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Abstract  

The overriding objective of this study was to conduct an exploratory participatory action 

research (Dudgeon, Scrine, Cox, & Walker, 2017; MacDonald, 2012; Reason & Bradbury, 2008) 

within a Third Space (Bhabha, 2009; Pitts & Brooks, 2017), to probe the viability of 

collaboratively developing the curriculum of a culturally sensitive library science course for un-

credentialed library staff. This research is critical to the development of libraries and library staff 

in the English-speaking Eastern Caribbean, as most library staff in this sub-region have received 

no formal training, and many lack the qualifications required to pursue the undergraduate degree 

in library sciences. As a result, there is no opportunity for upward mobility in the workplace and 

no chance for increased remuneration. Data were collected using in-depth open-ended individual 

interviews, focus group discussions, personal reflective journals, and documents (Cohen, 

Manion, & Morrison, 2013; Creswell, 2012; Hiemstra, 2001, p. 19; Moore, 2015; Morgan, 1996; 

Schwartz-Shea, 2014). Analysis of the data revealed participants’ perceptions of the impact of 

their participation in the research and the benefits of the research, their perceived barriers to 

training, their commitments and investments in the process, their perceptions of the criticality of 

training, the values that emerged during the research and that impacted the design, the 

considerations for the course being designed, the criticality of participatory action research 

methodology to support this type of research, and the importance of allowing space for 

stakeholders to engage dialogically in course design and for the meeting of the global and the 

local, those at the margins and the centre. 
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CHAPTER ONE: INTRODUCTION 

Overview 

The overriding objective of this study was to conduct an exploratory participatory action 

research (Dudgeon, Scrine, Cox, & Walker, 2017; MacDonald, 2012; Reason & Bradbury, 2008) 

within a Third Space (Bhabha, 2009; Pitts & Brooks, 2017), to probe the viability of 

collaboratively developing the curriculum of a culturally sensitive library science course for 

uncredentialed library staff. This research is critical to the development of libraries and library 

staff in the English-speaking Eastern Caribbean, as most library staff in this sub-region have 

received no formal training, and many lack the qualifications required to pursue the 

undergraduate degree in library sciences. As a result, there is no opportunity for upward mobility 

in the workplace and no chance for increased remuneration. While it was critical to obtain 

elements of the content to be covered in the proposed curriculum based on participants’ lived 

experience, in order to contextualize and clarify the problem, it was also important to hear 

participants speak about their local condition, voice their perceptions of the impact of the lack of 

training and what the barriers to training might be, what they felt about their participation in the 

research, and what they hoped the impact of their contribution might be.  

I believe that prospective students should be involved in curriculum development. 

Further, I am convinced that the combination of participatory action research (PAR) and Third 

Space theory (Bhabha, 2009; Pitts & Brooks, 2017) offers the opportunity to enact inclusive 

collaborative research. The aim of PAR is to empower and build the capacity of marginalized 

individuals by facilitating knowledge sharing as individuals with differing power, status and 

influence, knowledge, skills, and expertise and who collaborate to solve problems/issues that 

concern them (Kemmis, 2006; MacDonald, 2012). On the other hand, Third Space is defined as 
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an “emergent shared space, providing an opportunity to develop contemporary learning skills 

and knowledges” (Schuck, Kearney & Burden, 2017, p. 123). Third space is further described as 

a “bridge between categories and spaces” (221), a “hybrid” space that “draw[s] on knowledges 

and discourses of two distinct communities” (Arhara et al., 2013, p. 224), a dialogic space, a 

boundary zone where two cultures meet, hybrid identities and new discourses develop (Chulach 

& Gagnon, 2016). Third Space theory, with its concept of space, seemed to offer an opportunity 

for the meeting of all participants, the global and the local, in this PAR that I hoped would 

produce something new. In this study, a range of individuals from libraries in Antigua met, and I 

worked together to develop a capacity building training program aimed at improving the lives of 

uncredentialed library staff. I this study I also aimed to draw on both the local library staff in 

Antigua and the global programs being offered internationally, to design the curriculum. The 18 

participants in this study were purposefully selected from the Ministry of Education, the National 

Public Library, the Antigua State College, and school libraries in Antigua, an island in the 

Eastern Caribbean. They ranged from ministry officials and managerial staff within the library to 

prospective students.  

