second category of contextual barriers refers to policy coordina-
tion or management by law. Its first subcategory is a set of constraining
regulatory frameworks. The countries share that e-learning has no

Table 1
Empirical context.

Country Sector characteristics State of e-learning Roles of recent reforms Core actors

Luxembourg Centralised, traditional
bureaucracy, small staffed
municipalities (b10) (EFI
2013b:1,4)

Right to learning, several programs,
e-learning among traditional
courses, e-courses not open (PGDL
2013, 2014) (EFI 2013b:11,13)

No recent radical reforms, no major changes
in the training sector (EFI 2013b:5 ff.)

Institution National pour Administrations
Publiqué (MGDL 2014), Syvicol, Ministry of
Civil Service and Administrative Reform
Inter-Communal IT Management Association
(EFI 2013b:1; EC 2014b:19 ff.)

Ireland Highly centralised
structures but involve
counties rather than
municipalities (CI 2014;
EFI 2013b:1)

Right to learning (Circular 23/2007
Government of Ireland, 2007),
e-learning is available, materials are
partly open (CSTDC 2011:17, 2014)

Incredible reforms (EC 2014a; EFI 2013a:6
ff.), new training framework, new training
methods, flexible work shifts, terms and
conditions of employment changed (e.g.
CSTDC 2011:8,14)

Local Government Management Services
Board; Department of Public Expenditure and
Reform; Civil Service Training and
Development Centre (CSTDC 2011:4; EFI
2013a)

Montenegro Ministries are
inadequately staffed (EC
2013:7 ff.,35)

Weak training system, no e-learning
(Dujić et al. 2006:18,32; RESPA
2008:47)

EU-association process (EC 2013:3), new law
for training (Dujić et al. 2006:16,24,34 ff.; EC
2013:8; RESPA 2008:45 ff.)

Human Resource Management Authority,
Regional School of Public Administration (EC
2014c; RESPA 2008:45)

Germany Separation of powers
(BMI 2009:10 ff.)

Federal and state training programs,
federal working groups (FHoeD
2014), e-learning also available but
not open

No new training laws (BLV §§ 6,46; BMI in
press), increasing demand for flexible,
self-responsible employees in terms of
knowledge improvement (BMI 2009:24 ff.)

Shared responsibilities among ministries or
dedicated institutions (FHoeD 2014)
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particular corresponding policy framework. E-learning offers would
thus need to be interpreted within the (often unfamiliar) training regu-
lations. Due to the open character of the resources, the participants are
concerned about intellectual property rights (IPRs), the authorship reg-
ulation of OERs and content reliability. Established lawsmay counteract
reforms, for instance, policies that regulate knowledge management
and information exchange, bringing your own device (BYOD) to work
(Montenegro and Germany), and accessibility regulations (Ireland).
The second subcategory of barriers to the implementation of open e-
learning constitutes the uncoordinated implementation efforts and relat-
ed reforms. Research has emphasised that reforms are weakly commu-
nicated throughout the countries and administrative sectors. For
example, in Ireland, the participants report the perceived lack of policies
to coordinate learning. However, due to recent reforms, the policies are
actually in place. In Montenegro, the lack of policies for open data is
mentioned by the workshop participants as well although the country
is about to associate itself with the Open Government Partnership
(OGP).4 Similarly, the public employees in Germany state that no plat-
forms for e-learning in the public sector are in use yet; however, several
applied universities for the public sector offer resources and guidance.

Apart from the lack of communication and awareness about reforms,
changes and reforms are handled reactively (e.g. Luxembourg and
Germany). Public administrations at the local level have not yet imple-
mented a systematic change management process, which should align
the efforts to introduce e-learning in the sector and facilitate the imple-
mentation. The lack of systematic change is combined with the subcat-
egory organising training offers. There tends to be no process of
informing stakeholders about available training programs (e.g.
Luxembourg and Ireland). Information brochures were distributed in
Luxembourg, but this medium did not reach the interested learners. Fi-
nally, related to the lack of organisation of training offers, training needs
assessments are not regularly performed at the local level, and the re-
sults are not transferred to the responsible institutions (e.g.
Luxembourg and Montenegro). Another subcategory of barriers with
the hindsight on training systems is the lack of rewards. In all four coun-
tries, the participants perceive a disconnection between learning efforts
and career promotion. Except for Luxembourg, there is often no
established performance-based reward system, and an accreditation
mechanism is absent in all four countries. This subcategory includes
providing feedback and recognition to individuals who make the effort
of organising and completing a training program.

The third barrier category involvesmanagerial practices in the public
sector. Its first subcategory is the role of the hierarchy. For example, in
Montenegro, the participants require official approval to share informa-
tion. In Germany, employees generally welcome the opportunity to
share knowledge but show some preference for discussing issues with
their superiors instead of colleagues. Hence, centralised communication
flows may impede open sharing on platforms. Another subcategory is
the lack of leadership in reforms. In Luxembourg, Montenegro and
Germany, the lack of tutors and positions is criticised in terms of who
would be assigned to coordinate learning programs. The workshop par-
ticipants in all four countries further claim that political support is im-
portant to step up reforms but has not been provided for learning
efforts so far.

The final category of barriers involves the perceived technological fit
of tasks and reforms, such as e-learning. As its first subcategory, the sus-
tainability of technical artefacts and reforms should be highlighted.

Table 2
Overview of focus group workshops.

Phase Step Description/set of questions

Welcome and
introduction

1. Awareness building Introduce EAGLE. Build awareness of
e-learning and OERs in public
administration. Depending on the
audience, present an introduction to
OER and e-learning. Good practices,
as well as organisational and
individual benefits, could be
presented.

2. Introduction of
participants

Ask each workshop participant to
briefly introduce his or her
institution/department and describe
his or her expectations regarding the
workshop. Introduce the nature of
focus groups, including ethical and
procedural conditions, to
participants.

Group
discussion

3. Understanding the
context

Explain why it is necessary to
understand the general situation of a
public administration
authority/organisation/department
for EAGLE. The main contextual
factors may be policies, guidelines or
incentives, for example.

4. Requirements/Barrier
analysis

Explain the discussion plan (topics)
and begin asking questions. Ask the
participants to discuss the main
categories of the context (or specific
situations). Ensure that in case a
related project is mentioned, barriers
within this project are discussed.

5. Set of overall
questions

Status of e-learning –What is the role
of (e-) learning in your organisation?
Policy –What are the key policies and
conditions for (e-) learning in your
organisation?
Projects – What are the key projects
related to the use of technology in
(e-) learning?
Processes – What are favourable
learning/training methods from your
perspective?
Roles – Which roles do you and your
colleagues play in the (e-) learning
processes?
Knowledge – What are the main
skills needed to realise online
learning?
Curricula – What are the current
schemes for (e-) learning/career
development in your organisation?
Culture and collaboration – Are you
comfortable with sharing knowledge
or discussing questions that arise
during work?
Technology – Can you describe which
technologies and programs you use in
your workplace?

Refining
results of
the
discussion

6. Intervention
prioritisation

For each barrier, solutions
(interventions) should be discussed
and prioritised. Be sure to relate the
barriers/interventions to the
interventions proposed by EAGLE.

7. Scenario/action
planning

Depending on the available time,
scenarios and actions should be
discussed. Ask for scenarios on how
EAGLE could advance the current
learning situation in the workplace.

Closure 8. Outline of follow-up Debrief the participants and outline
the follow-up procedure, consisting
of data analysis and upcoming
workshops in the project.
Deepen knowledge through
interviews (following the workshop)
with at least three key stakeholders.
Announce that another event at the
end of the analysis will follow to

Table 2 (continued)

Phase Step Description/set of questions

show the results and success
stories/examples.

4 When associating with the OGP, its requirements should be fulfilled (www.
opengovpartnership.org/how-it-works/eligibility-criteria).
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Except for Ireland, all the participants have critical concerns about the
maintenance of the platform and learning resources. This issue is espe-
cially important in the case of an open platform,which is primarily built
from the contributions of its users. The second subcategory is the general
aversion to the quest for evidence-based success of e-learning. The partic-
ipants in Luxembourg and Montenegro outline their reservations in
shifting to e-learning. The German and Luxembourgish participants
are critical about the additional benefits and have asked to streamline
existing offers with a novel training initiative.

4.3. Dimension: Social barriers

Several challenges and differences have been found in the dimen-
sion of social barriers (see Table 5). For the first category, characteristics
at the national level, one major subcategory that appears is the role of
language. Luxembourg has three official languages, one of which (Ger-
man) it shares with Germany. Germany has two regions with two offi-
cial secondary, minority languages (Danish and Sorbian), but every
civil servant in public administration masters German. Ireland and
Montenegro have no shared set of languages with the other countries
in this study. Collaboration may thus be impeded due to linguistic
diversity.

For the category characteristics at the organisational level, three sub-
categories have been found. One is the role of the common understand-
ing of the meaning of open content, the sharing and conduct of
knowledge exchange. Interestingly, the participants across all depart-
ments and countries tend to share a similar perspective. This first sub-
category reflects a shared learning paradigm. Gathered information
should be immediately applicable. Furthermore, learning is less valued
than executing daily work tasks and thus less accepted among col-
leagues. Related to this, the participants tend to similarly describe the
relevance of training content for work activities as a requirement to
start learning. Relevance is associated with topics (contents) that pro-
vide applied and practice-oriented solutions to improve daily work.
Norms that shape interactive learning are also considered relevant by
the public employees. When they imagine collaborating with foreign
civil servants, the participants in Luxembourg wonder whether the
sameunderstanding of privacy (ethics)would be shared. Two examples
are spamming e-mail accounts and providing feedback (comments)
about created learning contents (OERs). The second subcategory is the
lack of encouragement to share knowledge and to collaborate with
others. Except for the German participants, the others mention the
lack of feedback that needs to be remedied. The third subcategory is
the role of current organisational routines in collaborating and learning.
The participants cite the lack of knowledge sharing within their respec-
tive institutions and across the public sector. The current routine is
based on informal sharing of information and is a voluntary practice.
Correspondingly, the idea of a compulsory e-learning program is
rejected. An activity that would allowmonitoring and control of perfor-
mance would not be part of the public sector culture.

Another category is the role of individual concerns. Itsfirst subcatego-
ry is socialisation, which describes concerns about losing ties and

communication with colleagues (when transferring training activities
online). Except for Ireland, the participants mention that personal ties
and relationships are essential for exchanging information. Digital ex-
change is perceived as impersonal, so there is concern about whether
e-learning is an appropriate mode of knowledge exchange among indi-
viduals. Closely relatedwith this issue is the second subcategory,misun-
derstanding due to loss of information richness. In Luxembourg, the
participants are concerned that clarification of understanding is difficult
to communicate; similarly, disagreements in online forumswill be diffi-
cult to solve via technical means. The participants in Montenegro indi-
cate that they will also feel uncomfortable if they have to openly
disclose online that they havemisunderstood something. Finally, sever-
al individuals express their reservations concerning self-regulated learn-
ing. Their perceived required efforts for the new learning trend, such
as increased personal discipline and integration of learning sessions
into their daily work practices, are met with low motivation or scepti-
cism (Germany and Montenegro).

Last but not least, a category refers to the perceived value of informa-
tion. The lack of mutual trust in information exchange among colleagues
is one subcategory. There is concern about the reliability of the informa-
tion provided by colleagues. Another subcategory is the concept of infor-
mation and knowledge as power. In Germany, some participants point
out that the perceived competition among municipalities might reduce
the willingness to collaborate in a few fields of knowledge.

In Table 5, another category elaborates on the quality of information,
which is less oriented towards human interaction andmore towards the
characteristics of transferring information. This point relates to issues of
trust in digital information and virtual contact raised by public em-
ployees in Germany and Ireland. The second subcategory comprises
the methods to increase trust when assessing information. Germany and
Luxembourg require that access to and production of informative re-
sources be regulated. Furthermore, the rating of open contents is
demanded to easily assess whether these are valuable (Luxembourg,
Ireland and Germany).

The sixth and seventh categories in the social dimension are the role
of ICT skills and the lack of knowledge about open e-learning, respective-
ly. Thefirst subcategory of the sixth category refers to the low level of ICT
skills and lack of objective assessment of the competencies (all countries).
The seventh category addresses the subcategory low familiarity with and
awareness about OERs, which includes understanding of the meaning of
openness (Ireland, Luxembourg and Montenegro). This barrier appears
to reflect the non-coordination of relevant reforms in the sector. The
second subcategory is the low familiarity with technical practice. In all
four countries, only a few civil servants have ever practised e-learning.

Finally, a category in Table 5 is the role of cognitive backgrounds. One
subcategory is the diversity of backgrounds. The participants in
Luxembourg and Germany explain that the diversity of administrative
processes is a reason for low collaboration, particularly across national
boundaries. Moreover, theMontenegrin participants note possible diffi-
culties in collaborating with one of the other three European countries.
Another subcategory pertains to the differences in curricula. The German
participants argue that collaboration across national boundaries only
makes sense if learning topics are broad. Examples are soft skills or EU
projects, while specific topics such as administrative processes are per-
ceived as national matters. In Luxembourg andMontenegro, public em-
ployees require that contents and learning groups be separated
according to job specifications. The Irish participants have a contrasting
perspective on this point. They explain that specific learning contents
are not helpful since job rotations require transverse skills and general
knowledge to cope with varying demands.

Apart from qualifying how backgrounds constrain collaboration, a
similarity is found regarding the orientation by experts. Particularly,
the participants in Luxembourg and Germany emphasise that learning
will succeed if experts convey and share information. Another subcate-
gory that the participants in all four countries mention concerns the
geographic boundaries in relation to collaborative learning. Current

Table 3
Overview of barrier categories.

Barrier
dimension

Categories

Contextual Lack of resources, managerial practices, management by law (policy
coordination), perceived technological fit

Social Characteristics at the national level, value of information, digital
divide, characteristics at the organisational level, quality of
information, cognitive backgrounds, individual concerns, ICT skills,
lack of knowledge

Technical Availability, technical and conceptual differences, perceived
functionality, interoperability, privacy and security, usability and
system quality
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and forthcoming collaborations are shaped by spatial proximity. Physi-
cally close municipalities can easily collaborate (Luxembourg and
Montenegro), but doing so with more distant municipalities, including
those separated by national borders, is considered doubtful. Therefore,
the contents in the search process for an e-learning platform should
also represent sources according to the spatial proximity between
municipalities.

The ninth andfinal category is the role of the digital divide and its sub-
category demographic challenges. In Luxembourg and Germany, the
older participants appear to be less interested in learning, due either
to their approaching retirement or, as qualified by theMontenegrin par-
ticipants, not being digital natives.

4.4. Dimension: Technical barriers

In the dimension of technical barriers, one category is the availability
of technical resources. One subcategory is the shortage of appropriate in-
frastructure and software. In Luxembourg and Ireland, availability of the
Internet depends on the job position. People working outdoors have no
fixed workplace and access to the Internet. In Montenegro and
Germany, facilities may be shared, depending on the job conditions, so
employees have to arrange for their use of the facilities. Only a few par-
ticipants in Luxembourg have smartphones for official use; phones are
neither provided as a general means of communication nor for health
and safety purposes (depending on the job profile). Concerning Internet
facilities, another aspect is the lack of broadband. The participants in
Montenegro and to some degree, in Germany, claim that they only
have access to low bandwidth and weak connections, which would
hamper the use of e-learning facilities.

Another category involves the interoperability among platforms. In
Germany and Ireland, a heterogeneous landscape of multi-platform set-
tings is mentioned as a barrier for integrating shared or coherent sys-
tems. As a result, the lack of interoperable applications is named as a
barrier, too.

With the subcategory lack of documentation of the digital systems in
Luxembourg, another category has been added – the influence of tech-
nical and conceptual differences in the public sector. Together with the
information about interoperability and bandwidth capacity of munici-
palities, however, the lack of documentation of the systems should be
qualified on behalf of more direct questions and research in the future.

More specific findings have been assigned to the category
concerning privacy and security provisions and particularly, the role of re-
liable and secure networks. The Luxembourgish participants call for the
development of a closed system; similarly, the German participants de-
mand allowing e-learning systems to operate on state networks. Other-
wise, as cited by the Luxembourgish and Montenegrin participants,
Internet Protocol addressmight be subject to restrictions and thus be in-
accessible to employees over the long term. Concerning the security of
technical systems, the role of security standards and rules is also men-
tioned as a potential challenge for the introduction of new open
systems.

Another category is the perceived functionality of the systems. One
subcategory is the technical restriction of access. The Luxembourgish
and Montenegrin participants ask for technical solutions to restrict ac-
cess to and use of the resources and platform. Another subcategory
raised with regard to e-learning is the tracking of data. The German par-
ticipants express interest in tracking achievements and the time spent
in learning. At the same time, there is aversion by other German partic-
ipants towards evaluation of work performance including how long
each person has stayed online.

A final category is the usability of applications and system quality. One
subcategory is the perceived interface usability. Both the display of re-
sources and resource allocation should be specified for the relevant (na-
tional) context. A further subcategory is the role of bugs in the system. In
Germany and Ireland, the workshops show that devoting additional
learning efforts to acquire the ability to handle the platform would

have a negative influence on taking up a novel system. An overview of
the findings is provided in Table 6.

4.5. Summary of the comparison

Beginning with similarities, the first surprising point is that more
common barriers are reported than unique ones. Hence, public em-
ployees in different administrations and at varying levels perceive sim-
ilar barriers to the introduction of an open e-learning platform but less
country-specific challenges. An important point is that the barriers ap-
pear in different administrations despite their distinct characteristics
(Table 4), as illustrated in this paragraph. First, irrespective of the role
of recent reforms, public administrations at the local level have often
not yet established a strategy for providing training. Second, in this re-
gard, having highly centralised (Luxembourg) or federated structures
(Germany) or being in constant restructuring processes (Montenegro)
seems tomake no difference in whether training offers (from dedicated
institutions) are well communicated across levels and known by public
employees at the local level. Third, despite the small-staffed municipal-
ities in Luxembourg, no lack of personnel for replacing colleagues is
highlighted in this context. Due to reforms in Ireland and Montenegro,
as well as in Germany, the challenge concerns the perceived barriers
to the introduction of open e-learning. Despite these and other similar
barriers, simply providing an open e-learning system will not result in
collaboration. The perceived barriers may impede the development
and use of an open e-learning system across diverse contexts. However,
facing a set of shared barriers may allow designing a targeted interven-
tion and a collaborative solution across several public administrations.

In terms of differences, a unique aspect in Germany involves one par-
ticipating municipality's concerns about collaboration due to the com-
petition among administrative levels. A priority for public employees
in Germany is the need for short-term success stories showing the ben-
efits of e-learning to secure political support and financial investment.
In Luxembourg, a unique wish is to have OERs validated either by a
centralised, government-supported institution or a team of municipal
employees. It would ensure the adequate quality of OERs without
legal infringements as well. A priority in Luxembourg is to integrate
an open e-learning platform (such as EAGLE) technically and conceptu-
ally into the existing program and training system. In Ireland, the cur-
rent job rotation in times of reforms seems to impact the learning
needs. Compared to the administrations in the other countries, specific
expertise and knowledge are not of interest but general, transverse
skills. A priority defined in Ireland is to further establish mechanisms
to store knowledge and avoid its loss when employees rotate positions.
In Montenegro, insufficient basic infrastructure capacities are perceived
as constituting a main barrier to overcome. The role of regulatory

Table 4
Overview of contextual barriers.