This chapter first presents the statement of the problem which grounds the research in the 

Caribbean context, describes the challenges faced by non-professional library staff in the Eastern 

Caribbean, briefly provides justification for the research, and culminates with the overarching 

research questions that were the focus of this research. Following the statement of the problem is 

the statement of purpose and the overarching research question and sub-questions, which were 

the focus of this research. Next is the research approach, which briefly outlines the methodology, 

the theoretical framework, the data collection methods used in the research, and describes the 

participants and the approach to data analysis. In the next section, I briefly introduce myself, 
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plotting segments of my educational and vocational development and how this experience 

informs and shapes my worldview and philosophical stance, and the choice of the problem on 

which to focus. The penultimate section presents the significance of the study, indicating the 

value of the research to the academic community in general, and to the development of library 

sciences, library, and library staff within the Eastern Caribbean. Finally, the chapter culminates 

with a summary of the ideas presented in the introduction.  

Statement of the Problem 

The Caribbean Context  

The Organization of Eastern Caribbean States (OECS) is a nine island sub-group of 

islands within the Caribbean with an aggregate population of 610,174 (Organization of Eastern 

Caribbean States, 2015). Within the OECS, tertiary education is not fully developed; only about 

3-7% of the population access higher education, and students in increasing numbers travel 

abroad to study (Crooks-Johnson, 2014). In response to this situation, in 2007 the University of 

the West Indies (UWI), the English-speaking Caribbean’s lone indigenous public institution of 

higher learning, established its Open Campus, through which it currently offers 800 accredited 

programs to students scattered across the Caribbean, using various modalities including online 

and distance learning. UWI offers courses for pre-university education, certificate, diploma, and 

undergraduate programs, postgraduate degree programs, extension courses, technical, vocational, 

and other continuing studies courses (Crooks-Johnson, p. 12). UWI’s goal is to offer a three-

tiered registration structure (certificate, diploma, and degree) that considers students’ needs and 

educational backgrounds and facilitates their transition into and through the university system 

(University of the West Indies Open Campus, 2014). Despite these advances, and although UWI 

offers the bachelor’s and masters’ degrees in Library Science (LIS) as an on-campus program, 
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the needs of some prospective library science students are not being met. Neither UWI nor any 

tertiary institution of learning within the OECS offers certificate or diploma courses accessible 

by OECS member states that prepare uncredentialed library staff to transition to first degree 

study.  

Why Design an Online Course? 

Most library workers in the OECS have received no formal training. Technology is not 

only ubiquitous in the wider community, but it is also ever present within libraries. Many 

libraries are now fully automated, with staff engaged in developing and maintaining automated 

databases which make the library’s holdings available to both internal and external users. 

Separate computer networks for library patrons and staff are also maintained. Circulation, 

technical, automation, and other services are now technology dependent. Because un-

credentialed library staff are expected to practice in this technology-rich networked environment, 

where their knowledge and skills are often required online, then offering a course in a 

technology-rich online environment should be beneficial. It is important to offer an online 

course, as one-third of the women in the Caribbean are heads of households (Gregory, 2006; 

United Nations, 2017), and libraries are staffed almost exclusively by women. For example, of 

the close to 30 staff in the Antigua Public Library, only one is male, and he is a security guard. 

Family commitments might make it difficult for many to travel abroad to study. I do not believe 

that any prospective student should be forced to choose between their family and furthering their 

education.  

Furthermore, I am personally invested: I, too, have experienced the benefits of 

participating in a distance learning program. Completing a degree through distance learning 

transformed my life. I acquired improved interpersonal skills, specialized managerial skills, and 



5 
 

received increased remuneration. I saw the value of distance education for those from small 

developing nations such as ours, especially for women who form the core of the library 

workforce and want to advance in the workplace, but not at the cost of leaving home and family. 

Thus, the online learning context became my focus as I pursued the PhD. A perusal of the web 

sites of several library associations (Australian Library and Information Library Association, 

Alberta Association of Library Technicians and the Council On Library/Media Technicians) 

revealed that several international colleges and universities now offer library technician and 

library assistants’ courses online––the type of training needed by uncredentialed staff. But when 

one considers the cost of these programs and the currency exchange rate, the accumulative cost 

tends to be prohibitive. In addition, these courses are developed for staff within particular 

contexts to meet the specific needs of the communities where most trainees will serve, 

underlining the importance of developing a culturally sensitive library science program within 

the Caribbean context. Several researchers (Henderson, 2007; Kumi-Yeboah, Dogbey, & Yuan, 

2017; Masoumi & Lindström, 2012; Olaniran, 2009) have identified the importance of 

considering culture in course design, seeing cultural inclusion as validating and respecting the 

values, knowledge, and stories of others (Lauzon, 2000).  

Not only do online learning technologies cut down on the accumulative cost of training, 

these technologies alleviate geographical distance and access issues and create a learning 

environment that accommodates cross-cultural/multicultural learners (De Wet, 2014). Therefore, 

an online program designed to meet the academic needs of uncredentialed library staff within the 

sub-region would be uniquely positioned not only to offer library and information service LIS 

training, but also to overcome the geographical distance through connecting students scattered 

throughout these islands.  
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Impact of Culture  

Consideration of culture in the education context is seen as countering the adverse effects 

of globalization (George & Lewis, 2011). Globalization refers to the global integration of nations 

on an economic, political, cultural, social, and educational level. It also includes the global 

integration of new communications technology, although economics is seen as the major force 

behind globalization (Altbach, Reisberg, & Rumbley, 2009; Daly, 1999; Van Vught, Van Der 

Wende, & Westerheijden, 2002). Daly (1999) graphically described the impact of globalization 

as the disintegration of national economies to create a new whole, and explained, “by 

disintegration I do not mean that the productive plant of each country is annihilated, but rather 

that its parts are torn out of their national context (dis-integrated), in order to be re-integrated 

into the new whole, the globalized economy” (p. 31). Daly (1999) also suggested that 

globalization can lead to the erasure of national boundaries, as “boundaries become totally 

porous with respect to goods and capital, and ever more porous with respect to people, who are 

simply viewed as cheap labour––or in some cases as cheap human capital” (p. 366). Other 

researchers see education as critical to efforts to counter the adverse effects of globalization and 

suggest that a Third Space should be created where the global and local meet in mutual respect 

(George & Lewis, 2011; Louisy, 2001). In this Third Space, practitioners can draw from both the 

global and the local to inform their practice. 

Cultural Sensitivity  

Drawing on articles written by Chandler (2002), Farmer (2010), and Ntseane (2011), I 

understand that to be culturally sensitive is to acknowledge and respectfully accommodate the 

ways of knowing of other cultures, their value systems, customs, thoughts, behaviours, and 

traditions, their modes of communication, their understanding of reality, and their institutions. It 
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is not enough to recognize cultural differences, however; individuals should also understand that 

these differences are reflected in the way they communicate with, and relate to, others. Culturally 

sensitive individuals are aware of their own attitude and how it is being experienced by others, 

appreciating that individuals’ perceptions are shaped by their unique experiences, beliefs, values, 

and language. Culturally sensitive individuals locate commonalities between their culture and 

that of others while being conscious of their own cultural biases (Chandler, 2002; Farmer, 2010 

& Ntseane, 2011). My research therefore explored the collaborative development of the 

curriculum for a culturally sensitive library science course within an emergent Third Space 

(Schuck, Kearney, & Burden, 2017). In this research, I focused on the development of a program 

to be offered to uncredentialed library staff.  

Statement of Purpose and Research Questions 

The intent of this participatory action research was to design an online library science 

program in collaboration with 18 library stakeholders, including academic and public library 

staff and relevant officials from the Ministry of Education in Antigua and Barbuda. To achieve 

this goal, I aimed to come to a clearer understanding of the issues and challenges faced by library 

staff in relation to access to training. To explore this problem, the following research questions 

were developed. 

Research Question  

How can curriculum development be enacted through a participatory action research 

(PAR) study of the inclusive development of a library science program for uncredentialed library 

staff in the English-speaking Eastern Caribbean? 
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Sub-questions 

1. How do interactions among participants (policy makers, library professionals, 

uncredentialed library staff), investments, and commitments influence program 

development/access to training? 