Dimension: Contextual barriers

Category

♦ Subcategory

Lack of resources

♦ Lack of financial
support

♦ Lack of space
♦ Lack of time
♦ Lack of personnel
♦ Lack of contents

Managerial practices

♦ Hierarchy (organisational struc-
ture)

♦ Lack of leadership in reforms

Category

♦ Subcategory

Management by law
(policy coordination)

♦ Constraining regula-
tory frameworks

♦ Uncoordinated im-
plementation

♦ Lack of organised
training offers

♦ Lack of rewards

Perceived technological fit

♦ Sustainability of technical arte-
facts

♦ General aversion to the quest for
evidence-based success
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frameworks for learning is prioritised as ameans of introducing an open
e-learning platform such as EAGLE. Moreover, the Montenegrin partici-
pants admit their lack of interest in contributing to a collaborative plat-
form. Before they would contribute or participate, knowledge should
first be transferred from other countries.

Overall, similar barriers are found, but the priorities vary among the
four countries. These priorities range from basic technical and legal infra-
structure concerns (Montenegro) and the demand to provide more con-
crete evidence of the need for and benefits of OERs (as means of political
argumentation in Germany) to issues of the nature of open contents
(such as the kind, quality and validity of contents in Luxembourg,
Germany and Ireland). The next section discusses these rich results and
implications from different perspectives.

5. Discussion

In the public sector domain, previous studies havemostly focused on
single countries. Following this present study, various barriers that are
perceived in public administrations at different levels, and in several
countries can nowbe assessed. Somepriorities are discussed and results
are compared with regard to the unique characteristics of the public
sector in each country. This approach extends previous findings, for ex-
ample, about the challenges to collaboration. Public employees wonder
whether their peers in other administrations and countries have similar
ideas about the quality of contents of open e-learning or the criticism of
others regarding their contributions. Quality is related to the adequacy
and accuracy of the contents, a principle and a value shared by superiors
and experts. Another insight relates to the role of management. Commu-
nication about and coordination of available programs are found to be
weak across different administrative levels. At the same time, thepartic-
ipants demand that new offerings be integrated into existing training
programs to ensure that learning efforts are officially accepted and
rewarded. The role of rewards or connecting career and learning efforts
has been discussed ambiguously in previous literature (Amayah
2013:463 ff.; Yang &Maxwell 2011:173). In this present study, rewards
appear to constitute a positive, motivating factor as long as the

programs are not mandatory or the activities on the platforms are not
tracked. The findings encourage further research about this topic. Ex-
perimental and exploratory approaches could be used to gain deeper in-
sights, such as the recommendations of Yang and Wu (2008). The
authors elaborate from a game-theory perspective how “[…] different
organizational incentives [can be used] to promote knowledge sharing in
an organization” (Yang & Wu 2008:1129). The roles of policies, current
initiatives and collective capability aremodelled andmayprovide direc-
tions for public-sector research.

Following the results of this present study, Yang and Wu's (2008)
approach may offer further insights. Several barrier studies were con-
ducted in the domain of international educational contexts (Pawlowski
et al. 2014; Riege 2005). This present study allows comparisons of the
findings for different (educational, public, private) sectors as well. For
example, in public administrations, the role of laws and regulations has
gained importance. However, IPR and OER licences raise concerns in ed-
ucational settings, too (Pirkkalainen & Pawlowski 2013:12). For exam-
ple, users said: “I am not sure about the licensing details. I don't want
to share resources that someone else own rights to etc. (IPR issues in
general (intellectual property rights))” (Pirkkalainen & Pawlowski
2013:13). The claims to regulate (i.e., allow spending) the time for
learning and to resolve potential conflicting policies (such as BYOD)
are also mentioned. The importance of regulations for knowledge
management-related practices was previously known (OECD 2003),
but this present study allows qualifying that legal frameworks at both
national and local levels guide public employees and may become per-
ceived barriers. Due to this, further research on the unique effect of red
tape in the public sector on open e-learning should be conducted in the
future across different public administrations. Another example is the
role of responsible persons in coordinating open e-learning activities. Al-
though the use and creation of OERs build on self-regulatory learning
activities, the roles of tutors and people who validate the coherence
and accuracy of efforts and programs are emphasised as important in
most public administrations. However, the coordinating position is ei-
ther vacant or the responsibilities are not attached to the position, or
the person responsible does not perceive coordination as important.

Table 5
Overview of social barriers.

Dimension: Social barriers

Category

♦ Subcategory

Characteristics at the national level

♦ Role of language

Value of information

♦ Lack of mutual trust
♦ Concept of information and knowledge as power

Cognitive backgrounds

♦ Diversity of backgrounds
♦ Differences in curricula
♦ Orientation by experts
♦ Geographic boundary

Category

♦ Subcategory

ICT skills

♦ Low level of ICT skills
♦ Low level of objective

assessments

Quality of information

♦ Characteristics of transferring information
♦ Methods to increase trust when assessing

information

Individual concerns

♦ Socialisation
♦ Misunderstanding due to loss of information richness
♦ Reservations concerning self-regulated learning

Category

♦ Subcategory

Digital divide

♦ Demographic challenges

Lack of knowledge about open e-learning

♦ Low familiarity and awareness
♦ Low familiarity with technical practice

Characteristics at the organisational level

♦ Lack of common understanding
♦ Lack of encouragement to share knowledge and collab-

orate
♦ Organisational routines

Table 6
Overview of technical barriers.

Dimension: Technical Barriers

Category

♦ Subcategory

Availability of technical resources

♦ Shortage of appropriate infrastructure,
software

♦ Lack of broadband

Technical and conceptual differences

♦ Lack of documentation (including concepts, references and
taxonomy)

Perceived functionality

♦ Availability (visibility) of tracking
data

♦ Technical restriction of access
Category

♦ Subcategory

Interoperability

♦ Multi-platform settings
♦ Lack of interoperable applications

Privacy and security provisions

♦ Reliable and secure networks
♦ Role of security standards and rules

Usability and system quality

♦ Perceived interface usability
♦ Bugs in the system
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This situation may reflect that learning in public administrations, com-
pared to educational institutions, is not the primary goal and means of
work; correspondingly, learningmay be less valued than daily work ac-
tivities (cf. Eidson 2009:47). As a result, guidelines should be provided
to a coordinator in public administration at the local level to shift the co-
ordination of e-learning and advanced education from the sidelines to
the main tasks to be fulfilled.

The methodological and theoretical implications of this cross-public
administration study address the level of analysis for future studies.
Comparisons at both the country level and across administrations
have been made. At the country level (as presented in Table 4), vari-
ances of responses and perceived barriers can hardly be observed. How-
ever, at the administrative level, nuances could be clarified as described
in the reported analysis. Both in the educational context (Richter &
Adelsberger 2012) and the public-sector domain, there are discussions
about which level of aggregation is best suited to explore differences.
For instance, the results indicate that the national level may be appro-
priate for distinguishing betweenGerman andKoreanhigher education,
but variances within sectorial results increase understanding (Richter &
Adelsberger 2012:14). For western European countries and public ad-
ministrations more specifically, Beuselinck et al. (2007:105) indicate
that a more granular approach than the national level is needed. The
empirical findings in this present study suggest a granular approach at
the administrative level to make meaningful differences, particularly
since this study focuses on public administrations at the local level.

Another implication for future studies comes from the experienced use
and contextualisation of the BFs (Pirkkalainen & Pawlowski 2013, 2014;
Stoffregen et al. 2015). Theywere adapted to the context of public admin-
istrations and applied in the requirements analysis for the EAGLE project.
The rich insights into the challenges in Luxembourg, Montenegro, Ireland
and Germany suggest that the BFs guide an exploratory research into the
public-sector domain. The categories and subcategories in the CBF have
generally been supported by the empirical findings in all four countries.
This suggests that the previous categorisation of the CBF can be corrobo-
rated. On one hand, both for single and comparative cases, the frame-
works thus appear to be suitable for systematically evaluating
similarities and differences of barriers in the public sector. The authors
have clearly stated that the empirical findings have led to the redefinition
of the meaning and relevance of several categories. For example, the fi-
nances category indicates not only a limited budget per se, which reduces
investment in e-learning, but also restrictive principles to be considered
in implementation designs. Hence, the BF (Pirkkalainen & Pawlowski
2014) and CBF (Stoffregen et al. 2015) serve as sensitising frameworks5

that are valuable to guide and be adapted throughout an exploratory ap-
proach. On the other hand, the latest methodological recommendations
in information system research can be supported. Instead of concentrat-
ing on single concepts and factors, a more granular view in terms of sub-
categories should be sought. For example, Vaccaro et al., 2010
recommend taking different roles,meanings and perspectives of informa-
tion technology into account instead of understanding ICT as a standalone
factor (2010:1086). Since previous studies in the field have not common-
ly been oriented towards particular concepts or analytical frames, the CBF
could be used, corroborated and validated in the future.

In terms of practical implications, the findings allow recommending
managerial actions to implement open e-learning. First, the range of
subcategories of barriers indicates that interventions need to be de-
signed for overall barrier categories, such as managerial coordination
or perceived technological fit. Second, the similarity of perceived bar-
riers across countries indicates that good practices should be shared to
see which interventions can be placed across contexts. However, em-
ployees in different administrations also differed in their rating of
barrier-priorities (i.e., which challenges need to be resolved in the first
place). Hence, managers need to be sensible which interventions are

suitable on site, for example, to distribute responsibilities to coordinate
learning programs among colleagues.

In this vein, a third point is that managers have to raise awareness of
such (coordinating) roles and learning activities. It is critical for success
that employees learn about the possibilities and benefits of e-learning,
including its short-term advantages and efforts, In this respect, findings
also call public managers to be self-reflective; in different public admin-
istrations employees require superiors to provide active support and
symbolic encouragement. Public managers should engage with and co-
ordinate activities of employees in the beginning of open e-learning
while public employees have to be free in organizing their learning ac-
tivities independently in the long run. Compared to previous studies
about learning and knowledge management in the public sector, these
findings generatemultiple and rich insights onmanagerial implications.
Before, only separate aspects were addressed such as the distribution of
roles or the presence of tutors (e.g. Bimrose et al. 2014; Hârţescu 2012).
Altogether, this study advocates taking a holistic, integrated managerial
perspective and particularly asks for future exchange about how the dif-
ferent perceived barriers interrelate and may be overcome through a
comprehensive approach.

5.1. Limitations of empirical assessment

In view of defining interventions, one limitation of this study is that
the results and decisions about interventions cannot be further discussed.
Moreover, the guidelines for applying the BFs, oriented towards the ex-
periences in the EAGLE project, for example, should be more specifically
documented for future research. The goal is to further assess the CBF and
offer an empirically validated tool that can inform and structure the re-
search about open e-learning in public administrations.

The evaluation of the findings shows that fewer participants from
the Irish context are included in the study. Moreover, the range of Ger-
man municipalities covers the western part of the country. For the civil
servants in Luxembourg andMontenegro, representativeness can be as-
sumed. Overall, however, there is limited generalisability of the results
for all public administrations in the four countries. Nevertheless, com-
paring the findings with the CBF suggests that the assessment unveils
awide range of barriers. The bias in terms of neglecting a number of bar-
riers therefore appears to be limited.

Compared to other studies that focused on single countries (e.g.
Chen 2014), this empirical study is more sensitive to the variations of
similarities and differences across the four countries. Since the catego-
ries of the CBF fit very well and further build on empirical studies in
Italy (Colazzo et al. 2009), as well as in Brazil and Romania, among
others (e.g. Bere et al. 2014), generalisability across the investigated na-
tional borders is assumed. Since the list of barriers differs to thosemade
for global, educational contexts (Pirkkalainen & Pawlowski 2010), find-
ings appear to be specific for public sector domains. However, further
empirical research is clearly required to qualify for the overall represen-
tativeness of the findings.

6. Conclusion

This article has reported a comparative study of the barriers to open
e-learning in public administrations at the local level in Luxembourg,
Ireland, Montenegro and Germany. The results from the empirical anal-
ysis have been presented and discussed. Both similarities and differ-
ences have been highlighted across the administrations of the four
countries, as well as for their respective barrier subcategories. Conse-
quently, this study offers a detailed answer to the research question
(What are the similarities and differences of barriers to open e-
learning across public administrations?).

Apart from the preceding discussion, the main findings to highlight
are the role of managerial support and coordination of training pro-
grams. Despite the available information about existing programs,
there is minimal awareness about available e-learning offerings at the5 The term is further explained by Blaikie (2010:118–119).
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local level. Another aspect is the linguistic diversity across public admin-
istrations at the local level and in the four countries. This finding has
practical implications since the tools for collaborative learning activities
will need to enable multi-lingual translations. In spatial terms, the dis-
tance between communities also emerges as a perceived barrier and
should be reconsidered in forthcoming interventions to introduce e-
learning projects. Not the least, knowledge about benefits and short-
term successes need to be conveyed to public employees and stake-
holders to increase their confidence and interest in the innovative and
collaborative training mode of open e-learning.

Besides the practical implications, the orientation towards the CBF
has been discussed. Applying the conceptual framework in an empirical
context shows that previous categories can be supported. Hence, the
CBF appears to be valuable for systematising the inquiry about the phe-
nomenon of e-learning in the public sector. At the same time, the cate-
gories are descriptive and require further explanation and evidence of
their representativeness. Project discussions about the application of
BFs and related guidelines should also be discussed further. For exam-
ple, the frameworks do not exhaustively capture detailed technical
and pedagogical requirements.

In conclusion, this study has shed some light on the range of barriers
to open e-learning in public administrations across different countries.
Nonetheless, much work remains to be done. Scaling up the descriptive
barrier categories into an explanatory model, as well as answering how
the range of shared and distinct barriers can be overcome by interven-
tions, are salient research interests for the future.
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Appendix A

List of acronyms

BF barrier framework.
BLV Bundeslaufbahnverordnung (state professional career

regulation).
BMI Bundesministerium des Inneren (Federal Ministry of the

Interior).
BYOD bring your own device.
CBF contextualised barrier framework.
CI citizen information (website).
CSTDC Civil Service Training and Development Centre.
EAGLE EnhAnced Government LEarning.
EC European Commission.
EFI European Foundation for the Improvement of Living and

Working Conditions.
EU European Union.
FHoeD Fachhochschulen des öffentlichen Dienstes [Universities of

applied sciences for public administration].
ICT information and communication technology.
INAP Institution National pour Administrations Publiqué (national

institute for public administrations).
IPR intellectual property right.
LGMSB local government management services board.
MGDL Ministère de l'interieur, Grand-Duché de Luxembourg (Min-

istry of the Interior).
OECD Organisation for Economic Co-operation and Development.
OER open educational resource.
OGP open government partnership.
PGDL Portail de la Fonction publique Grand-Duché de Luxembourg

(web portal of the public sector).
RESPA regional school of public administration.

Syvicol Syndicat des villes et communes luxembourgeoises. (associa-
tion of Luxembourg's cities and communes).
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The goal of this paper is to define relevant barriers to the exchange of Open
Educational Resources in local public administrations. Building upon a cul-
tural model, eleven experts were interviewed and asked to evaluate several
factors, such as openness in discourse, learning at the workplace, and su-
perior support, among others. The result is a set of socio-cultural factors
that shape the use of Open Educational Resources in public administrations.
Significant factors are, in this respect, the independent choice of learning re-
sources, the spirit of the platform, the range of available formats and access
to technologies. Practitioners use these factors to elaborate on the readi-
ness of public administrations towards the use of open e-Learning systems.
To academic debates on culture in e-Learning, the results provide an alter-
native model that is contextualized to meet the demands of public sector
contexts. Overall, the paper contributes to the lack of research about open
e-Learning systems in the public sector, as well as regarding culture in the
management of learning and knowledge exchange.

Keywords: open educational resources, public administration, mixed-method,
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Open E-Learning in the Public Sector

The goal of this paper is to elaborate on the cultural factors that shape the
exchange of Open Educational Resources (OER) in local public administra-
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tions. The exchange of information and knowledge usually raises concerns
about privacy and power relations. Open e-Learning builds upon those activ-
ities and beyond, and requires public employees to adapt contents for per-
sonal learning means. While the factors that shape the use of OER apart
from privacy and power are well known in several contexts, research in the
public sector has not advanced. Studies have been conducted on e-learning
barriers for single courses (Eidson, 2009) across European countries (Stof-
fregen et al., 2016) and continuous use intention (Pereira, Ramos, Gouvêa,
& da-Costa, 2015). Yet, no joint theoretical and empirical approach is avail-
able that explains which cultural factors are shaping OER activities in the
socio-cultural context of public employees.

This paper addresses this research gap and extends adaptive structura-
tion models (DeSanctis & Poole, 1994) with cultural factors that shape the
exchange of OER in open e-Learning systems. Qualitative and quantitative
data are used to elaborate on the significance of these factors. The results
challenge the use of general innovation or technology acceptance models
to explain and explore the phenomenon of open e-Learning in public admin-
istrations.

The findings emphasize that open e-Learning is still a ‘paradisiacal topic’
but that it is about to come to the fore (interview participant 1). To secure
a sustainable design, use and implementation of E-learning in the future,
experiences have to be embedded in theory and practice. The results of
this study will contribute to this aim. The findings will allow practitioners to
elicit the current state, as well as to organize interaction in open e-Learning
systems. Cultural factors such as openness in discourse, support of supe-
riors, and learning at the workplace further instil theoretical discussions,
and extend previous conceptual work in public sector research.

The rest of the paper is organized in such a way as to answer the re-
search question: what are the structural gaps shaping the exchange of OER
in the public sector, and why? Firstly, background on open e-Learning sys-
tems is presented. Subsequently, the methodology is outlined. Thirdly, the
findings of the expert validations are presented. The conclusion summa-
rizes the main points.

Introduction to Socio-Cultural Factors in Open E-Learning Systems

E-Learning Systems

E-Learning refers to the use of technology to conduct learning activities
(Rosenberg, 2001). E-Learning technologies are platforms, authoring, or
assessment tools, among others. Activities may include face-to-face ses-
sions or may be performed solely online. Often, learning content and goals
are pre-structured; students merely define the pace in which they complete
online activities. Open e-Learning differs in at least two respects. Firstly,
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learning materials carry open licences and can be re-used for various learn-
ing means. Open licences, such as Creative Commons, distribute rights
between learners and original authors. As a corollary, students become cre-
ators and contributors to a growing body of knowledge. Secondly, openness
refers to the use of open source technology, as can be seen in the plat-
forms OpenScout, EAGLE and Dokeus. Open source technology decreases
investment costs while increasing access to knowledge and learning prac-
tices.

Open e-Learning systems not only refer to technologies, but also the
whole assemblage of learners, open e-Learning technology and learning
materials such as OER. They enable users to exchange experiences for
personal and professional learning means. In the public sector, Open e-
Learning systems promise to build effective, efficient and flexible learning
networks. They offer collaborative tools for knowledge sharing among col-
leagues. Yet, these benefits have been realized neither in the public nor in
the educational sector (Eidson, 2009; Richter & McPherson, 2012). Learn-
ing is not the first priority at the workplace (Eidson, 2009). Values such
as discretion distract learners from learning (Stefanick & LeSage, 2005).
Cultural customs irritate learners and disrupt cognitive processes (Katz &
Te’eni, 2007). Language barriers and ‘not invented here syndromes’ con-
strain the exchange of OER (Pirkkalainen & Pawlowski, 2014). Hence, there
is a large range of known, potential barriers to the use of OER. Yet, it is a
paramount subject to research: Which factors are relevant in a given socio-
cultural context? Factors need to be elaborated for a given context in order
to provide guidance and technological support to contextualization (Richter
& McPherson, 2012; Richter & Adelsberger, 2012). In the public sector, the
set of relevant cultural barriers to the use of OER still needs to be defined as
well. Culture is an ambiguous term and refers to norms, values, artefacts,
and dimensional constructs (Jamil, Askvik, & Hossain, 2013; Keraudren,
1996; Moynihan & Landuyt, 2009; Mahler, 1997).