2. How do prospective students’ experiences and understandings influence their 

contributions to program development, and how does working in Third Space impact 

prospective students? 

3. What challenges can be encountered with the use of PAR to facilitate the emergence of a 

Third Space? 

4. What are the values that emerged in the Third Space in the negotiations that made their 

way into the program design? 

5. How does the intersection of experience and different understandings come together in 

curriculum development, and how does it look in the Third Space?  

Research Approach 

Following approval of the research by the University of Calgary’s institutional review 

board, I sent invitations to participate to library staff and other library stakeholders, and 18 

indicated a willingness to participate. These participants included prospective students, Ministry 

of Education personnel, and formally trained library staff. I explored the phenomenon using 

PAR, a qualitative research methodology (Kemmis, 2006; MacDonald, 2012) and collected data 

throughout the phases of the research––interview, the design phase, the focus group discussion, 

and the debriefing session. Analysis began from the onset of data collection. I recorded the 

interviews, focus group, and debriefing sessions, transcribed them verbatim, and tagged each 

transcript with the pseudonym indicated by the participants. 
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 Because I aimed to derive the perspectives of the local, I did not analyze the data using 

pre-set categories developed elsewhere. Rather, I explored the data seeking emergent categories. 

I read the text eliciting recurrent themes, that is, ideas, concepts, behaviours, issues, interactions, 

incidents, and terminology or phrases used, in order to categorize the information. This search 

for themes began from the onset of data collection. I assured the reliability of the analysis 

through the use of a variety of methods, through grounding in the literature, and clarification of 

understandings sought by allowing participants to verify the interview, focus group, and 

debriefing transcripts.  

Participatory Action Research and Curriculum Development 

The topic was examined using PAR, thus it is appropriate for me to provide a brief 

insight into this methodology. PAR is a research framework that connects "research with action 

in a real-word setting resulting in cogeneration of knowledge between researchers and 

participants" (Fletcher, MacPhee, & Dickson, 2015, p. 1). Further, PAR as described by Reason 

and Bradbury (2008) is “living inquiry that aims, in a great variety of ways, to link practice and 

ideas in the service of human flourishing” (p. 1). Additionally, they describe PAR as, 

a participatory process concerned with developing practical knowing in the 

pursuit of worthwhile human purposes. It seeks to bring together action and 

reflection, theory and practice, in participation with others, in the pursuit of 

practical solutions to issues of pressing concern to people, and more generally the 

flourishing of individual persons and their communities. (p. 3)  

This description coheres with the intent of this study as outlined above. Because 

conventional research methods can demand high levels of participant involvement and not be 

considered participatory (Cornwall & Jewkes, 1995) it is necessary to delineate the 
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characteristics, principles, and practices that distinguish PAR from other methodologies. 

Although expressing a hesitancy to use mechanistic descriptions of PAR, Kemmis and 

McTaggart (2005) described this research process in five sequential steps that spiral in self-

reflective cycles. First, a change is planned, acted upon, and the process and its consequences 

observed. This is followed by reflection on the process and its consequences. Conclusions from 

the reflection inform re-planning, and then the acting, observing process occurs again, followed 

by reflection and so on, spiralling onwards. The writers caution, however, that the stages are not 

actually as discreet as the spiral indicates. Rather, they overlap, and as the research progresses 

and lessons are learned through the collaborative evolving process, initial plans sometimes 

become obsolete (Kemmis & McTaggart, 2005).  

It is useful to note here that curriculum development is also a cyclical process (Anderson 

& Rogan, 2011; Bruner, 1960; Pukkila, DeCosmo, Swick, & Arnold, 2007), almost replicating 

the stages in PAR. As Anderson and Rogan (2011) suggested, “the curriculum development 

process should involve ongoing cycles of gathering innovative ideas, incorporating the ideas into 

curriculum planning, implementing them in the teaching process, evaluating and reflecting on 

their success, and if necessary, modifying and re-testing them” (p. 70). In the context of library 

and information science education, Edegbo (2011) described curriculum development as “a 

process in which the learning opportunities, materials, equipment, and other resources are 

constantly planned, assessed and reviewed” (Curriculum Development, para. 1), intimating the 

same dynamic cyclical process.  