The interest in culture is high but recent studies focus on explaining
the success of government reforms (Jamil et al., 2013; Bouckaert, 2007).
Apart from Weberian and new public management (NPM) values, no ded-
icated culture model has evolved (Rutgers, 2008). Interestingly, scholars
dismiss models from the private sector (Bouckaert, 2007; Beuselinck, Ver-
hoest, & Bouckaert, 2007). Sector-specific characteristics such as politi-
cal values are neglected (Bouckaert, 2007; Moynihan & Landuyt, 2009).
Hence, when approaching OER exchange in public administrations, the next
question has to be answered anew: which factors are relevant, and why?

The logical starting point to answer this question is to summarize expe-
rience, findings and known factors from previous studies in the field. One
known approach is the Multiple-Culture Model (MCM) (Edmundson, 2007a;
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2007b). It guides adapting digital learning resources with regard to multiple
values, educational activities and world-views (Henderson, 1996; 2007).
Another renowned concept is developed by Hofstede. Culture is, accord-
ing to Hofstede (2001, p. 4), a mental program that ‘partly predetermines
human behaviour.’ For learning, acquiring knowledge or changing routines,
a person has to know his/her value (dimensions) and has to unlearn the
patterns (pp. 3f.). In the public sector, studies on e-Learning have not thus
far built upon these or similar models. Pereira et al. (2015) present the
decomposed-expectancy-disconfirmation-theory to explain continuous use
intention. Chen (2014) elaborates on e-Learning effectiveness and presents
the Diffusion-of-Innovation framework.

Only Eidson (2009) elaborates on the challenges from a psycho-sociolo-
gical framework. Altogether, the role of flexibility, learner control, socialising
opportunities, comfort and acceptance at the workplace seem to be com-
monly relevant factors. Despite the similarity of factors, the no synthesized
model allows the comparison or ranking of relevant factors. This study will
fill this research gap and elaborate on cultural factors that shape OER-use
from a socio-technical perspective. On the one hand, new insights on rel-
evant factors, including an adaptive structuration model for public admin-
istrations, will be generated. On the other hand, cultural research in the
public sector has to meet ‘quality criteria’ (Beuselinck et al., 2007; Bouck-
aert, 2007). For example, political values of the profession need to be con-
sidered to explain knowledge exchange in the sector (Stefanick & LeSage,
2005). Orienting on these criteria, results of this study promise to advance
the current state of research. To provide a generous background, the fol-
lowing chapter summarizes the systematic literature review (Stoffregen &
Pawlowski, forthcoming), which preceded the expert evaluations. Subse-
quently, the method and design of the expert evaluations that focus on this
study is presented.

Open E-Learning Systems

Open e-Learning systems are assemblages of learners, artefacts like OER
and e-Learning technology interacting in a given time and space. OER are
digital open knowledge resources carrying a licence that enables learners
to re-use, adapt, and share information and knowledge without fees. E-
Learning technologies are platforms, applications and functionalities that
enable multiple learning activities, including the re-use, adaptation, and
sharing of information and knowledge. Technologies are an open source and
can be deployed and customized by instantiations. Learners are authors
(producers) and readers (consumers) of OER at the same time. They can
exchange resources synchronously, as well as asynchronously, in forums
and chats. This study focusses on asynchronous activities. Asynchronous
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exchanges of open knowledge resources refer to the taking and adapting of
OER for own learning means and to the creating and publishing of OER for
other’s learning means (DeSanctis & Poole, 1994; Bostrom & Gupta, 2009;
Hollingshead, Monge, & Fulk, 2005; Giddens, 2001; Orlikowski & Robey,
1991; Lyytinen & Newman, 2008; Rosenberg, 2001).

From a socio-technical perspective, cultural influences are paramount
in open e-Learning systems. Culture is embedded in basic assumptions,
espoused convictions and artefacts (Schein, 1990; 2010; Moynihan & Lan-
duyt, 2009). For means of analysis, cultural factors can be more closely ad-
dressed regarding the ‘internal group system,’ ‘organizational,’ ‘emergent’
and ‘technology structures,’ as well as ‘outcomes’ (DeSanctis & Poole,
1994). An internal group system outlines the ‘nature of members and as-
sumptions about their relationships’ (DeSanctis & Poole, 1994, p. 130).

For exchanging OER, for example, cultural forces shape the value of
knowledge exchange to improve everyday work. Organizational structures are
content and constraints in a given position and environment (DeSanctis &
Poole, 1994). Technology structures stand for the ‘structural potential which
groups can draw on to generate particular social structures in interaction’
(DeSanctis & Poole, 1994, p. 127). They reflect assumptions about learn-
ing activities, for instance, the ‘spirit’ of assessment tests. Culture shapes
outcomes such as adapted OER as well as decisions of learners whether
or not OER-exchange at the workplace is appropriate. Altogether, culture is
a dimensional force: factors both enable and constrain interaction in open
e-Learning systems (Lyytinen & Newman, 2008; Witmer, 1997). Several cul-
tural factors and assumptions for experts to evaluate are addressed more
specifically in the following paragraphs.

Culture in Open E-Learning Systems

To provide a background in cultural factors of open e-Learning systems, we
focus on internal group factors in the first step. One cultural factor in the
internal group system is openness in discourse. This stands for the per-
ceived appropriateness of innovating routines, and of discussing problems
and errors among peers. Knowledge and information are often conceived
as power in the public sector and, thus, are not shared (Amayah, 2013;
Yao, Kam, & Chan, 2007). Making an error is seen as a failure as opposed
to a chance for improvement (Stefanick & LeSage, 2005). Structures ex-
ist that support the solving of problems with discretion among superiors
instead of peers (Barette, Lemyre, Corneil, & Beauregard, 2012, p. 143).
Using OERs successfully for learning, however, requires that discussed ex-
periences, including undesirable developments, alternative problem solving
strategies and potential errors, openly improve the quality of everyday work
(Pirkkalainen, Jokinen, & Pawlowski, 2014).
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Cultivating open discussions about problems and errors will thus be
more favourable to OER-exchange than discretion. Concerning the appro-
priateness of innovating routines, another factor is the free space to ap-
ply knowledge. Often public employees work according to predefined rules.
In such a regulated environment, change is considered inappropriate and
similar to personal innovation of everyday work (Hedvicakova, 2013; Eid-
son, 2009, pp. 106–111; Rahman, Naz, & Nand, 2013; Ho, Tsai, & Day,
2010; Arellano-Gault, 2013; Imran, Gregor, & Turner, 2013; Caron & Gi-
auque, 2006; Gustavsson, 2009; Hedvicakova, 2013). Using OER, how-
ever, requires learners to reflect on their routines and assumptions. They
need to innovate daily routines and question whether and how their work,
OER and practices might be improved (Pawlowski et al., 2013). Summaris-
ing the points, OER exchange faces few barriers if the assumptions are
commonly shared and conceived as appropriate:

1. Problems have to be discussed openly within the department.

2. Errors have to be discussed openly within the department.

3. Free space has to be available for innovating routines (apply new
knowledge).

Group-identification is another factor in the internal group system. Iden-
tifying with a group facilitates mutual understanding; similar backgrounds
enable learners to share ideas and knowledge (Gustavsson 2009; Imran et
al., 2013; Marschollek & Beck, 2012; Rahman et al., 2013; Eidson, 2009;
Moynihan & Landuyt, 2009; Barette et al., 2012). Correspondingly, if cog-
nitive boundaries constrain identification, OER exchange might be harmed.
One common boundary is the role of geography. Imran et al. (2013) indicate
that similarity of language is subject to geography and shapes the choice
of collaboration partners (also in Colazzo, Molinari, & Villa, 2009). Another
boundary is the role of the learner’s work domains. Working in similar fields
offers a shared set of terminologies and topics that facilitates communica-
tion (Imran et al., 2013, pp. 600f.). Similar to domains, the sector back-
ground appears to be relevant. Differences in the public and private sector,
for example, often lead to misunderstandings (Marschollek & Beck, 2012).
Consequentially, decisions on how to apply knowledge, and change routines
diverge and constrain collaboration and knowledge exchange (Marschollek
& Beck, 2012; Imran et al., 2013). Summarising the points, OER exchange
faces few barriers if the assumptions are commonly shared and conceived
as appropriate:

4. Collaboration partners do not have to come from the same country.

5. Collaboration partners do not have to speak the native mother tongue.

6. Collaboration partners do not have to work in the same work domain.
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A third cultural factor in internal group systems is the distribution of
roles during learning at the workplace. While open e-Learning requires in-
dividual creativity, current courses are developed by dedicated personnel.
Assumptions about whether all public employees are allowed to create and
exchange learning resources are vague. Related to this, the perceived need
diverges whether to evaluate the performance of learners OER-use (Edmund-
son 2007a, p. 270; Tapanes, 2011; Hedvicakova, 2013; Sannia, Ercoli, &
Leo, 2009). Both the quality and rate of contribution can be of concern.
Summarising the points, OER exchange faces a few barriers if the assump-
tion is commonly shared and conceived as appropriate:

7. Learners have to be independent in the choice of learning materials
at the workplace.

The fourth cultural factor in internal group systems is superior’s support.
Superiors play a major role to sustain learning activities, invoke change,
training programs and knowledge management initiatives (Schraeder, tears,
& Jordan, 2005; Rahman et al., 2013; Beuselinck et al., 2007; Greiling &
Halachmi, 2013; Yao et al., 2007; Gustavsson, 2009; Yang & Ruan, 2007).
Hence, the question is not whether or not support needs to be provided, but
what kind of support is required. On the one side, leaders should encour-
age employees and live up to the principles of their demands (Schraeder et
al., 2005, pp. 500f.). On the other side, supervisors should communicate
basic agreement and offer symbolic support (Yang & Ruan, 2007, p. 76). To
foster flourishing OER exchange, supervisors should coordinate instead of
determining activities (Gustavsson, 2009, p. 253f; Bimrose et al., 2014).
Summarising the points, OER exchange faces few barriers if the assump-
tions are commonly shared and conceived as appropriate:

8. Superiors have to provide active support as opposed to symbolic sup-
port.

To provide background of the cultural factors of open e-Learning systems,
we focus on organizational structures in open e-Learning systems in the sec-
ond step. As organizational structures, content and constraints in the work
environment are considered. Reviewing studies, a dominant cultural arte-
fact is assumptions about regulation. Regulation, policies, and strategic doc-
uments are codified norms and rules (Barette et al., 2012; Schein, 2010).
They provide a normative framework how to understand and judge working
activities supported by open e-Learning systems. A regulatory frame allows
involvement in learning activities in the public sector. It appears, however,
that regulations can be situated at different levels.

Firstly, organizational strategies might be launched on a higher adminis-
trative level. Such plans often give birth to subsequent, e-Learning directed
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programs (Chih-Yang, Tsai-Chu, Ping-Teng, & Chih-Wei, 2011; Yang & Ruan,
2007) or determine licences to apply for OER (Hilton, Wiley, Stein, & John-
son, 2010).

Secondly, the launch of policies can respond to a particular barrier, such
as a lack of tutors and competences (Imran et al., 2013, p. 602). Thirdly, a
normative framework can emerge from a code of conduct. Codes of conduct
define the way how to learn, which learning goals and practices are appropri-
ate for public employees (Yang & Ruan, 2007; Barette et al., 2012; Sannia
et al., 2009). Summarising the points, OER exchange faces a few barriers
if the assumptions are commonly shared and conceived as appropriate:

9. Organizational strategies have to be defined to frame OER exchange.

10. Policies have to be defined to frame OER exchange.

11. A code of conduct has to be defined to frame OER exchange.

The second factor in organizational structures is environmental artefacts.
These are tangible shapes communicating the relevance of an activity or
assumption (Schraeder et al., 2005). One major artefact in this respect
is a calm space that is assumed to be appropriate to spend time learn-
ing. At front desks in public administrations, time is scarce and it is often
not acceptable to spend time learning (Eidson, 2009, pp. 58f.). Apart from
room and space, another factor is the technical infrastructure. In this re-
spect, learning resources also need to be available to support assumptions
that knowledge is to create and share through Open Educational Resources
(Barette et al., 2012, p. 143). Hence, considering the following assump-
tions as appropriate facilitates OER-activities:

12. A quiet room has to be available for OER exchange.

13. Technical infrastructure has to be available for OER exchange.

14. Time has to be available for learning at the workplace. no time.

To provide background in cultural factors of open e-Learning systems,
we focus on structure of technology in open e-Learning systems in the third
step. Another culturally engrained artefact is the technology used for OER-
activities. Cultural assumptions structure certain uses of technology. One
cultural factor shaping interaction in open e-Learning systems is the ‘spirit
of open platforms.’ The spirit reflects the structural potential, which reflects
convictions about the means of using technology for knowledge exchange.

In dimensional terms, enabling cultural assumptions reflects the fact
that open platforms are enablers for social, interactive learning (Yang &
Ruan, 2007; Chen, 2014). E-Learning is a space for autonomous, self-
dependent advancement of knowledge (Hedvicakova, 2013; Ho et al.,
2010). But the spirit may not only express self-realization, but also eco-
nomic convictions (Remtulla, 2007; Langford & Seaborne, 2003; Stefanick
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& LeSage, 2005). E-Learning becomes a monitoring tool for work perfor-
mance of public employees (Yang & Ruan, 2007).

15. Spirit of OER activities has to be socially oriented as opposed to
performance monitoring

One final cultural factor shaping interaction in e-Learning systems is the
format for exchange of OER. Formats for exchange reflect basic assump-
tions about knowledge, and whether it can be documented. Knowledge can
be understood as an intangible resource that is acquired in informal commu-
nication, or as a resource that can be transferred and acquired irrespective
of the context (Schraeder et al., 2005; Gustavsson, 2009; Sannia et al.,
2009; Edmundson, 2007a). Cultural assumptions about appropriateness
of media types, as well as content of e-Learning courses, are to be elab-
orated upon (Tapanes, 2011; Eidson, 2009; Langford & Seaborne, 2003;
Schraeder et al., 2005; Yao et al., 2007).

16. All media types have to be appraised for OER exchange.

17. Content must reflect diversity to available forms as opposed to re-
stricted.

Assumptions from the literature review are presented. In the following,
the study design to evaluate the presented claims is defined.

Method

The expert evaluation is part of a doctoral study oriented on action de-
sign research (Sein, Henfridsson, Purao, Rossi, & Lindgren, 2011; Stof-
fregen, 2015). It requires the involvement of researchers on site of the
phenomenon. The low transparency of data generation is a threat, as it is
to the generalisation of results. Steps to avoid this barrier is the explication
of linkages to previous studies, as well as discussions with experts and
practitioners in the field. This study summarizes links to previous studies in
the background section. Results of discussions with experts are subject to
the remaining article.

The expert evaluation is semi-structured and based on a mixed-method
approach that contributes to inter-subjective understanding (McKenzie,
Wood, Kotecki, Clark, & Brey, 1999; Creswell & Plano-Clark, 2011). Method-
ological principles focus on action design research (Sein et al., 2011). Both
practitioners and academia were asked to use and evaluate the model. The
epistemology and ontology of the approach are interpretative and construc-
tivist (Van de Ven, 2007; Creswell & Plano-Clark, 2011).

A cultural concept can be evaluated from different perspectives (Van de
Ven, 2007). Apart from objectivity, the reliability and validity of a construct
(Rammstedt, 2004), as well as the practical relevance and intelligibility for
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users, is to be assessed (Lawshe, 1975; McKenzie et al., 1999; Esposito
& Rothgeb, 1997, Krosnick & Fabrigar, 1997; Frank, 2006).

The aim of this study is to evaluate the relevance of factors systemat-
ically. Comparing quantitative and qualitative approaches, it was decided
to follow a mixed-method approach that combines advantages of both de-
signs. A prominent model in this respect is the approach of McKenzie et
al. (1999). It is commonly used in the evaluation of research in the public
sector (Barette et al., 2012). The steps of this approach will be presented
in the following.

Preparation of Analysis and Evaluation Steps

The expert evaluation according to McKenzie et al. (1999) follows three
steps: define selection criteria of experts, pose interview questions, and de-
termine logic of analysis. In this study, selection criteria of experts is meant
to determine their level of domain knowledge, experience with the topics
and availability during the evaluation phase. Expert selection was balanced
regarding nationality (Germany, Ireland, Luxembourg and Montenegro) and
gender (Cresswell & Plato Clark, 2011; McKenzie et al., 1999). The inter-
view questions were semi-structured: Firstly, experts were asked to elab-
orate on the relevancy of open e-Learning and culture in open e-Learning
at the workplace. Experts were then asked to explain their view on certain
factors, for instance: how relevant is this factor to explain why OER are
exchanged among public employees? Experts choose between ‘essential,’
‘useful but not essential’ and ‘not necessary,’ and then they explain their
rating. The analysis then elaborated on the reason and content-validity ratio
based on ratings of a factor:

Based on the calculation, the levels of significance were determined
(N[e] = number of experts saying a factor is ‘essential;’ N = number of
experts) (McKenzie et al., 1999). Given the number of experts (N = 11),
CVR .59 is the significance threshold. Given the convergent research design
(Cresswell & Plano-Clark, 2011), however, both qualitative and quantitative
evaluations are presented to appraise cultural factors.

Apart from expert feedback, it is important to assess the emerging
model in terms of plausibility and credibility. Plausibility can be obtained if
a balance of received supporting assumptions and surprises can be found
(Van de Ven, 2007, pp. 110f.). Credibility can be gained by ‘comparing [a
theory] with rival plausible alternative theories at the time of the investiga-
tion’ (Van de Ven, 2007, p. 126). Assumptions need to be falsifiable and
in this respect, generalizable from a particular case. Quality criteria to ad-
vance the state of research are: firstly, the cultural model should address
meso-levels (organisational level) of interaction (Bouckaert, 2007; Jamil et
al., 2013). Secondly, the role of political values and artefacts should be
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integrated (Keraudren, 1996; Jamil et al., 2013). Thirdly, for the means of
gaining practical relevance, the model should be easy for non-experts to
apply (Tapanes, 2011; Pawlowski & Richter, 2010). So far, the steps for val-
idating and evaluating the cultural model have been outlined. The findings
of expert interviews are outlined in the following.

Results

Overall, five female and six male experts from public sector administrations
in Luxembourg (2), Montenegro (2), Ireland (1) and Germany (6) were inter-
viewed. The duration of the interviews ranged from between thirty and sixty
minutes. Currently, e-Learning is a known catchword and gains relevance
for training of public employees at the workplace. Open e-Learning comple-
ments traditional (face-to-face) training but has not been taken up due to
several challenges.

Internal Group System

Experts judge that openness in discourse is one of the essential cultural
factors. Free space to apply knowledge, to discuss problems and fix errors
has to be conceived as appropriate within a department. Going into detail,
experts largely agree that the space to apply knowledge and innovate work
is essential to explain why public employees exchange OER. ‘Space to ap-
ply knowledge is a suitable nice wording for this construct, there must be
space’ (participant 2). The content validity ratio (CVR .5) supports this idea
and is sufficiently high (Barette et al., 2012). Concerning the discussions
of problems, the content validity ratio is low (CVR .1) because experts see
it related to discussing errors. The latter is a critical factor since it is of-
ten claimed ‘we are public officers, we are not doing faults. Hence, we are
having no error culture’ (participant 3). The quantitative evaluation of this
factor reflects this positive and normative evaluation (CVR .5).