Theoretical Framework 

In this study I draw on Veles and Carter’s (2016) idea of Third Space as a notional space 

where individuals with various levels of experience, skills, and qualifications work as colleagues 
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to develop a capacity building training program. I also draw on Bhabba’s (1994) Third Space as 

an in-between space between two discourses, a subversive, dialogic space in which relevant 

aspects of both the local and the global cultures coexist in mutual respect and where the local is 

valued, respected, and validated. This fluid, dialogic space facilitates negotiation and ensures the 

free and open exchanges of ideas and world views. Third Space is disruptive, subversive space 

where the roles of professor/student, researcher/participant, policy makers/professors/students 

collapse; through conversation each subverts the other’s ideologies and ultimately arrives at new 

understandings.  

Hallman (2012), in her exploration of the possibilities of a pedagogical Third Space for 

community-based field experiences in teacher education, grounded her argument on Soja's 

(2007) conceptualization of Third Space, not as something to be constructed, but as “already 

present,” a place where there is a reciprocal relationship between first and second spaces. 

Mayhew (2015) described first and second spaces as “two different, and possibly conflicting, 

spatial groupings where people interact physically and socially: such as home (everyday 

knowledge) and school (academic knowledge),” and Third Spaces as “in-between, or hybrid, 

spaces, where the first and second spaces work together to generate a new third space.” Hallman 

(2012) urged the collapsing of labels, the reconsideration of the classification and understanding 

of educational spaces, and how knowledge is situated within these spaces.  

Schuck, Kearney, and Burden (2017) defined Third Space as an “emergent, shared space, 

providing an opportunity to develop contemporary learning, skills and knowledges, a space that 

extends beyond traditional, institutional learning with rigid, temporal schedules to also include 

the spaces of more spontaneous, often incidental learning” (p. 123). It is within this space that I 

located this study, which brought together individuals with a range of roles within the education 



12 
 

and library systems in Antigua: policy makers, professional/credentialed library staff, 

uncredentialed library staff, and me as the researcher and my advisor representing the 

institution––the University of Calgary (see Figure 1 below). 

 

Figure 1. Third Space diagram (Nelson & Parchoma, 2018) 

The Researcher 

Motivations for My Journey  

A lodestone of my life that has been inculcated since childhood is the notion of “giving 

back,” and the idea of education was a means of upward mobility. This way of being, reinforced 

at school and church, propelled me to opt for a teaching career through which I could contribute 

in a positive way to the development of others. Another core value is that people deserve respect, 

opportunity for self-improvement, advancement, and support, regardless of age, social status, 

ethnicity, religion, or any other classification. Over twenty years ago, I switched careers after 

twenty-five years as a teacher to become Director of the Antigua Public Library and had my 
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greatest opportunity to give back to the Antiguan community. It was my experience at the library 

that informed my choice of a problem to possibly explore through research.  

When I took up the position, only one member of the staff had completed any formal 

training in library sciences, and this was at the certificate level. While I held a first degree in 

English, I had no formal training in library services. I opted to do a Master’s degree in the 

Management of Libraries and Information Services through distance learning and came to 

recognize the value of distance learning as a benefit to both the employer and the student. While 

I studied, I maintained my service and had the opportunity to practice on the job without having 

to leave home and family. At the time, there were no computers in the library, and the only 

service offered was a lending service. I set about transforming the library and its staff. I offered 

free English classes to staff and began in-house basic library skills training. But that was 

insufficient. In Antigua’s government service one’s position, promotions, and ability to 

participate in decision-making processes is dependent on one’s level of education. The ability to 

obtain decent remuneration begins with required qualifications. This link between education and 

power (voice) meant that among a staff of approximately 30, I was the only person qualified to 

hold a senior position. I proposed and achieved a new staffing structure, still linked to 

qualifications, but specific to library staffing needs. Unqualified library staff could then begin as 

library aides, and with experience and library assistants’ training, be appointed as library 

assistants and be remunerated accordingly. Staff can now progress up the scale to librarianship 

with a Bachelors’ or Masters’ degree in librarianship.  