For the factor group identification, experts take on a common position.
Convictions about work domains make a difference in the choice of collabo-
ration partners. Experts see that mutual preferences and exchange of ideas
can be facilitated, thus the content validity ratio of the factor is high (CVR
.63) and significant. Yet, experts do not agree whether assumptions about
shared work values are essential. The nature of work values is ambigu-
ous, yet, may be the core to define the distance between groups: ‘Distance
emerges from the common values, nothing else’ (participant 4). Given the
diverging perspectives, the validity ratio is low (CVR –.09). As regards sector
backgrounds, experts have diverging perspectives as well. For some, iden-
tifying the sector background enables learners to judge work values and is
thus essential. For others, there are restrictions. ‘Broadening makes sense
unless you do not have to go back to fundamentals [of services for the
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public good]’ (participant 5). The quantitative is low (CVR –.64). For geo-
graphical distance, experts are critical: ‘Relevance of geographical distance
depends on the size of the country’ (participant 2). However, collaboration
is ‘not yet exploited’ wherefore finally raised attention to this point for future
elaboration (CVR –.45).

The factor supervisor support is seen as one of the most important fac-
tors to explain why public employees exchange OER. Experts were clear: ‘If
no support is provided, there is no exchange of OER during work-time’ (par-
ticipant 6). Both active and symbolic support impact exchange activities.
Experts largely agree that active support is essential. The content validity
ratio is very high (CVR .63) and significant. Symbolic support is less es-
sential than active support. The condition is the hierarchy: ‘leaders need to
have support from the highest level’ (participant 1). ‘Depending on the level
of the supporter, an active, motivating or symbolic role needs to be taken
over’ (participant 2). Yet, it is not as important as active support and, thus,
gains a low rating (CVR .09).

Organizational Structures

Regulation is a factor that experts see as rather unimportant. However,
detailed analysis suggests that it is not important which regulation is pro-
vided, but that a regulatory frame is provided. ‘If you are regulated, then you
know that you are allowed’ (participant 3). A general guideline telling when
and what knowledge to exchange and with whom is considered useful. It
is essential to see that OER activities are welcome in a department. Still,
the content validity ratio is low (CVR .09). Concerning regulation by higher
institutions, experts have diverging perspectives. One condition is the level
of administration performing OER activities.

‘The lower the administration, the higher the impact of regulation by
higher administrations’ (participant 2). At the same time, experts doubt
that regulations of higher administrations are visible at lower levels. Hence,
the CVR is low (CVR .09). As regards the code of conduct, experts have di-
verging views. If collaboration activities are central in open platforms, codes
of conduct gain relevance. ‘Rules could harmonize processes and stream-
line activities in communities’ (participant 2). However, if codes of conduct
are too unspecific, then the final rating is very low (CVR –.27). Despite the
negative evaluation of regulation, all experts outlined the essential role of
regulation as such: ‘the factor is rather an “on-off type of factor;” regulation
must be provided somewhere’ (participant 7).

Experts see environmental artefacts as one of the most important factors
to explain why public employees exchange OER. The subcategory quiet room
appears to be less important as it depends on the area of work, irrespective
of the work domain of individuals. A calm physical room appears as a proxy

International Journal of Management, Knowledge and Learning



Identifying Socio-Cultural Factors 179

for assumptions of having time to rest and concentrate on learning. Thus,
the factor is low (CVR –.27).

The experts believe the factor internet infrastructure represents one of
the main cultural artefacts, and the CVR is high (CVR 1) and significant.
The factor available knowledge resources is perceived as useful. But once
implemented, the relevance decreases (participant 1). Correspondingly, the
content validity ratio is low (CVR .27). In contrast to this, experts judge
that assumptions about available time to learn are critical (CVR .45). It
represents how relevant learning at the workplace is within a department.
Is is also a measure upon which learning strategies can be evaluated and
adapted.

Technology

Generally, the evaluation of the factor spirit is ambiguous. Experts strongly
agree that exchange of OER has to avoid having a monitoring character. ‘If
it is understood as performance tool, nobody will use it’ (participant 3).
At the same time, experts agree that exchange of OER needs to have a
social character but it must ‘be clear that social interaction is made for
learning means as opposed to social activities in Facebook’ (participant 2).
Despite that, experts see social interaction and monitoring as two sides of
a continuum; they judge social spirit as not being important (CVR .27), while
monitoring is very crucial (CVR .64) and significant.

Regarding the format for exchange, experts largely agree that the format
of content is essential to explain why public employees engage in exchange
of OER. There are different types of learners: ‘some can learn better from
theories than from practice [so] [. . .] all formats need to be provided to ac-
commodate diversity, even if the same learning outcome is achieved’ (par-
ticipant 3). Chosen formats also reflect epistemological values, and how
knowledge can be exchanged: ‘Not all knowledge can be exchanged online’
(participant 10). Hence, the content validity ratio is high and significant (CVR
.64). Yet, discussions show that assumptions regarding this factor are di-
verse, therefore a split of the factor in digital formats and epistemological
forms has to be validated in the future. Last but not least, experts agree
the media type is a useful factor and a diverse range of media must be
available for an exchange: ‘All contents should be appraised’ (participant
2). Experts infer implications of this factor for learning strategies, for exam-
ple, which media type is missing? Yet, the content validity ratio suggests
declining the category (CVR .09).

Discussion

The following discussion elaborates on the value of the model and the re-
sults. It also touches on considerations such as the quality criteria, includ-
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Table 1 Overview of Results
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↔ Monitoring
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(.64)* Perceived monitoring harms

the exchange

Format of
media

Multi media
formats

↔ Single media
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(.64)* Format of media is essential;
both the content and structure.

Applied
practice

↔ Abstract
theories

(.64)*
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.
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ro
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t Regulation Any ↔ No (.27) Regulation must be provided,
irrespective of the level.

Environmental
artifacts

Any time ↔ No time (.45) Time expresses perceived ac-
ceptance and value learning
activities.

Any infras-
tructure

↔ No infras-
tructure

(1)* Lack of infrastructure prevents
an exchange of OER.

In
te

rn
al

G
ro

up
S

tr
uc

tu
re Openness

in discourse
Open

discussion
↔ Discrete

discussion
(.45) The lack of discussing errors

constrains exchange activities.

Free space ↔ Rule
oriented

(.45) The assumption to be free and
apply knowledge for innovation
is crucial

Group
identification

Far distance ↔ Close
distance

(–.45) To become salient once collab-
oration is experienced

Foreign
language

↔ Native
language

(.–45)

Other
domain

↔ Same
domain

(.63)* Is significant and essential for
choosing collaboration partners.

Learning at the
work place

Independent
choice

↔ Dependent
choice

(.64)* Is significant, signals current
assumptions about learning.

Superior
support

Active
support

↔ Symbolic
support

(.63)* Without superior support, no
involvement in OER exchange.

ing credibility and plausibility. Experts evaluated presented factors and used
the whole range of rating criteria.

Summarising the evaluation, six cultural factors were judged to be signif-
icant in explaining why public employees exchange OER (see Table 1). The
strength of the evaluation approach, however, is not the mere quantitative
approach, but the further elaboration of why factors are relevant and valid.
In this regard, the factors openness in discourse and assumptions about
time available for learning need to be included as highly essential.

One highly surprising result is the role of geography as a boundary for
group identification. Experts outlined that geography is not a relevant bound-
ary but, at the same time, they raised caution about their rating. Given that
collaboration across sectors, countries, and departments is no common,
geography is considered a potential factor. Here, the findings shed light on
a gap in current learning practices and provide a hint on an opportunity
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for research in the future. The fact that the results provide expected and
surprising findings is a quality criterion of emerging cultural models (Van
de Ven, 2007). To elaborate further on the credibility and plausibility of the
results, the findings can be compared to rival models (Van de Ven, 2007).
Does the set of factors and the model suit the context of public employ-
ees better than common models in previous studies (Henderson, 2007;
Hofstede, 2001; Chen, 2014)?

On the one hand, similarities among factors can be perceived. Edmund-
son (2007a) sees assumptions about the learner-teacher role (structuring
and choosing OER) as a ‘critical’ factor. The factor ‘learning at the work-
place’ resembles and builds upon this factor, and was also evaluated as
significant. On the other hand, the content of cultural factors is more sensi-
ble to public sector practices and experiences. Models in higher education
address different factors and, moreover, mismatch the required level of
analysis (Beuselinck et al., 2007; Jamil et al., 2013; Henderson, 2007).

Further, support is provided by experts, who were asked whether any
factors are missing. The experts replied that the model is comprehensive
and addresses all salient points. The experts started drawing inferences
from the factors; hence, the implications for steering, creating courses,
and learning contents can be drawn. Altogether, the plausibility of the idea
that factors perform well in practice can be supported. Further, the quality
criteria to address are the level of analysis, integration of political values,
and ease-of-application. Concerning the level of analysis, the experts judged
that most of the factors apply to departments and some are specific to
types of learners. While analyzing culture on a micro-level (individual prefer-
ences) should be avoided, the importance of subcultures such as learner-
types is seen as valid and insightful (Arellano-Gault, 2013; Rahman et al.,
2013; Schraeder et al., 2005). Concerning the role of political values like
bureaucracy (Keraudren, 1996, Jamil et al., 2013), evaluated factors show
sensibility.

Experts emphasize, for example, that the factor ‘learning at the work-
place’ is well suited to elaborate on whether old or new political values
apply (e.g., flexibility; managerial self-responsibility role of innovation). Con-
cerning ease-of-use, experts discuss whether factors are intelligible and ap-
plicable in practice (Tapanes, 2011; Pawlowski & Richter, 2010). As indi-
cated, experts have already started defining implications for their everyday
work, which indicates that factors are intelligible and applicable in prac-
tice. Yet, given the number of involved experts, more feedback has to be
gathered to provide thorough answers. The sampling of experts (diverse
countries, positions, gender) contributes to avoid bias. Also, orienting on
an established content validation method (McKenzie et al., 1999) helps
to avoid over-generalizing the feedback. With caution to these points, the
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ease-of-use aspect can be generally supported but needs to be further
assessed.

Altogether, the evaluation, the resulting set of factors, and the research
approach appear to meet the quality criteria for the latest research on e-
Learning from a cultural and socio-technical perspective. It appears to be
more sensible for public sector contexts than previously applied models. Fu-
ture research should empirically validate the model as it is currently planned
and executed.

Conclusion

The goal of this study is to elaborate on the cultural factors that shape
the exchange of OER in open e-Learning systems in public administrations.
Following a synthesis of previous studies and theories, propositions were
defined and presented to experts for evaluation. The result is a set of signifi-
cant factors that are essential in explaining whether or not public employees
exchange OER. Experts in the field appraised the cultural factors and were
able to present implications for improving their steering and organization of
learning activities. In this regard, the ease-of-use and specificity for public
sector contexts can be supported.

Overall, resulting factors can thus be used to elaborate on theoretical
and empirical grounds on the phenomenon OER exchange in public admin-
istrations. Future research should also elaborate more particularly on sur-
prising results, such as the role of geographical boundaries. Apart from
research on particular results, the resulting set of factors highlight the
need to conduct comparative studies across countries and cultural models.
Initial steps are made to build upon these findings and present a cross-
administrative study.
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Abstract: Why do barriers to the exchange of open knowledge resources change in public administrations? 
Experts in the public sector have been interviewed and outlined antecedents of change to certain barriers. The 
results are an initial step towards theorizing on barrier change and stepping beyond the current trend of cate-
gorizing difficulties to e-Learning and use of open knowledge resources. Categorizing only shows the range 
of potential challenges. Whether and how the barriers change, however, is seldom addressed in previous 
literature. The results presented in this study thus provide a new perspective on the phenomenon. Results are 
part of a longitudinal study about open e-Learning in the public sector across four European countries. They 
will provide fresh empirical input for discussions at the World Conference on E-Learning how to advance 
future research and practices in the domain 

Introduction 
E-Learning and the (re-)use of open knowledge resources is an ongoing trend to innovate education and lifelong 
learning. Despite considerable challenges, the hope to make knowledge and education more accessible across 
the globe is not decreasing. Correspondingly, efforts in research and practice are directed to overcome particular 
barriers to the (re-)use of e-Learning- and open knowledge resources. Familiar contextualization strategies in 
this respect are localization, adaptation and modularization (Henderson 2007; Edmundson 2007) among others. 
While inspiring to improve open e-Learning activities in the future, the strategies require further improvement. 
For example, contextualization models are formulated on a high level (Pawlowski & Richter 2010) and are 
difficult to apply in practice (Tapanes 2011). Another point is that they are not accounting for antecedents to 
barrier change. While research on barriers to e-Learning and OER is increasing (e.g. D’Antoni 2009); there are 
only few researchers who elaborate on the mechanisms of barrier change (Singh & Hardaker 2014).  
Open e-Learning is still not a mainstream approach in many organizations. To avoid common barriers to e-
Learning, knowledge about their antecedents is needed to see whether and how they can be identified and, pos-
sibly, overcome from the very beginning. Knowing which issues, problems and incidents should be monitored 
during implementation, for example, would enhance anticipating which barriers are likely to emerge and thus 
which accommodating strategies would be best to enact. Specifically for public administration this knowledge is 
invaluable. Despite its potentials, e-Learning and the use of open knowledge resources are not well implemented 
yet. Research on open e-Learning in the public sector is correspondingly at an infant stage. Studies are mainly 



 

 

focusing on the potential range of barriers. Others are just starting to explore e-Learning behavior such as con-
tinuous use of platforms (Pereira et al. 2015). Yet, the approaches do not allow answering whether and why 
difficult situations or failure evolve. Knowing about antecedents of barrier change will thus provide a new per-
spective how to realize of e-Learning promises and prevent common barriers to unfold. 
Altogether, there is a knowledge gap concerning the question why and how barriers to open e-Learning change. 
This study aims to close this knowledge gap and starts focusing on the public sector where efforts to integrate e-
Learning in the future could benefit the most of novel insights. The study elaborates on the change of barriers to 
the creation and adaptation of open knowledge resources for others’ and personal learning means. Results will 
allow making an initial step to answer how and why particular barriers to the exchange of open knowledge re-
sources evolve. The presentation at the World Conference on E-Learning aims at involving peers in the domain 
to make disciplined imaginaries (Weick 1989) how to improve current research approaches and step beyond 
current generalized recommendation patterns. Firstly, barrier studies and theoretical approaches in the domain 
will be resumed. Subsequently, the study and project context including the research design will be outlined. 
Finally, results of the expert interviews will be discussed. The conclusion will summarize the main points and 
delimit the focus of the virtual presentation at the conference. 
 

Literature review   
What are challenges to e-Learning and use of open knowledge resources? Why and how do these barriers un-
fold? Several studies have been moved by the first question and succeeded to provide rich insight on behalf of 
barrier studies and initial exploratory models. Beginning with barrier studies, Eidson (2009) elaborates on 
challenges in a wilderness class for public administrations. Barriers relate to the work environment, course de-
sign personality trait and preferences including situational, dispositional, epistemological and institutional barri-
ers (synthesized with previous studies, cf. Eidson 2009, pp. 179ff.). Stoffregen et al. (2015) develop a Barrier 
Framework for the development and use of e-Learning and OER in public administrations. Extending the barrier 
framework of Pirkkalainen and Pawlowski (2014), authors raise caution that organizational, social and technical 
barriers are interdependent. Thus, mapping barrier relations and how they evolve is a worthwhile research focus 
in the future (Pirkkalainen & Pawlowski 2014). Regarding initial exploratory models, Pereira et al. (2015) elab-
orate on factors of continuous e-Learning use. They orient on the technology readiness index and disconfirma-
tion expectancy theory to examine relations between satisfaction and continuous use intention among others. 
Chen (2014) elaborates on e-Learning expectations as well but orients on innovation theory. Results of both 
studies suggest that expectations towards e-Learning are low in the public sector and shape related activities. 
Moreover, authors point out that more research is needed to generalize upon findings across public sector con-
texts. Although various factors are included, the models do not fully represent the phenomenon. Among exclud-
ed aspects is that results do not answer whether and how barriers to e-Learning change over time.  
Theories and strategies concerning contextualization and e-Learning activities are not much clearer in this re-
spect. Beginning with theories, Bostrom and Gupta (2009) propose that learning contexts, method structures and 
processes such as appropriation and aptitude explain learning outcomes. Though highlighting the relevance of 
“processes” in e-Learning theory, the concept puts emphasis on only one of several aspects. Authors refer to 
learning process which “…is viewed as an appropriation or structuration process where participants learn and 
adapt the learning method structures” (Bostrom & Gupta 2009, p.699). The model includes structuration as ‘the 
use and adaptation of team and technology patterns’ as well (Bostrom & Gupta 2009, p.700). However, neither 
the nature nor potential of associated barriers and antecedents to structuration is explained in the concept. Com-
ing to contextualization strategies, a prominent model is the cultural adaptation process (CAP, Edmundson 
2007). It builds upon a multiple-culture model (Henderson 2007) and qualifies cultural context factors that 
shape the creation and adaptation of e-Learning resources. While CAP is strong in determining influence fac-
tors, it is weaker in guiding through the processes of adaptation. However, research has resulted in lifecycles 
(Richter & Pawlowski 2007) and re-authoring strategies of knowledge resources (Rensing et al. 2005) over time. 
Overall, the strategies depict particular factors, constructs and steps how creating and adapting culture sensitive 
knowledge resources may proceed. Yet, they seldom map barriers and antecedents of change during activities. 
Correspondingly, the question ‘why or how the challenges evolve’ remains unresolved.  
It is stunning that the great interest to improve open e-Learning has not included researching on antecedents of 
barrier change so far. Singh and Hardaker (2014) come to the same conclusion and promote the relevance of 
knowing about change factors to adoption and diffusion of e-Learning. While their study supports the call to 
increase research on mechanisms of barriers change, authors only present a literature review. They do not map 
results to particular barriers. Moreover, authors do not delimit their focus on particular e-Learning activities. 
Since Singh and Hardaker (2014) focus on the context of higher education it is furthermore to question how 
representative findings are for different contexts. Whether antecedents differ in the public sector, for example, 
cannot be answered at the moment. Overall, this review supports that no sufficient answer to the question ‘why 
and how particular barriers to the exchange of open knowledge resources in public administrations change’ is 



 

 

provided. The results prepared for the virtual presentation at the World Conference on E-Learning aim to ad-
vance knowledge in this respect. The following section will outline the context and research design of the study. 
 

Study context and research design 
The study presented is associated to the project ‘EnhAnced Government LEarning’ (EAGLE). The project goals 
include developing a state of the art open source platform for exchange of experiences and open knowledge 
resources. Target administrations are rural local Governments across Germany, Luxembourg, Ireland and Mon-
tenegro. Small public administrations have considerable burdens to invest in digital training systems. The poten-
tial to use existing open platforms is further constrained by a perceived lack of suitable knowledge resources 
which address the specific needs of public employees (Stoffregen et al. forthcoming). To understand require-
ments and barriers in this context, requirement engineering (Viller & Sommerville 1999) was conducted. Addi-
tionally, empirical data and literature reviews have been compiled across the countries and domains of organiza-
tional-, e-Learning and knowledge management. Based on that, a cultural-context model evolved, which aims at 
explaining why public employees exchange open knowledge resources- that is creating and adapting cultural 
sensitive open knowledge resources for others and personal learning means. Recently, expert interviews have 
been conducted to validate the cultural model. Part of the results shall be discussed at the conference and will be 
described in the following. 
The model evaluation follows a mixed-method content validation according to Lawshe (1975) and McKenzie et 
al. (1999). It is applied in established in the domain (cf. Barette et al. 2012). Firstly, experts were asked about 
the relevance of the topics e-Learning, use of open knowledge resources and culture respectively. Secondly, a 
set of nine factors was presented and experts were asked, how important the factors are to explain why public 
employees exchange open knowledge resources. Together with rating the factors, experts explained conditions, 
elaborated on experiences and related antecedents to change of critical factors. While the expert’s view on fac-
tors is published elsewhere, this report is uniquely focusing on the reported antecedents of change. For this 
means, interviews were analyzed iteratively by semi-structured, thematic content analysis (cf. Mayring 2010): 
Antecedents are defined as empirical (incident) or abstract (event) moments in time which trigger change of 
structural gaps within a certain context (Van de Ven 2007). ‘Structural gaps’ is the theoretical referent for barri-
ers to the exchange of open knowledge resources (orienting on Bostrom & Gupta 2009; Lyytinen & Newman 
2008). Following an initial coding, the second analysis focused on incidents particularly. Following Van de Ven 
(2007, p.217), antecedents to change (incident or event, respectively) can be qualified as a ‘bracketed string’ by 
providing: (1) a description of the basic elements; (2) notes about discrete occurrences of action or behavior (3) 
its specific date, situation or consequences, (4) a dedicated memo of the discussion context and finally, (5) a 
unique code as an indicator of a theoretical event (Van de Ven 2007, p.218) . The corresponding results are 
provided below.  
 

Results: Antecedents to change 
The analysis of results brought several incidents to light. The description of incidents by experts was conceptu-
ally dense so that four antecedent constructs could be defined, namely individual and inter-personal, organiza-
tional and time related antecedents. In a first, step antecedent constructs and incidents will be described. Subse-
quently, results will be discussed with regard to findings established in the domain.  
Antecedents related to individuals. Antecedents related to individuals stands for age of individuals and mo-
ments of change of personnel. The last point can be subdivided into change of positions and change of persons. 
‘Change of persons’ is an event which stands for incidents of personal re-orientation, rotation or retirement of 
individuals. Personal re-orientation means that employees decide to change positions or change across sectors. 
Rotation means that employees have to take on a different job task or position given weak personnel force and 
vacant positions. Retirement means that employees and seniors quit working. The incidents share that people 
leave their original job task and / or departmental environment. For the original department, the change of col-
leagues is an antecedent that knowledge about task completion gets lost. As a consequence, the need for leaving 
persons to create open knowledge resources increases. For leaving employees, the change may offer free space 
to bring ideas into the new department and / or job task. At the same time, it requires awareness that culturally 
distinct practices will be present and expected. As a consequence, need for availing of open knowledge re-
sources rises. ‘Change of position’ is an event which stands for incidents of shifting leader positions; particular-
ly of people who are growing into leadership roles in the public sector. They are politically shaped and / or seek 
political goals including maturing in their job for promotion. Incidents occur throughout the implementation 
phase of projects, including knowledge sharing projects. As a consequence, communicating about and realizing 
e-Learning activities are conditioned by electoral shifts and stability of project agreement by successors. Change 
of positions may be influenced by age and mindset of individuals including unique dates such as elections.  
Age of individuals is an event which stands for incremental incidents of personal prioritization of activities. Age 
of people shapes personal interest in using internet based social media for learning and personal advancement. 
Particularly, initial phases including the start of exchanging of open knowledge resources are seen as critical 



 

 

phases. Also the importance of being evaluated decreases. While it is difficult to define a common moment in 
time for individual shifts, the range of critical age was located around forty years.  
Antecedents related to inter-personal behavior. Antecedents related to inter-personal behavior stands for a set 
of moments in time where errors unveil, or leaders and gatekeepers make decisions that are relevant for the 
involvement in exchange activities. Unveiling errors is an event which stands for the incidents of error occur-
rence and its recognition. It is a critical moment in time both for employees and superiors. Consequences of 
errors are unclear and public employees fear to make errors: “We are public employees, we do not make errors” 
is a common mantra according to interviewees. Associated fear to make errors lead to silencing, influence in-
formation sharing, communication across colleagues as well as leadership behavior. The relevance of unveiling 
errors may be shaped by age, work area of employees. Leader decisions is a moment in time when single lead-
ing persons make a decision which applies for all employees. They are higher superiors or general driving indi-
viduals. As a consequence of decisions, stronger or weaker involvement of public employees in the exchange 
can be expected. Pointing towards the incident are activities of others to enroll leaders, if no personal interest is 
present. Hence, leader decisions are made by a single person but s/he is not necessary an autonomous leader but 
shaped in interpersonal behavior with others and interest groups, for example. Additionally, performative deci-
sions such as engaging in the exchange of open knowledge resources may underline the fact that decisions are 
made. Similarly, the announcement that exchange activities are welcome is an associated incident. Leadership 
decisions may be conditioned by organizational leadership structures as well as by personal interest and pres-
ence of gatekeepers. Gatekeeper decisions is an event when a person or (speaker of an) interest group decides 
over resources of investment. Similar to leader decisions, stronger or weaker involvement of employees in the 
exchange can be expected. The incident may occur during use and implementation of online platforms, which 
serve for learning and training engagement as well as provision of shared services. Gatekeeper decisions may be 
dependent on resource availability in the respective department. 
Antecedents related to time. Antecedents related to time build upon perceived and factual time to spend for the 
exchange of open knowledge resources. The time for exchange is an event which stands for the perceived time 
for involving in exchange activities, getting together with others, learning things and preparing to exchange 
open knowledge resources during work-hours. Incidents appear to be relevant in the initial adoption phase of 
open e-Learning platforms as well as knowledge management programs given change of personnel. Time for 
exchange is not a particular date but moment of personal reflection; people decide whether or not to start activi-
ties. It may depend on interest in exchange activities and social media. The time window and artifact stands for 
an event phase which is used to create particular outputs. One incident is that the phase is scheduled in a plan-
ner. Furthermore, it is represented by evolving artefacts. Incident appears prior moments of creation, exchange 
and preparation of collaboration as well as adaptation of contents. The incidents are no single moments in time 
but perform as re-occurring reminders (to take time and involve in activities). They may be shaped on unique 
dates, work area, and expertise of individuals. The event unique dates stands for particular dates which are 
scheduled in time. The dates may stand for regular meetings and assessment dates which are common for all and 
/ or represent dedicated milestones between two persons. As indicated before, elections can be a unique date. It 
is an antecedent for change of positions, for example. Unique dates are relevant for learning activities, for ex-
ample, when evaluation deadlines come closer, the relevance to reiterate knowledge contents may rise.   
Antecedents related organizational contexts. Antecedents related to organizational contexts stands for inci-
dents of resource allocation and organizational re-structuring. Allocation of resources stands for an event when 
open knowledge resources are chosen or the choice is checked and agreed upon by superiors. Resources may 
further refer to calm rooms to spend time for learning, OER for exchange, budget and investment in training 
programs. The allocation is an incident which expresses power of leaders; correspondingly, a condition is that 
the allocation is made for an employee who has a predefined task. Allocation of resources shapes interaction and 
reasoning why to involve in open e-Learning as well as the presence of particular technology programs. De-
pending on the work domain such as front offices, operational or home offices, the relevance of resource alloca-
tion may vary. Organizational re-structuring is an event which stands for incidents of organizational mergers 
or reforms. Both may be associated to personnel reduction and reduction of training investment. As a conse-
quence, resources for realizing and investing time and effort in the exchange of open knowledge resources are 
weakened. The antecedent may be associated to resource allocation and change of personnel. 
 

Discussion 
So far, results of expert interviews have been provided. Several points are to discuss including the two ques-
tions: to what extent are findings unique and provide a new perspective on the phenomenon (1) and the ques-
tion: are the findings dependent on the context of experts (2)? Comparing the results with previous studies 
shows that some findings resemble one another. Age, for example, is included as a factor in in several studies 
(e.g. (Chen 2014; Moynihan & Landuyt 2009). Yet, it has not been focused on different age ranges; it may en-
hance understanding about involvement in e-Learning activities. Another re-occurring point is time-related 
barriers (Stoffregen et al. 2015; Eidson 2009). Public employees may not have time to involve in learning given 



 

 

a high workload or ‘competing priorities’ (Eidson 2009, pp.44f.). Time related antecedents in this study are 
distinct because they firstly, differ between phases, unique dates and perceived time for exchange. Secondly, 
they are no barriers but direct attention to moments in time where barriers start unfolding. In this respect, con-
crete interventions can be scheduled. To secure taking time for exchange activities, public employees may have 
to pre-define a specific time phase, for example. This incident raises attention to prepare activities, or remind 
that it is time for learning. The idea is supported by participants in Eidson’s study (2009): “I kind of just moved 
my schedule, because I knew I was going to have say four half days of free time in the next two weeks…And so 
rather than having a whole bunch of little half days, I just pushed a couple of things and got them done to make 
whole days of availability.” (student 7 quoted in Eidson 2009, p.45). 
A last example addresses individual related antecedents. One barrier reported in previous studies is the per-
ceived lack of socialization in e-Learning (Stoffregen et al. 2015; Eidson 2009). E-Learning students claim that 
more exchange with colleagues would be beneficial (Eidson 2009, pp.57f.). However, collaboration would be 
meaningful mainly within national (geographic) borders (Stoffregen et al. 2015; forthcoming). This deficit ori-
ented knowledge is enhanced by antecedents in this study. Incidents related to change of personnel indicate that 
rotating employees may be more interested in exchange activities. It allows them getting into the new tasks and 
find out how to accomplish the job. Instead of asking ‘which collaboration tools may enable exchange’ results in 
this study suggest asking ‘who has recently changed departments?’ In this context, it can be shown how results 
provide a new perspective and input for discussions in the domain.  
Coming to the second question; are the results bound to the contexts of experts? (2); the quote of Eidson’s study 
provides an indicative answer. In a first view, results do not appear to be specifically bound to the project con-
text or situation of experts. In particular, findings reported above were mentioned in at least two contexts with 
the exception of leadership decisions. However, the study from Yang and Ruan provides support that leadership 
decisions and involvement are critical events: “The government leader themselves should take part in the e-
learning and admit the new thinking and learning methods.” (Yang & Ruan 2007, p.578). The study is situated 
in China and refers to Government plans (Yang & Ruan 2007, p.577). Compared to European contexts this 
suggests that findings are likely to apply across geographical contexts. While the relevance of findings can thus 
be supported, it is clear that more efforts are needed to ground the results in empirical observations. More re-
search on e-Learning and the exchange of open knowledge resources is needed to elaborate on mechanisms of 
barrier change.  
 

Research potentials & Recommendations 
Based on the results, future research potentials can be defined. On the one hand, research on similarities and 
differences of barriers across contexts needs to be enhanced. More longitudinal studies need to be implemented 
which include elaborating on the role of change mechanisms in e-Learning activities and use of open knowledge 
resources. In the context of higher education, the private and public sector, more in-depth as well as comparative 
studies should be conducted to advance the current state of research on mechanisms of change. On the other 
hand, studies should try to include and advance e-Learning theories and models for explanatory research. Focus-
ing on processes in e-Learning and use of open knowledge resources emphasizes the interest to go beyond de-
termining learning outcomes. It is time to go beyond categorizing and regressing factors on learning and innova-
tion performance indices. It needs to be answered first why and how remaining challenges in e-Learning and use 
of open knowledge resources can be addressed effectively.  
Correspondingly to advances in research, implications for practice can be derived. For example, monitoring 
systems could be developed which report whenever (incidents of) change are noticed. Depending on the associ-
ated antecedent, activities to accommodate mechanisms of change can be enacted. For example, if incidents to 
change of personnel are noticed, guidance how and which open knowledge resources new employees might use 
can be prepared. Associated to this points, experts have outlined to put more emphasis on the voice of general 
public employees in research and (practice) of e-Learning. They are at the forefront of change and thus will have 
needed expertise in evaluating the role of antecedents in their cultural context. These and other implications for 
future research in the domain shall be presented and discussed in brief at the World Conference on E-Learning. 
 

Conclusion & Outlook for the World Conference on E-Learning 
 The paper has outlined initial results to the question why barriers to the exchange of open 
knowledge resources change in public administrations. Following the presentation and discussion of results, it 
becomes clear that the potential of findings is high to open a new perspective on the phenomenon. Correspond-
ingly, the virtual presentation shall not only serve to report the results but also to discuss with the audience. 
Expecting that the research context of attendants is not concentrated on the public sector, suitable questions for a 
brief discussion are: how relevant are presented antecedents across (research) contexts (1). Furthermore, ideas 
to: ‘whether and how to advance research on mechanisms of change in the domain?’ can be discussed (2). On 
behalf of these and associated questions, an agenda embracing research questions, -contexts and appropriate 



 

 

methods can be constructed for the future. The virtual presentation will provide the audience with some back-
ground of the domain and context of research. The main focus will be set on the presentation of results. To facil-
itate understanding, a graphic of reported antecedents is prepared which goes beyond reported results so far (due 
to space constrains). The mapping will show relations between the four antecedent constructs and common 
barriers in the domain.     
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Abstract 
The paper presents an evaluation of a prototype design for collaborative adaptation of open education-
al resources (OER) in e-Learning platforms. Interactive mock-ups are designed for the process of 
adapting OER collaboratively. The overall research question is: Which functional design allows 
for a meaningful navigation through collaborative contextualization processes? The analysis focuses 
on the time (when users like to add peers), which informational needs are required to select 
peers, and which functions are missing more generally in the prototype.  Results provide insights how 
a well-planned design can increase the use of adaptation tools and how to overcome the important 
barrier of systems complexity. Findings suggest that participants like to contact peers before having 
selected the resource and by sending a link or a mail. They do not need to see much information 
to select their collaboration partner. Furthermore, aspects which need to be added are icons that 
facilitate identifying collaboration spaces. Based on the results and user feedback, design principles 
and their adaptation are discussed in this paper. 

1    Introduction 
The goal of this paper is to advance understanding of collaborative development and adaptation pro-
cesses of digital learning resources and its implications for user interface design. Contextualization is 
a well-known activity in e-Learning and the development of open educational and knowledge re-
sources and stands for the creation and adaptation of cultural sensitive digital knowledge resources 
for others as well as for personal learning means, preferences or devices. Associated strategies such 
as ‘localization’ and ‘modularization’ are applied and discussed in practice and research (Dunn & 
Marinetti2002). Contextualization shall mitigate difficulties given the emerging, global use of educa-
tional resources. It was found that the resources are culturally shaped and thus access to knowledge is 
not opened as intended. OER convey customs of original author’s contexts what may disrupt the 
learning experience. Several studies have elaborated on barriers in this respect, both in private and 
educational domains (Pirkkalainen & Pawlowski 2014) as well as in public sector contexts (Eidson 
2009). 



 

 

 
 
Apart from barrier studies, strategies for contextualization have been developed from instructional 
(Edmundson 2007; Henderson 2007; Dunn & Marinetti 2002) and technical perspectives (Richter 
& Pawlowski 2007). While they provide an overview what aspects are to consider in the develop-
ment of e-Learning resources, they do not formulate design principles (Tapanes 2011; Pawlowski  &  
Richter  2010).  For  designers  who  are  interested  in  developing  appropriate interfaces, the 
strategies provide no guidance. Design choices cannot be guided by design principles, indicating 
how to enable learners to navigate through contextualization processes online. What are principles 
that guide to design usable contextualization screens? 
 

This study will answer the questions by defining and evaluating mock-up designs. The outcome will 
be a set of generalizable principles and design implications for collaborative context- ualization. The 
study contributes to close the gap between practical design and theoretical contextualization strate-
gies. In the following, the relevance of collaborative contextualization design is discussed. Subse-
quently, a set of design principles is defined and applied. Then, the evaluation method is presented. 
Last but not least, results and implications are discussed. 
 
 
2    Background 
 
2.1      Approaching culture contextualization 
 

Culture contextualization is a cyclical process of creating and adapting culture sensitive OER for 
making them suitable for local uses and means (cf. Dunn & Marinetti 2002:2). Several models 
clarify what needs to be created / adapted, but differ in foci and approach. Focusing on learning 
resources Anand (2005:2f.) suggests to focus on linguistic (textual artefacts), substantive (rules, 
abbreviations) and cultural aspects (such as customs) in the contents. Adapting terms, icons and 
examples, however, is just as important as the concept behind. Henderson (2007) criticizes that 
without a conceptual model, resources are not becoming sensitive to multiple cultures but prone to 
tokenism  and  stereotyping.  A  suitable  concept  would  emphasize  standpoint  epistemologies, 
gender,   minority,   workplace   culture   and   eclectic   pedagogical   paradigms   among   others 
(Henderson 2007:136). As a result, not only the content of a resource but its format, method and 
learning structure may be subject to contextualization. 
 

Apart from adapting contents, several studies have developed contextualization models which ad-
dress the re-use of resources (Rensing et al. 2005). Another model suggests steps which users take to 
adapt OER; they cover the search, re-use validation, adaptation and re-publishing among others 
(Pawlowski & Richter 2010). But do models represent adequately how users accomplish contextual-
ization; and how can design interface support the process? For developers, the model provides hints, 
which functional references must be provided in screens. Otherwise, design principles for contextu-
alization are not developed, especially not for collaborative scenarios. Only a few design heuristics 
for e-Learning have evolved that may provide guidance. Which functional design  allows  for  a  
meaningful  collaborative  contextualization  is  thus  the  overall  research question of the study. 
 
2.2      Formulating design principles for culture contextualization 
 

In  the  domain  of  e-Learning  several  authors  have  defined  design  principles to  improve  the 
learning experience. Hetsevich (2014) has translated Nielsen’s usability design principles (1994) 
into concrete design guidelines for e-Learning websites. The heuristic to leave user control and 



 

 

 
 
freedom in the navigation (no.3) resulted in the design of different navigation tools to navigate back 
and forth in the interfaces (cf. Hetsevich 2014). Lane (2010) addresses a similar aspect, the 
‘agency of users’ in open e-Learning platforms and indicates to be more open which contents can be 
published and why. Another principle is the heuristic to keep consistency (no.4) by arguing to apply 
consistent fonts and layouts (cf. Hetsevich 2014). A third example is the translation of the heuristic 
help and documenting uses of e-Learning platforms (no.10) (Nielsen 1994). Hetsevich (2014) decides 
to provide tutorials and manuals that are short, simple and informative for learners. Furthermore, the 
search through the platform and resources must be easy, including the match of wordings (Hetsevich 
2014). 
 

Generally, orientation can be gathered by such design heuristics. Often, however, heuristics are too 
general to guide design activities (Nielsen 1995). Abstract principles may be advanced by providing 
illustrating examples from practice. Following Shneiderman (2002) and Galitz (2007) abstract princi-
ples have to be specified not at last for the use of words and icons (I), the layout (II), in-/output of 
the system (III) and required training (IV).  Aiming to advance the current state of literature about 
contextualization design, an initial specification of design principles is provided in Table 1. The first 
column defines the label and origin of principles. The second column indicates how they are 
translated into the screen design. 
 

As presented in the table, a set of design principles is defined and discussed. To elaborate whether the 
resulting design choices enable collaborative contextualization, results have to be tested and improved 
on behalf of user feedback. Given that contextualization is a comprehensive process, the focus  needs  
to  be  tailored  as  well.  To  begin  with,  the  first  contextualization  steps  can  be addressed. They 
include the steps searching, selection of resources and collaboration partners. Correspondingly,  the  
overall  research  question  can  be  split  into  a  set  of  three  operational questions: (1) What is the 
time point of choosing collaboration partners? (2) What informational needs are required to validate 
the selection of peers? (3) Which functions are missing in the evolving design? These aspects will 
allow tailoring user feedback to certain aspects. 
 
 
3    Methodology and study context 
 

The study is associated to the project EnhAnced Government LEarning (www.eagle-learning.eu). 
EAGLE aims at developing an open source platform for the exchange of experiences and OER for 
training means in the public sector, accompanied by a set of change management guidelines and a 
pedagogical strategy supporting introduction of online knowledge exchange and learning. The study 
provides insight on early design sketches. Moreover, they are focused on the contextualization of re-
sources which represents neither the centre nor the whole scope of activities in the EAGLE platform. 
Yet, the results will inform later design choices as discussed in the last section of the paper. 
 