The value of distance learning was reinforced when scholarships were sourced for five 

staff members to complete the certificate of completion in library sciences through distance 

learning. Two of the five also completed the Associate degree in computer networking. These 
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students impacted both their personal lives and the library in a positive way, as they received 

increased remuneration, acquired the necessary skills to function more effectively, and were able 

to pursue the first degree as mature students. In conjunction with staff training, the library 

developed––it was fully automated and offered a variety of programs to the community. When I 

retired, the library was ready to move to new facilities; five members of staff were pursuing their 

first degree, and most had been involved in some form of in-house training. But again, that was 

insufficient. Only five members of staff were qualified to hold senior positions. Only five 

members of staff had received formal training, and most staff lacked the qualifications needed to 

pursue the first degree in library sciences. Thus, I intended to give back to my community by 

designing a culturally sensitive accredited library science program to be offered online to 

nonprofessional library staff in order to bridge that gap.  

Worldview and Philosophical Stance 

Although I had begun teaching as a child, I had not been exposed to the theoretical 

underpinnings of the methods used within the classroom. That began when I entered the teacher 

training department of the Antigua State College. The ideas of John Dewey (1938) stand out 

from that period. Dewey emphasized the importance of experiential learning and the 

involvement of learners in decisions regarding their learning. He saw a failure to do so as a 

defect in traditional education. These two quotes from his Experience and Learning declared his 

convictions:  

There is, I think, no point in the philosophy of progressive education which is 

sounder than its emphasis upon the importance of the participation of the learner 

in the formation of the purposes which direct his activities in the learning process. 

(Dewey, 1938, Chapter 6, para. 1)  
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In what I have said I have taken for granted the sound- ness of the principle that 

education in order to accomplish its ends both for the individual learner and for 

society must be based upon experience--which is always the actual life-experience 

of some individual. (Chapter 8, para 1)  

My encounter with Dewey was the first time that I was exposed to the idea of considering the 

experience of students and their active involvement in the process, when planning for student 

learning. I am also convinced that students should be able to see themselves in both the content 

and materials used to support learning. 

During my undergrad years at the UWI, however, I was challenged to question what I 

knew, how I had come to know it, my history, who had told that story, and what the agendas of 

the writers were. Through the exploration of various forms of literature, derived from local and 

international writers who were grounded in their local and personal histories as they struggled to 

express their experiences and share their understandings through both the written word and the 

application of various theories, I came to realize the power of language. I drew heavily on such 

postmodern theorists as Linda Hutcheon and her ideas about counter colonial literature, how 

formerly colonized peoples were rewriting their histories, and writing back to the Empire. These 

ideas were exemplified in the writings of such Caribbean authors as V.S. Naipaul (1987) and 

Jean Rhyss (1968). My subsequent undergraduate research was a postmodern exploration of the 

book Davina Trace by Robert Antoni (1991). This book is a demonstration of postmodern 

writing and self-consciously attempts to undermine preconceptions and misrepresentations of 

Caribbean history and its people from a range of social strata. What stood out was the multi-

voiced text––the writer allowed each character to tell his or her own story. When dealing with 

multivocality/multivoicedness, the aim is understanding and probing the variety of meanings. 
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Freeman (2007), drawing on Heidegger and Gadamer, noted that our understandings are 

grounded in “cultural context, prior history, everyday embodied experience” (p. 926). Our 

preconceptions or our prejudices have been shaped by history, power, and ideology. That 

experience remains with me and can be seen in my desire to hear the voices of those involved in 

libraries speak through my research. Wilson (2007) pointed out a duality: our historical 

situatedness limits our ability to understand, while at the same time, provides a space for us to 

understand others. So, too, does language.  

Postmodernist theory also encourages a challenge of truth (Hutcheon, 1987). What 

accounts for truth? And whose truth? This critical reflexive examination of truth connects with 

interpretations of experiences as individuals search for meanings and understandings. I am 

conscious that my interpretations and understandings might not be what others intended, so I 

should consciously work to listen to others and to either verify the accuracy of my understanding 

or be willing to negotiate meanings.  