To enable a test of early sketches and get design principles into screens, a set of interactive mock- ups 
was designed. The approach followed is LUCID (Logical User-Centered Interactive Design Approach; 
in Shneiderman 2002; Kreitzberg 2008), suiting the user-centred design perspective (Abras et al. 
2004:19; Lowdermilk 2013) of authors. Correspondingly to LUCID, a Goals, Operators, Methods and 
Selection Rules analysis (GOMS), job-task, context, and needs analysis (incl. scenario development) 
was made to inform the initial design. The results of analysis suggest to develop five screens including 
the following contextualization steps as shown in Graphic 1. 
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Graphic 1: How contextualization steps correspond to mockups 

Guidance to prepare mock-ups and scenarios is drawn from Galitz (2007) and Benyon (2010) as 
well as Goodman & Kuniavsky (2012). Technical tools used are pencil (pencil.evolus.vn) and Umlet 
(umlet.com ).The resulting mock-ups are presented in the results section (which facilitates follow-
ing design principles and their evaluation). The evaluation of mock-ups follows a concurrent 
mixed-method approach (Creswell & Plano-Clark 2011) to include standardized as well as in-
depth evaluation techniques that complement each other. To have a representative set of target users 
of the project, sampling goals were to balance gender, age, and experience levels (in contextualiza-
tion) of people working in the public sector. To test the usability of the mock-ups, the   VisAWI-
questionnaire   was   chosen   and   taken   over   from   Moshagen   and   Thielsch (2010;2014b). 
Being interested to evaluate the navigation (i.e. particular design choices), led to add further ques-
tions (orienting on Reeves & Hedberg 2003:148). To supplement questionnaire results, three quali-
tative data gathering techniques were conducted. Firstly, observations were made during user 
test. Secondly, users were asked to think aloud (and explain their thoughts and challenging  design 
aspects)  while  navigating  through  the  set  of  mock-ups.  Thirdly,  semi- structured interviews are 
made in small focus groups to qualify questionnaire responses (Merton 
& Kendall 1946; Kitzinger 1994; Cohen et al. 2011). The interviews are guided by non-reactive 
tools such as the semi-structured guidelines and by reactive tools such as stimulus prompts and pro-
vocative statements (cf. Merton & Kendall 1946). All materials can be provided on demand. The 
approach to analyse questionnaires was oriented on Moshagen & Thielsch (2014a). Based on the 
questionnaire results, most negative, positive and surprising responses were noted (as “action 
points”) to tailor the analysis of qualitative data. Subsequently, audio records and notes were ana-
lysed. Apart from action points, particular focus was to answer the three operational research ques-
tions. Finally, results from both methods  were synthesized and related back to design princi-
ples. Hence, the analysis can be summarized as an exploratory sequential mixed method approach 
(Creswell & Plano-Clark 2011), which is reflected in the following report of results. 

4     Report of results 

4.1      Sample of participants 
Six women and four men participated in the mock-up evaluation. The age of people ranges 
between forty and twenty-three, the average age is 29.4 years. Except for one person, participants 
are employed and work in the public sector (higher education). The time of being employed 
ranged from a half year to almost eight years. Three participants indicated to never have contextual-
ized OER before (one male and two females). Two participants (two males) indicated that they regu-
larly adapt OERs and are expert in the fields. Other participants were more or less 



familiar with contextualization. Apart from the employment background of participants, the sampling 
of involved participants is appropriate. The generalizability of results will be addressed in the discus-
sion section. 

4.2      Analysis of Usability / Aesthetic Factors 
The overall rating of the usability and aesthetic-factors of the interface design tends to be rather posi-
tive (see Graphic 2- note the scale accumulates responses, expressed in percentages). Concerning the 
factor simplicity, about 60% of participants agree (somewhat simply or strongly agree) that the layout 
is lofty, easy to grasp, well-structured and coherent. Agreement to the factor diversity appears to be 
less positive. About 48% somewhat, strongly or simply agree that the design and layout is appeal-
ingly diverse. Coming to the factor colourfulness, the assessment shows that about 46% some-
what, strongly or simply agree that the colourfulness is positive. Furthermore, only about 15% of par-
ticipants disagree that colours are negative in the design. Last but not least, the responses to the 
craftsmanship indicate that about 45% of participants agree that the layout and design is well 
made, compared to 25% participants who disagreed (simple, 
strongly or somewhat disagree). 
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Graphic 2:  Overall Evaluation Graphic 3:   Evaluating Navigation 

Apart from the VisAWI-report, participants were asked to answer additional questions concerning the 
navigation (see Graphic 3). Aggregating positive (strongly, simple, somewhat agreement) and nega-
tive (strongly, simple, somewhat disagreement) responses, nine of ten participants agree the presenta-
tion of peer information is clear, followed by the responses that the overall navigation is functional 
(six of ten). In contrast, the wording of buttons appears to be unclear; three people did not decide, one 
did not respond and two participants disagree that the use of words is clear. 

So far results suggest that action points address the density of the page, choice of colours, inventive-
ness, diversity, as well as actuality of the layout. Additionally, the role of linguistic terms needs to 
be further evaluated. While the questionnaire results do not answer how to go about and improve 
the design, the results of qualitative data will provide additional hints. 

4.3     Qualitative analysis of mock-up design 

Results of the audio records and observation notes will be presented in the following. In a first 
step, a descriptive report of the findings will be provided. Findings informing the action points and 
navigation (highlighted in bold) will be described for each mock-up screen (1-5). In a second step, a 
brief aggregation of responses to the main research questions will be provided. In a third step, implica-
tions for the design (and principles) will be defined. 



4.3.1      Descriptive results: observing users navigation through contextualization 

Screen (1) Log in: Most participants needed time to familiarize with the first screen which shows 
several buttons and attention capturing information (such as the link ‘what is an OER’). A central 
picture, which did not matter at all for the testing, captured attention as well and indeed, disrupted 
the process. Hence, a locale to improve density of the page can be allocated for the forthcoming 
design. The assumption that density is critical in the first screen can further be supported as users 
were looking for the log-in sign but could not find it: “…where is the log-in” (participant 3). Con-
cerning the use of words, questions concerning abbreviations such as “OER” were posed. This 
hint will inform the section ‘required training’ (IV) of design principles. In the first screen, other 
action points (diversity, actuality, colours) were not addressed. Concerning the navigation, the most 
intuitive clicks can be allocated to the “search”, “topic” and “find OER” button, as well as on the 
“play” button of the picture. In fewer cases, participants wanted to login in a first step and search 
OER afterwards. Only in one case, a participant wanted to look for collaboration partners and click 
“MyEagle” or the “community” button first. These results suggest that overall, users looked at the 
higher part of the interface first and oriented on the main navigation buttons. 

Screen (2) Search OER: Given the programming of the search process, participants scrolled over 
the exposed OERs on the second screen. Those who evaluated presented information were very 
positive about seeing the “author”, “last date of adaptation” and the “document type” of the re-
source. Users stayed only a short amount of time on this screen, wherefore neither design 
aspects nor action points were addressed. Concerning the navigation, the most intuitive clicks 
were directed to the OER content. Only few participants clicked the button “use this OER”, a drop 
down menu which allows discriminating between “opening” and “seeing” the OER or opening a 
dedicated “adaptation space” (a point to be discussed later). Concerning informational needs, users 
were further interested to see whether this OER has an adaptation history. Hence, whether it was the 
latest OER or whether (parts of) the OER were re-used is of interest. 

Screen (3) Adaptation space: Participants identified that the resource can be adapted ‘here’ in 
the third screen  given the editor surrounding the OER text. A problem was that the laptop 
displayed information small wherefore it was mentioned often: “…this is very small” (participant 
1). This feedback provides a valuable hint where to improve density of the interface. Concerning the 
navigation, most intuitive clicks were the buttons “preview”, and “communicate with peers”. The 
navigational device on the right hand was perceived and used by two novices. The third novice 
did not like the navigational device, while others found it non-disturbing when being asked. If 
the navigational device is not needed, a locale for improving density and simplicity of the layout 
can be defined.  In screen 3, people further hesitated and screened all navigation bars for an option 
to add peers (to collaborate during contextualization). Not all participants identified the “peer 
space” button (and link) as the surrogate for this option. On the one hand, the action point choice of 
linguistic terms leads to a difficulty for users. On the other hand, simplicity of the layout may 
have to be improved in this respect. When opening the section ‘peer space’ people were seldom 
clicking the search button to search and add peers.   Output tables appeared to be overloaded 
since participants were looking only for name, surname and department to identify peers. Apart 
from informational needs, a surprising note was that participants were looking for icons to “add” 
friends or to “share” the OER. Here, the action point linguistic terms can be substantiated. Also, 
actuality and diversity of the layout may be improved regarding the use of icons. Interestingly, 
participants were looking for other options to inform their collaboration partner, namely by sending 
a mail, link or an invitation. This informs which functional needs are 



currently missing in the design. Last but not least, participants neither used (found) the ‘manage’ but-
ton nor asked for options to restrict editing rights of collaboration partners. In focused interviews, 
however, participants supported that such options are important, but the current layout would  not 
point  them  out  intelligibly.  In  this  context,  negative  results  in  the  questionnaire regarding sim-
plicity may be substantiated. 

Screen (4&5) Preview and publishing space. After taking their time on the adaptation screen, users 
scrolled past the preview and publishing space without major considerations. Here, metadata for OER 
are presented by icons. Participants addressed seldom or outlined: “… all these do not tell me any-
thing but I don’t know this platform yet- I guess it will work out” (participant 2). In this respect, a 
point to note for ‘required training’ (IV) of design principles can be allocated. Concerning the naviga-
tion, people both used the top navigation as well as the lower navigation to go back and forth between 
contextualization steps. 

Graphic 4:  Mockup screen (3) 

4.3.2      Responses to the research questions 
In the following, an answer to the research questions is sketched: (1) when users like to add collabora-
tive peers in the process; (2) which informational needs users require to validate the selection of col-
laborative peers; and (3) which functions need to be added to allow collaborators to exchange their 
knowledge (how and/or what to adapt)? 

(1) Concerning the point of collaboration, the test has shown that users like to contact peers
before having reviewed the resource, after having selected the resource, by invitation, and sending a
link or mail. Users like to be informed when their peer has been informed about the invitation. Users
require managing the editing rights of their collaborative peers. They wait for typical icons and word-
ings of social platforms such as “invite, share, send to” as well as “add“. Last but not least, users re-
quire seeing collaboration functions directly up front, since collaboration is their central point of con-
cern. (2) Concerning informational needs, the test clearly pointed out, that the current design pro-
vides too much information. Users perceive an informational overload. It



would be sufficient when showing name, surname only.  (3) Concerning the third question, func-
tions which need to be added to allow collaborative exchange of knowledge resources are icons 
for identifying the share functions and for identifying the collaboration space. Kind of media 
needed are chats, screen-shots, links, video, audio, notifications of changes, app mobiles. Last but 
not least, signs to differentiate between adapting and viewing spaces of OER should be considered. 

So far, results of the questionnaires, audio records and observation notes have been presented. Miss-
ing so far is the consideration how findings allow improving and adapting the design and chosen 
principles in the table. The following section addresses this point. 

4.3.3      Implications for the forthcoming design 
The following table  shows an excerpt  of chosen design principles  and their translation into 
screens (the full table can be provided on demand). The last column specifies problematic transla-
tions and indicates how to change forthcoming design. 

Specific design principles Argumentation of design choice Implications 
I. Use of words and icons
A.Consistency
o Keep consistency in design
and textual devices (e.g. Het-
sevich 2014)
B.Wording
o Use linguistically clear
elements (e.g. Hetsevich

2014) 
C.Usability
o Language is appropriate to
increase usability (e.g.
Nielsen 1994)

Consistency achieved by:  consistent fonts, 
colour (shades of blue, light  yellow, light 
red). Navigation is on the top, wordings in 
pages labels /fonts /buttons reflect results of 
GOMS cf. Galitz 2007:139; Oracle 2010). The  
use  of  words  and  textual  learning con-
tents needs to be low. The platform is used 
across countries so several languages are

configured.  As  linguistically 
unambiguous terms  are  chosen  f.e.:  “peer 
space”,  “manage” or “communicate”, 
“trace”, “editing”, “preview” and “publish”. 

Linguistic      terms: 
use   more   icons   and 
familiar wordings. F.e. 
icons for: share, log in, 
save, search; words: 
share, invite, add, col-
league, collaborate / chat. 

 Orient on mobile 
phones and social plat-
forms design. 

II. The layout
D.Capabilities
o Capabilities are easy to
grasp (cf. Galitz 2007:47)
o Ongoing representation of 
objects and actions
o Fast, incremental, revisable
operations, related effects are
immediately visible on the
screen or object (cf. Shnei-
derman 2002:149). 
E.Usability
o Users are informed, enjoy
control, capabilities allow
recognition (Nielsen 1994)

Capabilities are highlighted by bolding (are 
bolded, colored cf. Galitz 2007:164,338). 
Capabilities of  the  page  are  displayed  by 
buttons and links, they are exposed by the 
navigation.  Most  objects  can  be  clicked, 
such as the ‘sign in’ icon, search, and so 
forth. The cursor changes its appearance by 
mouse-over, i.e. clickable fields are 
highlighted   by   visual   cues   (cf.   Galitz 
2007:338f.) 
Wordings, buttons etc. enable users to recog-
nize functions instead of recalling how func-
tions proceed. The status in the process of the 
contextualization process is displayed by 
process bars. 

Display status more 
clearly:   when   saving 
the    contents;   adding 
colleagues; distributing 
rights to colleagues; 
tracing   editing changes. 

Simplicity of screen 
structure: open (and 
highlight) main capabili-
ties (f.e. adding peers) 
headmost or central in the 
screen. 

III. In/output of the system
F.Input/ interaction 
sequence
o Visible   objects   can    be 
clicked (buttons instead of 
syntax) (cf. Galitz 2007)
o An  appropriate      spirit 
(emotional  effect)  is drawn; 
intentional     and 

The design shall be  playful  yet  convey a 
sense of seriousness for self- and guided 
learning activities.  To make self-dependent 
learning joyful, user control is provided by 
letting people decide whether or not to colla- 
borate & in which navigational paths.  Tasks 
in the process (contextualization) and job- 
work   were   aligned   in   scenarios.   They 

Highlight input op-
tions: e.g. search bar 
for  searching  peers, log-
in sign. 
 

Configure additional 
navigation bar (right 
handed)          as          a 



viewer effects are aligned 
o User,     tasks,     job     and 
product shall be attuned ap-
propriately   (cf.   Galitz 
2007:47) 
G.Usability
o flexible  interaction  design 
given user characteristics 
(Nielsen 1994)

informed    the    interface    &    interaction 
sequence in return. The navigation has two 
layers, represents contextualization steps, 
follows the site structure, offers visual cues; 
linked  text  and  labels  match  (cf.  Galitz 
2007:345; Serif 2012). Metadata input is 
guided by LOM, (expected) experience level 
of users and is limited to low, appropriate 
range. 

customizable menu, 
depending on user 
characteristics (experi-
ence level) 

IV. Required training
H.Meaning  of  words  must
be clear
o Abbreviations such as
OER, where to find hints,
use of navigation, familiariza-
tion with the interface

An additional navigation bar guides users in 
adaptation screen. (Navigation bar in the right 
handed side). Users may need to be advised 
about the meaning of acronyms such as OER. 

Let   people   explore 
the main interface 
before starting the test. 

  Meaning  of  LOM 
needs  to  be  clarified, 

Explain steps of 
contextualization 

Table 1: Design principles and implications from results 

5    Discussion 
So far, the results of the study have allowed answering the research questions. Few points are to dis-
cuss, beginning with the quality of results. The results stem from a sound, qualitative research ap-
proach to answer: when users like to add peers, which information they need and which functions they 
aspire in a collaborative contextualization process. The evaluation was conducted with ten partici-
pants. It is a small number and limits the generalizability of the results; statistical tests provide no 
meaningful outputs in this respect. Audio records further indicate that results may be biased by inter-
viewer effects: Participants asked whether interviewers are designers of mock- ups at the same time. 
Subsequently, interviewers noted in some cases that participants hesitated to evaluate the question-
naire. The depth of qualitative data, however, allows supporting as well as extending the insight of 
quantitative data. On behalf of the rich responses it was achieved to substantiate questionnaire results, 
both with regard to action points and responses to the three operational questions. Overall, the quality 
of results is thus appropriate to discuss the findings and draw further conclusions for e-Learning and 
Lern-Service Engineering research. 

Considering the scenario, that tutors and learners have to select a learning environment for their pur-
poses, recommendations in Table 1 can support the evaluation.  For example, findings suggest 
that additional navigational menus should be designed according to the experience level of users. 
Tutors could check the level of expertise of their scholars and compare provisions of learning en-
vironments respectively. Considering the scenario, that tutors are developing their own learning envi-
ronment, results of the study facilitate designing contextualization. For example, results suggest plac-
ing layout structures centrally in the screen. In this respect, the principle ‘focus 
& emphasis’ (Galitz 2007:162-165) can be supported and should be taken into account in the design 
of learning services. Apart from tutors, learners can take the findings into account and check 
whether a given e-Learning service provides suitable information to identify their peers. Based on 
the results of the study, the versioning history of a resource would be of interest, for example. 

Last but not least, to the systematic learn-service engineering, results of the study further emphasize 
the role of linguistic terms. Users were looking for particular wordings, cues and related icons. 
In this respect, a clear link between design and contextualization strategies can be 



found. The role of terminology is mutually emphasized so systematic engineering may benefit 
from  synthesizing  strategies  from  both  approaches.  Apart  from  these  implications,  further 
emphasis can be placed upon the role of social networks for innovative learn-service engineering. 
Users’ wordings resemble terms commonly used in social network platforms (such as “add”, “in-
vite”). Aiming to develop a functional collaborative contextualization process should bear this hint 
in mind to innovate learning environments. 

Apart from considering implications for e-Learning scenarios, the results presented in table one 
can be used to further integrate future e-Learning concepts: The role of mobile phones needs to be 
explained a bit more in this point. Looking specifically at interaction design for mobiles, we 
need to ask how much we know about the mobile digital environment, how much we know about 
using mobiles whilst being on the move vis-à-vis the knowledge of static computing. Maybe func-
tional design depends on the daytime and location since phones are frequently checked close to 
getting up or going to sleep, even at Friday and Saturday nights (Perlow 2012).  The use of mo-
bile technologies must be understood as no longer a psychological phenomenon but now a sociolog-
ical one; defining job-task and requirements for design may thus benefit from research on sociology 
of mobilities (e.g.  Nyiri 2007; Urry 2007) in the future.  Additional design principles may thus 
have to be specified and added to table 1. 

Apart from design for mobile learning, pedagogical design implications are not yet addressed in 
this study. Pedagogical designs depend on the understanding of learning and on the culture and con-
text where this learning process pretends to be fostered.  Moreover, the appropriation of any arte-
facts (technologies, digital resources, tools) it is shaped by the culture and history of the individual 
user. Hence, how re-design is able to analyse and acknowledge original pedagogical design 
needs  to  be  further  discussed.  More  generally,  a  salient  question  is  whether  the pedagogi-
cal  design  of  an  OER  should  be  explicitly  highlighted  during  contextualization processes. 
In an age where educational innovations are demanded at all levels and sectors, it would be of 
importance to investigate if this information would allow users to question their own pedagogy and 
explore new ones, fostering this way the required educational innovations. Following this line, it 
should be considered which pedagogical dimension should be added to design principles, since a 
contextualization process could result in a re-conceptualization of the educational resource itself. 