While at UWI I also developed an appreciation for feminist theory, its similarities to and 

divergences from postmodern and post-colonial theory. I accept that I speak from a gendered 

position. I am a woman, and most staff in library services in Antigua are female. I am sensitive 

that this commonality of gender can lead to me to assume to know, for example, how other 

women think, act, or what they mean. What has stayed with me, though, is encapsulated in 

Cahill’s (2007) statement that her understanding is informed by the “conceptualization of 

subjectivity as unstable, multiple, contradictory, and in process continuously being shaped in 

discourse and other material social practices as we interpret and act upon the world” (p. 269). I 

admit that while I might have a dominant theoretical or methodological approach, other 
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theories/concepts to which I have been exposed influence my interpretation and understanding of 

my experiences and interactions with others. 

Significance of the Study 

This research is important to both library practitioners and others involved in online 

education. It is also important to me, not only because it represents the culmination of an area of 

my professional development, but also it provides the opportunity for me to engage with 

members of the Antigua library community, to give back and have a lasting impact on the 

community that nurtured me. To date no formal library science course has been designed 

specifically for library staff within the OECS. Neither have I located any current literature 

related to library science course design in the English-speaking Caribbean. Thus, this study gives 

voice to a group that is under-represented in the academic community. Lauzon (2000) challenged 

educators to create a space for missing voices where they can be accommodated in meaningful 

ways––a space where we engage their stories and use them as the basis for knowledge 

construction. My study, then, contributes to the bridging of a gap in the literature and begins the 

process of involvement of library stakeholders in research, and hopefully, promotes a positive 

attitude to research. The program that has been developed as a result of this research is a first 

step for library support staff who have to date been unable to access formal training. The 

methods used and the results of this study contribute to the body of knowledge related to Third 

Space theory (Bhabha, 2009; Chulach & Gagnon, 2016; Schuck, Kearney, & Burden, 2017). 

Hopefully the methods used in this study can also inform the practice of course designers and 

other education practitioners.  

In this research I focused on the interactions within the “Third Space” as we enacted the 

process of curriculum development for a library science program within a normally unheard-of 



18 
 

geographic region. This was a ground-breaking effort: no public institution of learning within the 

OECS offers formal training in Library sciences, and none offer any of their programs online. 

Further, no study focused on library science curriculum development has ever been conducted in 

the OECS in collaboration with major stakeholders, including prospective students. Although the 

research was exploratory and its size makes generalizations problematic, it does suggest areas for 

further research. The conclusions drawn might be used to inform the practice of course designers 

and other education practitioners and might also offer a viable alternative to those interested in 

indigenizing/localizing courses and seeking to train dispersed students.  

Summary 

Through this exploratory participatory action research study within a Third Space, I 

investigated the viability of collaboratively developing the curriculum of a culturally sensitive 

library science course for uncredentialed library staff. The course is needed to bridge the gap 

between academic requirements for entry level uncredentialed library staff and the requirements 

for beginning a first degree. The unique position of uncredentialed library staff indicates both the 

need for training and that training be offered using online modalities. It is important, too, that 

any course designed for Caribbean students be culturally sensitive. The import of a culturally 

sensitive course is explored in the literature review. Results of the study may inform future 

research and offer a viable approach to those interested in indigenizing/localizing courses. In the 

next section of the dissertation, the literature review, I examine the theoretical framework that 

underpins the study.  
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CHAPTER TWO: LITERATURE REVIEW 

Overview 

In this literature review I further explore the Third Space and how it allows for 

collaborative course design. A brief discussion of curriculum development follows the 

exploration of the theoretical framework. Next, the Caribbean context is elaborated using the 

literature, to provide a background that reinforces the need for a library science course to be 

offered online. In the final section of the literature review, I critically explore the importance of 

culture, its relevance to, and the importance of its inclusion in curriculum development, 

particularly within the Caribbean context. This combination of a focus on the theoretical 

framework, the Caribbean context in relation to the training of library staff, and the importance 

of culture is applicable to the development of a curriculum for a library science course.  