6    Conclusion 
The study has elaborated which functional design allows for collaborative contextualization. The 
systematic analysis of requirements, design principles and their translation into mock-ups laid a 
foundation for user evaluations. Based on a mixed-method evaluation, user feedback has allowed 
discussing appropriateness of design choices. Empirical results suggest that users are looking for 
linguistic terms which resemble social platforms. Concerning contextualization steps, users like to 
add collaborators not only after they have selected the resource. Moreover, they would like to 
send the resource among others by mail and invitation to peers. Apart from insight on contextualiza-
tion, implications for design principles are defined. Results suggest that general orientation can be 
gained by e-Learning heuristics. Overall, the results can guide designers who are interested in 
developing interfaces for collaborative contextualization. In the future, design strategies and contex-
tualization models need to be extended to become more useful for practice. Two  future  research 
topics  emerging  from  results  are  the  role  of  mobile  and  pedagogical 



principles for interaction design. Implications for design are valuable and inform discussions of de-
velopment choices in the project EAGLE so far. An interface validation and assessment of subsequent 
design choices will be addressed in the future. Generally, however, it will be salient to assess the de-
sign principles in other context and further elaborate on their generalizability. 
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The Contribution of Agile Open Educational Resources to-
wards Agile Government – an Explorative Study 
 
Abstract 
 
Agile Government leads to many changes regarding policies, processes and technologies.  
Although those changes are clearly identified, there is a strong need for rapid knowledge ac-
quisition and learning. Our paper elaborates how Open Educational Resource (OER) devel-
opment and use contribute towards agile government. We present a case study and derive and 
evaluate a model for agile OER implementation in Public Administration for this aim. Results 
show that agile OER contribute towards more agile government and governance processes by 
enculturing open and agile practices from the bottom. Furthermore, we identify main research 
gaps to address in the future.  
 
Keywords: Agile Government; Adaptive Governance; Open Educational Resources; Public 
Administration 
 
1 Introduction 
The trends and research disciplines of Agile Government and Adaptive Governance lead to 
new challenges for technology development and diffusion Public Administration: New pro-
cesses need to be established, new knowledge and leaning needs occur for citizens and em-
ployees. The main goal of this paper is to show how Open Educational Resource (OER) de-
velopment and use can contribute towards change.  
The need for change in Public Administration is manifested in different research trends and 
corresponding concepts: While the concept of Agile Government is not commonly defined, it 
relates to the ability of governments to rapidly react to changes including the participation of 
citizens (cf. Gallop, 2012). These changes can occur on different levels: policies, (work) pro-
cesses including project management (Crawford & Helm, 2009) as well as specific software 
development processes and corresponding technologies (Mergel, 2016). The concept of 
Adaptive Governance is strongly related: Janssen & von der Voort (2016) show the different 
aspects of how to make decisions and handle changes on different levels amongst them or-
ganizational governance, governance of programs and governance of software projects. As 
the overarching concept, Agile Methods (AM) can be defined as ‘processes that enable flexi-
bility, forecasting, preparedness, exception handling’ in Government (Fishenden & Thomp-
son 2013:981). Others consider agile methods as a set of steps in technology development 
that aim at delivering quick, flexible, user-centered results (Arimoto & Barbosa 2013). As a 
specialization, agile software development approaches like Scrum or eXtreme programming 
are well known and applied in practice in the technology domain (Arimoto & Barbosa 2013). 
Agile Methods have gained a lot of attention in the domain of Public Administration follow-
ing the need to create 1) more flexible processes and 2) more stakeholder involvement.  
Despite the great increase of publications on agile concepts and principles, only few papers 
are dedicated how to deal with those rapid and far-reaching changes from a knowledge- and 
learning perspective. How can employees be prepared for new processes, how can processes 
be designed to rapidly adapt towards new requirements from society and citizens? Those are 
just exemplary questions which illustrate the need for learning to adapt towards changes in 
shorter and shorter periods of time. 
A promising solution is the use of Open Educational Resources (OER): digital knowledge 
resources that can be (re-)used according based on open licenses (Hilton et al. 2010:39–43; 



 
 

 

Pirkkalainen & Pawlowski 2010). Digitized ways to acquire knowledge was always at stake 
for Government agencies and administrations (OECD 2001). Yet, reforms aiming at increas-
ing transparency and knowledge sharing processes move slow, both regarding the opening 
towards citizens and within Government administrations (Stoffregen & Pawlowski, forthcom-
ing; OECD 2003; Young et al. 2012). One of the main ideas is that public servants create 
their own materials according to their needs in short periods of time. In times of demographic 
change, such kind of knowledge can help for example to avoid the brain-drain when experi-
enced colleagues leave their workplace (Stoffregen & Pawlowski, forthcoming). In an ideal 
case, every public employee becomes expert for his work and responsible for sharing it ade-
quately with colleagues. Yet, recent studies have shown that OER projects are prone to or-
ganizational barriers and conflict with bureaucratic culture (Eidson 2009; Pirkkalainen & 
Pawlowski 2013; Stoffregen et al 2015).  
Up to now, Agile Methods in Government and OER development have been treated separate-
ly in literature. This is stunning since the integration of both streams may bring synergies. On 
the one hand, OER-lifecycles subsist from the free collaboration of colleagues, an open mind-
set in practice, liberate search, adaptation and re-use of digital knowledge resources (Butcher 
2011). Since public servants are unfamiliar with these practices, agile development may con-
tribute to harvest familiarity as users are continuously involved and become active from the 
beginning. Once open practices are encultured, sharing digital resources online may spill over 
and benefit agile approaches and goals of the development team as, for example, yet to be 
seen for the product source code (cf. Mergel, 2016). Informing OER implementation by agile 
methods in Government may thus perform as a fruitful bottom-up approach that builds famil-
iarity with open, flexible practices and principles from the beginning of implementation pro-
cesses. OER development does not only focus on the software development processes but 
also fosters agile practices of public employees from strategy development to operational, 
daily work processes.  
It remains open how to provide knowledge and learning solutions within agile government 
processes. Therefore, our aim is to address this research gap and shed light on the research 
question: How to contribute towards knowledge and learning processes as part of agile gov-
ernment changes utilizing agile Open Educational Resources in public administration?  
 
In our study, we focus on small public administration units which face particular challenges 
such as restricted resources and high pressure of demographic change. We analyze qualitative 
material collected over one year during a project to introduce OER. The results contribute 
conceptually how to implement changes towards Agile Governments from a knowledge and 
learning perspective. Specifically, we propose a model how to perform Agile OER projects as 
part of Agile Government processes.  
 
2 Background: Agile methods in Government  
The chapter background provides background on agile concepts in Government and OER 
development. The review serves to evaluate the synthesized model resulting from the case 
study in the discussion. 
 
2.1 Agile Methods in Public Administration  
Agile Methods follow a clear set of values as described in the Agile Software Development 
Manifesto4: “…individuals and interactions rather than processes and tools; the production of 
working software rather than extensive documentation; (iii) collaboration with the customer 
not contract negotiation; and (iv) responding to change rather than following a plan” 

                                                 
4 Agilemanifesto.org 



 
 

 

(Michaelson 2013:296; Agile Manifesto1). Stakeholders have to adapt processes and have to 
be open to incremental, on sight-development phases to succeed with their product and ser-
vices (Gong & Janssen 2012; Janssen & van der Voort 2016; Mergel 2016:518). In view of 
these points, we define agile methods as a “set of project management and software devel-
opment processes, adjusted procurement procedures, combined with HR policies, and organi-
zational and managerial approaches to support innovative digital service delivery in Govern-
ment” Mergel (2016:516). It can be stated that agile methods and principles are about to 
shape public sector business to address pitfalls such as lack of user involvement (Christy 
2016).  
Agile methods according to Christy (2016) start with a discovery and needs-analysis phase, 
continues with a prototyping phase, improvement phase as well as a live-phase “where prod-
uct becomes operational for all end users” (Christy 2016:14). The goal of is to bring satisfac-
tory products to life. While software development outputs are thus in focus, another goal of 
the approach is to contribute to change in government services as to make it “analogous to the 
speed of adaptation that information technology has brought to other parts of society”. Hence, 
Christy considers that agile processes spill over and have a long-term effect both on learning 
and application of knowledge (Christy 2016).  
Similarly, Janssen & van der Voort (2016:4) consider education and training among the key 
principles of agile work. They “are the key concepts to provide more leniency towards im-
provement and adaptation and provide more ability to react”. Again, agile approaches shall 
contribute to innovate overall work processes instead of optimizing technology implementa-
tion.  
However, agile methods need to be embedded into organizational strategies, culture and pro-
cesses.  Mergel (2016) points out that policy and management pillars of the organization need 
to be addressed apart from the software development team. She highlights that change should 
address the mindset, a “culture of prototyping and experimentation” (Mergel 2016:522), that 
shapes leadership as well as commitment to contribute from employees (Mergel 2016). Clear-
ly, this requires cultural changes and corresponding learning processes. An open question is, 
how do agile methods inspire culture change while addressing barriers of the current work 
environment? (Mergel 2016:522). Hence, the behavioral perspective and role of culture-
context-factors have not been sufficiently integrated so far.  
Summarizing this brief review, we can state that since agility came into focus of Government 
reform, its impact was connected to broader goals than software development success. It em-
beds in the promise of successful digitization, “of a potential transition to a more genuinely 
integrated, agile, and holistic government, whose organizational operations are visible in de-
tail both to the personnel operating in the fewer, broader public agencies and to citizens and 
civil society organizations” (Dunleavy et al. 2006).  
OER development, as argued out in the next section, has a strong focus on related culture and 
organizational change processes. Generally, agile methods in Government and OER devel-
opment share the core steps and outputs from an eliciting phase, planning of releases and 
sprints, doing sprints, evaluating and iteration orienting on Mergel (2016) and Arimoto et al. 
(2016).  
In this regard, experiences from agile OER development may benefit towards  agile processes 
in Public Administrations as well as cultural change. In our study, we aim at elaborating on 
this hypothesis. We want to explore, how agile OER development succeeds and how agile 
government projects can incorporate those for learning and knowledge management aspects. 
Based on our case study we discuss how the models benefit another and create a synthesized 
approach. 
 
  



 
 

 

2.2 Agile methods and concepts in OER development 
Open Educational Resources (OER) have emerged as a trend to share teaching, learning, and 
research materials openly using dedicated licenses (Atkins et al. 2007:4). They are intended 
to improve speed and quality of knowledge and learning processes which is a key aspect 
when implementing agile government projects. In the public sector context, OER were often 
considered as open data-resources and raw materials that are published to the web for citizens 
(Stoffregen & Pawlowski, forthcoming). Other than open data, however, OER are shaped by 
a pre-defined learning goal and present structured information and content. The similarity is 
the adaptation process which anyone regarding open licenses of the OER can do. A learner 
can adapt OER for her own learning means similar as an open educator or developer (Nas-
cimbeni & Burgos 2016) can adapt OER for their target-group (Stoffregen & Pawlowski, 
forthcoming). Principles shaping the adaptation and meaningful use for learning means are 
“users are centerpiece of the processes; previous knowledge, experiences and competences 
should be accepted and incorporated in the process; the range of OER should be flexible so 
users can decide where when what how and how fast the can learn.” (Butcher 2011).  
In this regard, adaptation processes were defined as iterative circles of: searching, validating 
reuse-ability, adaptation, validation of results, re-publishing and start over with searching 
relevant OER (Richter & Pawlowski 2007). To make an OER meaningful to end users, they 
have to be constantly involved and trained to make the most of the digital learning resource.  
Culture and context factors have a tremendous impact on the success of the OER develop-
ment including creation and adaptation processes (Edmundson 2007c; Henderson 1996; Stof-
fregen et al. 2016, Pirkkalainen & Pawlowski 2010). On the one hand, culture mindsets shape 
the perspective of developers, how the digital resource shall work and be embedded in learn-
ing platforms. On the other hand, managers have their own idea about the free-time to use 
OER, required quality checks and responsibility for publications. End users, at the same time, 
dream of an easy-to-use, mobile, just-in-time learning solution that works similar to google 
(Stoffregen et al. 2015). Not to forget, end users do not only use OER for themselves but also 
for colleagues in administrations. Essentially, an OER is thus iteratively adapted to culturally 
fit the context of users in a given time and place. Core factors to consider in this culture con-
textualization are for example, value of errors, learner control, structure (Henderson 1996) 
but also type of content and format of the media (Edmundson 2007c). Software development 
for OER use as well as OER adaptation is thus a well elaborated, culturally shaped process 
(Richter & Adelsberger 2012, Richter & Pawlowski 2007). In this respect, a permanent, 
strong exchange of ideas and progress between these stakeholders is indispensable in order to 
create a working technical solution. Systematic methods to elicit and document the role of 
cultural context factors in public administration thus have a strong role in OER development 
(Richter & McPherson 2012; Eidson 2009; Edmundson 2007a).   
Lately, OER development methods have been inspired by agile principles. Boyle et al. (2006) 
elaborated on “a light ‘agile’ development method that is structured but adaptable to local 
circumstances” in learning resource development. Initially, the goal was “to provide a robust 
and flexible framework that will support the development of high quality learning objects” 
(Boyle et al 2006:2). Focus of their work was to improve collaboration between educators 
and media designers as well as the integration of all organizational members in the overall 
process of OER use (Boyle et al. 2006:2f.). While Boyle et al. (2006) elaborated on the or-
ganization of collaborators to succeed in the creation process, a recent study of Arimoto et al. 
(2016) focus in depth on the steps to create an agile method for OER (AM-OER). Their result 
is AM-OER which proceeds over the steps: needs analysis, defining educational objectives, 
planning, development, validation, iteration, packaging distribution. Later, these steps were 
refined with considerations about the initial architecture, planning, sprint, design / incremen-
tal development, evaluation, iteration, releases. Crucial point of AM-OER is the distribution 



 
 

 

of roles namely the user, development team, coach and IP Expert (Arimoto et al. 2016:212). 
Users are learners at the same time which is typical for OER-approaches. It means they are 
gaining knowledge by using OER content as resources for own learning means as well as 
they are using the resource for own means such as training of colleagues. Developers are me-
dia designers, reviewer to check the quality of OER as well as technical embedders in the 
technical infrastructure and processes of the organization. The IP expert focuses on the cor-
rect uses of the materials. Last but not least, the coach works in-between the stakeholders and 
communicates ideas, challenges and processes. Overall, the distribution of roles contributes 
to the harvesting of common broad involvement in OER uses and maintenance. Instead of a 
few end-users and technical developers that run through sprints, the quality of technology 
infrastructure, outputs and interaction of involved people is addressed in AM-OER.  
The approach AM-OER is comprehensive and focuses on the role of social collaboration. It 
therefore can serve as a base to develop a model which incorporates both, agile government 
and OER processes to create synergies.   
 
3 Methodology 
The overarching research question of our study is: How to contribute towards knowledge and 
learning processes as part of agile government changes utilizing agile Open Educational Re-
sources in public administration? In particular, we elaborated: How does the project trajecto-
ry evolve with agile OER uses? as well as: Which model represents an integrated process of 
agile Government and learning processes? Our research paradigm is associated to the socio-
technical school of thought (Williams & Edge 1996). The approach follows constructivism 
and applies an interpretative lens (Myers 1997; Gregor 2006; Bacharach 1989; Whetten 
1989). In line with the research paradigm, our research strategy is an interpretative case study 
(Yin 2014; Carson et al. 2001) oriented on principles and steps of Action Design Research 
[ADR] (Sein et al. 2011). ADR is a recent approach which assembles principles and practices 
from action research (e.g., McNiff & Whitehead, 2009) as well as design science research 
(Hevner 2007). Outstanding in ADR is the emphasis that technology, knowledge and design 
principles are shaped from the specific context, while offering a way to generalize upon the 
situated findings for classes of problems in the field. Furthermore, ADR includes a reflection 
phase that directs attention for researchers to systemize insight, to reflect and to steer the 
forthcoming interventionists steps in the project. In this context, ADR suits both the research 
interest and paradigm of the study. In addition, the approach is valuable for the context spe-
cific research question and presented above.  
Our data collection bases on focus groups, survey interviews (Yin 2014) as well as semi-
structured interviews (Myers 1997; Morgan 1997; Kitzinger 1994; Merton & Kendall 1946). 
In total, three focus groups were organized with general public employees and trainees (group 
size > 10 participants). Authors designed a purposive sample of participants (Yin 2014) and 
achieved to involve public employees from the IT-Department, e-Government department, 
personnel and organisational change department, library, fire department, internal service and 
front offices. The survey interview (Yin 2014) design was oriented on previous studies in the 
field (cf. Stoffregen et al. 2016). Public employees were asked to participate on a voluntary 
basis. We recorded and analysed the survey data in SPSS with regard to our research ques-
tions. Concerning interviews and focus groups, we took notes and developed protocols of 
discussions (Myers 1997). The analysis of all data oriented on contextual content analysis 
according to Mayring 2010). Rules followed are the familiarization with context-specific 
terminology, definition of material to analyze, contextual analysis (check the relevance and 
intelligibility for the analysis), develop explicatory paraphrases and validation of explications 
(Mayring 2010: 89). To validate our explications, we discussed protocols and impressions 
about the progress with participants and leaders of the administration (cf. Madill et al. 2000; 



 
 

 

Myers & Klein 2011). Different accounts were noted, discussed and results adapted (see the 
results section concerning the discussion with leaders).  
 
The case study context is a public administration in western Germany. It is a modern public 
administration that has an active in e-Government presence and is known for its progressive-
ness in the public sector landscape. In total, about 32 public employees (13 trainees and 19 
public servants and managers) were involved for about one year (November 2015 till No-
vember 2016). The project is currently ongoing wherefore we report till the recent point and 
provide an outlook of next sprints.  
The context of our study was a broad OER implementation including a long-term observation 
as well as strategy development for using OER. However, we avoided to projectizise our fo-
cus on “agile” approaches. Instead of insisting to follow steps of agile models presented 
above (summarized in Figure 1), we aimed at following the process trajectory in context over 
time. Correspondingly to this, we traced an abductive evaluation strategy (see Douven 2013) 
and followed an interpretative, in-depth analysis of data (Mayring 2010; Corbin & Strauss 
1990). 
  

 
      Figure 1: 
Research Process 
We took notes about discussions (expert and focus-group discussion) for analysis at the 
workplace. Workshops were recorded but due to privacy concerns, participants aimed at turn-
ing down the record. The knowledge-skill-attitudes assessment was distributed on a voluntary 
basis to all participants. We oriented on a previous approach from the project EAGLE (EA-
GLE project 2013) as well as guidelines from McNiff & Whitehead (2009) for documenting 
observations in the field. Once analyzed, we discussed results and outcomes with participants 
on site according to principles of ADR (Sein et al. 2011). In the following, the result of this 
process is presented.  
 
  



 
 

 

4 Results 
In this chapter, we present the results in form of a narrative of landmark happenings, dates 
and turning points in a first step. In a second step, we will discuss the findings with regard to 
the main research questions.  
     
4.1 Narrative of results 
We contacted leaders of the internal services of the municipality and asked whether they are 
interested in a workshop about “open e-Learning for training of employees in the public sec-
tor” which is free of costs. Background of the workshop would be to elaborate individual 
strategies for sustainable implementation and use of open educational resources. Our sugges-
tion was met with great interest and we were invited for a talk about the workshop-content 
and overall approach of the implementation strategy.  
In the first meeting, two leaders were surprised about the fact that open educational resources 
are constantly developed and re-used over time. E-Learning was not a common approach to 
train employees so a lot of time of the first meeting was dedicated to explain what OER are 
and what they might be. “So it is not e-Learning but our employees actually develop re-
sources- they are free in the choice of topics- how does that work?” 
Apart from the meaning of OER, center of discussion was the strategy: who exactly will use 
the OER and where at the workplace- “how will workshop results be embedded”? The leaders 
asked which role infrastructure development would play since the municipality was about to 
elaborate on an integrated approach comprising knowledge management, learning and intra-
net.  
After the meeting, leaders decided to present their ideas to the official meeting of leaders and 
inform them about the potential workshop and long-term strategy development. During the 
presentation two further leaders demonstrated great interest and claimed for another meeting 
for discussion. “The leader of infrastructure and information technology had so many ques-
tions and need for explanation- it would be better to meet you again here on spot before go-
ing on.” 
During the second meeting with authors and four leaders of the municipality, it became clear 
that a long-term involvement after the workshop was of key interest. The workshop should 
serve as a backup to actually show what OER are in practice and which requirements have to 
be considered. Furthermore, we noticed the emphasis of one leader. “What is important to me 
is culture. Its impact is always forgotten. We can sit here and talk and then they don’t use it. 
If they hear it is about anything that is “open” it won’t work like that.” We outlined our focus 
on the culture-context approach validated in public administrations before in which culture 
factors are of central interest. We agreed to discuss about results and decide about further 
steps subsequently.  
The initial workshop followed soon and was attended on a voluntarily basis. Information 
about the workshop was published in the intranet: “Inhouse Workshop: It is your turn! How 
do I adapt OER for my on learning means? And how do I generate support of leaders for 
this…? Both skeptics who do not like to learn online as well as employees who are busy at 
the info-station and have little time are invited. We elaborate how you can make OER work 
for your context. We elaborate on your learning and context profile and discuss about barriers 
that a future strategy has to address.” An excerpt of relevant results is presented in the follow-
ing. 
 

In total, six male and eleven women about 48years old participated in the workshop. 
Overall, people introduced themselves, elaborated on exemplary OER and discussed 
about case studies how to use OER in their contexts and positions. Furthermore, what 
participants knew before and expected of OER development and used was asked. Last 



 
 

 

but not least, individual, culture values were alleviated by a semi-structured question-
naire.  
The questionnaire showed that 82,4% aimed at using OER for own learning means at 
their workplace. Reading OER gained interest (82,4% agreement) while less than 50% 
(47,1%) aimed at adapting OER actively for themselves. Based on questionnaire re-
sults, the role of their daily work and context in this regard was very important. Most 
important factor is ‘time’ that is officially allowed to spend for developing OER. Over 
50% of participants reject that the must spend time regularly for OER uses while they 
welcome to use OER according to own means. However, 94,4% agreed that they need 
some dedicated space in terms of place to sit, infrastructure and light to actually use 
OER.  
Another key outcome was the role of OER to generate social ties. While some partici-
pants (16,7%) saw potential that OER will be miss-used for surveillance of employees 
learning involvement, 83,3% agreed OER are useful media to get in contact with peo-
ple. Another key result was the role of policies. About 34,4% of participants wish for a 
binding policy that is dedicated to OER development and uses and more than 50% dis-
agree that no policy shall be developed. Concerning details of policy content, 46,9% 
participants agreed that the policy shall elaborate how to behave in OER collaboration.  
The questionnaire showed furthermore that the role of leaders gained importance. 
Leaders shall stand for the idea of OER and help using them at their workplace (94,4%) 
users. At the same time, participants were keen to experiment how to actually develop 
OER at their workplace (55,6% agreement).  
Concerning the role of openness in discourse, results show that 50% disagree while 
22,7% agree to the claim “information is power and thus not shared”. Interestingly, fail-
ing in progress or better to say, discussing with peers about errors in content and diffi-
culties is acceptable (90,9%). However, only 59,1% participants  that this discussion 
involves leaders.  
 

The results and researchers notes were discussed with leaders from the first two meetings. In 
this context, further essential results were noted down: The distribution of responsibilities 
during the process appeared as a barrier to leaders. Also the setting of quality standards- 
whether OER uses and development runs as planned, was seen as important factor to elicit. 
Last but not least, it was principle to develop practice-oriented examples and best-practices 
regarding OER content and development. Internally, leaders noticed that the workshop did 
not succeed to actually convey experience in OER uses. Thus, another results oriented step 
should succeed before deciding about infrastructure designs. 
Apart from the workshop with public employees, envisioning of the infrastructure develop-
ment evolved. At this point of time, leaders from the internal service started to dissociate 
their involvement. More and more, the two technical administration leaders took over. During 
meetings, requirements for the technical solution were: embedded interface, building upon 
the existing technical solutions as well as integrate a wiki. The solution should integrate prin-
ciples of a social intranet, such as connecting with others, writing in private and public with 
colleagues. Yet, leaders were not finished with the envisioning phase regarding radical new 
platform integration. Thus, we decided to start with the wiki as is (infrastructure of the me-
dia-wiki) and build upon it. Furthermore, one of the authors developed a prototype skeleton 
for authoring OERs. As a result, we decided to develop around the existing solution. Two 
main relevant OER topics were defined for the sprints, digital security at the workplace and 
wiki for trainees.  
Afterwards, another workshop with public employees (trainees) was scheduled soon after. 
Participants were not corresponding with previous ones. Also the layout of the workshop was 



 
 

 

radically different given the interest in results oriented practice and training. On the one side, 
we scheduled weekly meetings to see how the OER development is actually progressing in 
their practice context. On the other side, it was much more flexible since the agenda provided 
space for participants to develop own OER. Essentially, the workshop addressed further bar-
riers elicited in the first context. Participants were trained in: giving feedback concerning 
errors and problems; how to write OERs; how OER uses and this project is supported by 
leaders, that they can form wiki-teams with older colleagues or trainees, that their feedback is 
welcome- both personally and online in a reflection tool that one author prepared. Further-
more, we elicited the knowledge-skills-attitude questionnaire on a voluntary base (anony-
mously with personal sign for recognition).  
During and after the workshop, participants were totally exhausted. They considered their 
knowledge as replaceable and unimportant. “It is a good idea. But why should we as trainees 
start with this project?” Despite that they liked their OER-results produced in the workshop, 
they did not see the relevance of their involvement. In other words, trainees supported very 
much the development of the wiki but did not understand how they should contribute to the 
kickoff.  
The second and third meeting with trainees unveiled that only one person managed to actual-
ly register to contribute OER. Others mentioned:  

“I have no time and actually my superior did not know about the project.  
Yes, I agree. Moreover, I cannot login from my pc- it is not connected to the internal 
network.  
Yeah, well, my superior seemed to know but how can I spend time when my col-
leagues is next to my talking to clients – I cannot afford that as a trainee.”  

 
Discussing their experiences, participants outlined that they had no time to create OER. Their 
leaders were hardly informed about the project. Trainees had no ideas what to write apart 
from topics discussed in the initial workshop. Furthermore, infrastructure barriers did not 
allow particular users to contribute to the process.   
While the authors collected and analyzed results for the next development and prototyping 
phase, one author was invited by one of the technical leaders. It came out that she was about 
to integrate new ideas from a working group outside our project and their administration. She 
had some ideas about video-learning and that everything could be produced by screenshots 
developed internally as well as by providers she got to knew a few months ago. Interestingly, 
she had not discussed with the other technical leader so far. Instead she wanted to know our 
ideas about it and how we could connect with the other team.  
We decided to integrate this suggestion in our next report that is about to be discussed and 
focuses on the infrastructure integration and future training sessions of trainees and involved 
participants. 
  
4.2 OER Reference Model for Public Administration 
In the following, we discuss the results with regard to experiences with the concept phases, 
outcomes and key turning points as well as roles emerging in the process. From this, we de-
rive the main articfact as part of the ADR process: a reference model of agile OER imple-
mentation with the goal to support knowledge and learning processes as part of Agile Gov-
ernment projects.  
 
The case study results reflect a process trajectory which runs up till the first sprint. In a first 
step (hands-on agile development) we had to inform involved stakeholders about our ap-
proach, what OER means and what to expect regarding infrastructure development. In a sec-
ond step (needs / requirements analysis), we elicited requirements during the workshop and 



 
 

 

noticed major barriers that are subject to change. Subsequently, we discussed with leaders 
about initiating change processes (planning of change). In this regard, we prepared OER 
prototypes, decided about the content and training modules. Also we discussed about the pro-
cess including the importance of regular meetings on the spot. Next step was the first sprint 
which was realized in form of the second workshop. For participants, it was the first work-
shop so they were trained to create OERs and get their way through the infrastructure plat-
form.  Based on the results, we are about iterate the planning and start the second sprint.   
The reflection suggests that the steps (hands-on until the first sprint) suit the overall pro-
cess trajectory (see Figure 1). Important point to notice is that we have not insisted on run-
ning through each step or phase but instead, discussed and followed leaders and participants 
in how to move on. In this regard, key turning points and overlapping of phases can be no-
ticed from our report.  
First notice is that we had to explain extensively over a long time “what OER and develop-
ment processes are”. Leaders were not so much interested existing OER solutions but the 
question how to integrate solutions into a running system. Furthermore, they asked whether 
other municipalities are involved in OER development and which experienced they have 
made. End users paid more attention to the question which running OER solutions actually 
exist. Central concern, in this regard, was that social ties may be disconnected, for example, 
personal exchange of experiences during coffee is supplemented by searching for OER. 
Overall, results indicate that interests and concerns deviated in-between the two groups and 
suggest re-designing the hands-on phase individually for stakeholder concerns. Interests of 
leaders tended to address the overall running infrastructure system while end-users rather 
addressed compatibility of practices during work. Both groups were interested how others 
handle OER development. Leaders were interested who else in the public sector context ex-
perienced the processes while end-users asked for best-practices and how to collaborate and 
evaluate quality of their peers’ results. Accordingly to this, similar frames (system integra-
tion and benchmarking) but different perspectives have to be addressed.  
Second note concerns the role of culture in discussions with leaders as well as with end-users. 
Since we did not emphasize our dedicated research interest, leaders did not know about our 
interest in culture factors. Once the leader indicated that we have to pay attention to culture 
factors we were able to discuss about different culture concepts and which factors might be 
relevant. During the workshop, these factors raised emotions. Asking about how to behave in 
discussions (whether and with whom to share problems at the workplace), which role leaders 
ought to have in OER development among others raised discussions. Important to note, how-
ever, the collaboration also created solution space that, for example a common objective must 
be found for collaborative OER development in form of a binding policy. Furthermore, we 
noticed the sociality of OER development regarding collaboration with peers, friends and 
developers was welcome and central concern to participants. Requirements for the OER de-
velopment process can be derived on this base, such as: the authoring tool must be collabora-
tive, no option for anonymity, quality review process, strategy with wiki-teams (one develop-
er, one experienced public employee) that meet in person, chat and create technical solutions. 
Yet, these requirements need to become more detailed throughout sprints and reflections. So 
far, we notice that exploring and reflecting on culture factors supports eliciting major 
requirements as well as policy needs (such as binding agreements how to behave). 
Thirdly, we saw that our regular and constant communication with public employees and 
leaders was not enough to build a bridge to “internal, open communication”. For example, 
leaders outlined that we did not succeed to offer a hands-on experience in agile OER devel-
opment. They knew from internal talk and indicated to us that OER development is not un-
derstood in practice. Participants who were invited to comment personally or anonymously 
how they experienced the development process did not report this opinion to us. Consequen-



 
 

 

tially, we radically redesigned our workshop-approach and succeeded initial OER prototypes. 
However, results indicate that more clarity needs to conveyed, how open and flexible our 
development team is to their feedback. Designing a memorandum of understanding (what 
agile OER development processes require and offer in terms of communication, flexibility 
and on the spot support) should involve all stakeholder groups.   
This last note points out to the important role of stakeholder involvement. More particularly, 
results point out to the importance of role-sensitive communication to participants involved in 
the overall agile OER-development process. Firstly, information and sensitizing strategies in 
the ‘hands-on’ phase should be individualized according to the position and daily work of 
stakeholders. Secondly, central outcomes from individual communication must be stream-
lined. For example, leaders knew about our commitment to work on the spot, adapt to chang-
ing requirements and ideas and, beyond, also confronted us constantly with new ideas such as 
the video-learning approach (see last paragraph of the report).  End users were welcome to 
give free feedback, ask anything they want and that we will adapt to their ideas. However, 
this might be seen as an offer limited to the workshop-session instead of a dedicated memo-
randum of understanding. Accordingly to this, we come to the following synthesized model 
for agile OER development in Government. 

1. Hands-on agile development: get into practice 
a. Stakeholder: Demonstrate existing agile / open source solutions on the market; 

therein facilitate benchmarking and check of system integration 
b. End users: Offer space to test existing solutions and develop initial contents 
c. Envisioning phase of the needs and barriers (related to the next step) 

2. Needs / requirements analysis 
a. Requirements documentation 

i. Technical: Architecture envisioning (infrastructure, user stories, proto-
types) 

ii. Socio-cultural: Elaborate which culture factors shape the context, elab-
orate the culture profile of end users (see Stoffregen et al.) 

b. Memorandum of understanding, important: to all stakeholders 
i. Explain the given policy frame  

ii. Create confidence that needs and requirements may change (and this 
process is welcome) 

iii. Create awareness agile development is time (and collaboration)- inten-
sive  

iv. Create confidence that  employees may become multiplicators of the 
practices 

3. Planning of change, releases and sprints 
a. Technology prototypes (e.g. OER authoring tools, repositories, interfaces etc.) 

OER content and practice (train users in creating / contextualizing OER and 
being multiplicators)) 

b. Socio-technical process model (elaborate how culture barriers change and 
evaluate processes with involved in the practice context)  

c. Policy-workshop: securing formative long-term change  
4. Sprints 

a. Technology prototypes (e.g. OER authoring tools, repositories, interfaces etc.)  
b. Training in OER content and practice (extended hands-on phase) 
c. Reports about discussion to evaluate releases 

5. Evaluation 
a. Identify changes, improvements and needs 

i. Prototype evaluation 



 
 

 

ii. Hands-on evaluation 
iii. Evaluation of discussions 
iv. Policy changes for the organization 

6. Back to sprint OR maintenance. 
 
In the next step, we will discuss the model and our key findings with regard to existing agile 
concepts in Government.  
 
5 Discussion 
The aim of our study aimed at elaborating how agile government projects can benefit from 
agile OER development in public administration? Elaborating on differences in the back-
ground chapter, we showed that potential synergies can be derived from the focus on culture 
and behavioral change in OER development. Also, the strong role of users and citizens may 
be a beneficial point to agile methods.  
Relating our results to Adaptive Governance strategies and influence factors (Janssen & 
von der Voort, 2016), we can state that our approach contributes towards many of those: 
Both, Agile Government / Adaptive Governance as well as OER include phases to analyze 
and engage stakeholders. Furthermore, agile OER contributes towards Agile Government by 
providing solutions for education and training as well as shortening training and correspond-
ingly decision making times. These conceptual synergies clearly show that Agile OER con-
tribute conceptually and practically towards Agile Government. 
Specifically, we can state that our results imply that agile development concepts in Govern-
ment need to be more elaborated regarding the involvement of particular stakeholders. In our 
case, stakeholders were internal service leaders, infrastructure and information technology 
leaders as well as end-users. According to the concept of Arimoto & Barbosa (2013); Arimo-
to et al. (2016), these roles can be matched with for example, roles of coaches and IT-experts 
among others. For future research, we suggest to elaborate more on the development of 
roles in agile processes, which types of roles emerge and which requirements their new posi-
tion evolves. For practice and with regard to our on-going case study, we will adapt the mod-
el and individualize agile steps according to these roles. Moreover, we will validate with 
stakeholders, how useful they consider a training to meet these or similar roles (being expert 
for IT and OER publishing, for example).  
Secondly, while building upon the previous step, an additional principle to agile concepts in 
Government should be the common involvement of all stakeholders in the development of 
the memorandum of understanding. While that stakeholder communication should be in-
dividualized as suggested before, main principles such as flexibility, collaboration and agile 
responsiveness to changing needs should be formulated, communicated manifested intelligi-
bly in the overall development process.  
Thirdly, OER models focus on behavioral practice in agile development. Interestingly, we 
experienced that our idea of realizing this “hands-on” experience phase failed requirements of 
our target group. There was an even greater demand to start with practical OER devel-
opment than to merely demonstrate existing solutions and explain how it works. We had to 
radically redesign the first phase so that participants actually developed their initial OERs in 
the first meeting. It can be argued that this result is weakened given the fact that we contacted 
our case-study partner with the offer of a practice oriented workshop. Indeed, future research 
has to elaborate on the design and placement of step in agile development processes in Gov-
ernment. Yet, the results outline the importance of a hands-on phase in the beginning of agile 
processes in Government. Furthermore, results show that we actually underestimated the im-
portance of practicing OER development processes from the beginning as shown. In this re-



 
 

 

gard, we consider that a synthesis of agile concepts in Government suggests to emphasize 
collaborative, results oriented sprints to the starting phase of agile processes.. 
Related to the previous point is the role of change processes within the whole organization. 
Based on the constant feedback of leaders, employees and trainees, results indicate that actu-
ally practicing OER use at the workplace brings barriers to light, that would otherwise have 
not been considered important. First, elaborating on common concepts like culture contex-
tualization or the barrier framework has helped to elicit socio-culture and organiza-
tional barriers. In our current work, this knowledge informs our work on suitable policies 
that frame a common and secure frame for development process and use of OER for public 
employees. In this regard, an extended agile development concept in Government should be 
extended to elicit culture- contextual barriers. This finding supports the claim of Mergel 
(2016) and suggests a way how to elaborate and integrate barrier development in agile pro-
cesses. Second, the role of allowed time (by rule) as well as involvement of leaders in other 
departments turned out as crucial barriers. Another example is the interest in social interac-
tion during development processes, for example, that trainees collaborate with developers or 
employees in a wiki-team. Conflicting with this, the discussion outlined low self-
identification of trainees as multiplicators and knowledgeable peer in the wiki-team. Based 
on that, we consider that training that helps to reflect the worth of one’s knowledge and ideas 
will benefit agile processes. The last point directs attention to the previous interest of Janssen 
and van der Voort (2016:4) about the role of education and training as a principle for agile 
methods. Results support this claim. Furthermore, we suggest that OER may benefit agile 
Government approaches in this respect as OER perform as medium for training (conveying 
knowledge about OER, familiarizing users with their role of multiplicator) and artifact of 
success and progress (product of agile software development and use) at the same time. 
Overall, we argue that results of study contribute to answer the research questions in a posi-
tive way. Results stem from a single case study which is “work in progress”. Generalization 
of findings has to be seen with caution. At the same time, our aim was to see in depth-context 
how agile processes evolve in practice. We designed a sensible research design that suits to 
develop context-sensitive solutions which can be transferred to overall cases (Sein et al. 
2011). Furthermore, we did not “projectize” our focus on agility (by labelling or praising ag-
ile principles from the beginning) which provides ground to generalize findings to technical 
development processes more generally. In this regard, we argue that results present a practi-
cal, rich and multi-faceted insight how agile development processes work in Government and 
how to enrich them prospectively in research and practice. 
 
6 Conclusion 
The paper provides in-depth case study how first phases of agile OER development succeed 
in Public Administration and how this contributes towards Agile Government processes. Re-
sults suggest that main steps of agile projects such as needs, requirements phase, sprints, 
planning of change and evaluation are followed. More focus should be laid on a hands-on 
(results oriented) phase that conveys how technical artifacts work in contexts. During devel-
opment steps, the developing team will have to design and communicate agile processes role-
sensitive according to involved stakeholders. In this regard, role and culture-sensitive re-
quirements elicitation will contribute to sensitize about challenges as well as solution spaces 
for socio-technical barriers. Compared to previous agile concepts in Government, the im-
portance of education and training during development steps can be strongly supported. The 
role of OER in this respect can be emphasized as OER perform as medium for training and 
artifact of success and progress at the same time. Among other findings, the results suggest 
that agile OER development contributes to reach fundamental goals of agile Government 
such as open interaction, sense for individual and shared culture, social interaction, worth and 



 
 

 

responsibility of knowledge sharing among colleagues. We suggest elaborating further on the 
suggested synthesis of agile concepts in order to harvest agile mind and processes from the 
bottom up.  
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