The development of this literature review began prior to the onset of the research and 

continued throughout the collection of data, the data analysis, and synthesis of the research 

findings. I explore four areas that underpinned the research: (a) the Third Space and how it 

allows for collaborative course design, (b) curriculum development, as the intent of the research 

was to develop a library science curriculum, (c) the Caribbean context is elaborated using the 

literature to provide a background that reinforces the need for a library science course to be 

offered online, and (d) to critically explore the importance of culture, its relevance to, and the 

importance of its inclusion in curriculum development, particularly within the Caribbean context. 

This section also briefly examines models for cultural inclusion. This combination of a focus on 

the theoretical framework, the Caribbean context in relation to the training of library staff, 

curriculum development, and the importance of culture is applicable to the development of a 

curriculum for a library science program. 
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Information Sources and Search Strategy  

Based on the purposes outlined above, literature was drawn from a wide range of sources, 

including Academic Research Complete, Education Resources Information Center (ERIC), 

Google Scholar, the Internet, books, and other online databases accessed through the University 

of Calgary’s Taylor Family Digital Library. I continuously sought updated material as the 

research progressed. Initially, there was no time restriction, as I wanted to observe the historical 

development of the topics being researched, to be able to compare the Caribbean context then 

and now and to refer to the work of seminal writers such as Bhabha. As the study progressed, 

however, I sought material within the time span 2015-2018. Key words/phrases that were used to 

search for relevant materials included Third Space, Third Space and curriculum development, 

Third Space and course design, curriculum, curriculum development, course design, library 

science in the Caribbean, Caribbean culture, library science course design, course design in the 

Caribbean, and online course design. From the onset of the literature search, it proved difficult 

to locate material relating to the Caribbean and Third Space, particularly in the context of 

curriculum design, again highlighting the criticality of this research to help fill this gap in the 

literature. Initially, the literature I found on Third Space and on the Caribbean were derived from 

other disciplines such as nursing and economics. Literature from the Caribbean tended to be 

outdated and had to be buttressed by more current literature from other developing countries or 

library science articles from other countries. Ultimately, I accessed 416 book chapters and 

journal articles dealing with Third Space, the Caribbean context, curriculum development, and 

culture. Of these, 112 are directly referenced in this literature review. 



21 
 

The Third Space 

This study is grounded in Third Space; thus, I provide an overview of the concept of 

spaciality and link it to Third Space theory through responding to the question, “what is Third 

Space?” Allen (1997) noted how integral space is to human existence: 

No event can take place without space. No memory is without a spatial essence. 

To remember a time is to remember a place. To have a thought is to have a place 

for that thought. One of the first acts of human life is to occupy space. Moving, 

communicating, sensing, and behaving are all spatial . . . Nothing humans do can 

escape space; life cannot be lived nor imagined without it. And it is a struggle to 

think of ways to talk about spatiality (p. 6). 

What is a Third Space? 

Historical evolution of Third Space. Edirisinghe, Nakatsu, Widodo, and Cheok (2011) 

traced the concept of space from Plato's matter as space, to Aristotle's space as a plenum, to 

Heidegger's notion of existence as space, noting that these previous dynamic discussions of 

space were dualistic, “privileging one over the other . . . the philosophical space is given 

precedence over the social and physical space. Thus, the physical or the social space is 

overlooked, disregarded and not conceptualized” (p. 123). The Third Space, they declared, “is 

this overlooked and disregarded space, a space that includes both the philosophical and 

social/physical and also the space that is ‘in between’” (p. 123). They marked the development 

of Third Space theory through Bhabha's Third Space as not only a space of difference and 

hybridity, but Third Space as itself hybrid, allowing other spaces to emerge as first and second 

spaces merge (Mayhew, 2015).  
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Additional Notions of Third Space. Different writers converged on the following ideas 

about a Third Space. Third Space is a dialogic site centred in cultural translation, where the “site 

of in-betweenness becomes the ground of discussion, dispute, confession, apology and 

negotiation” (Bhabha, 2009, p. x). The Third Space is an in-between problematic place, a place 

where centre peripheral/margin binaries collapse, allowing the emergence of the “ new values, 

systems of meaning, philosophies, attitudes, practice and structures” (Chulach & Gagnon, 2016, 

p. 54). This in-between space is a place of difference in race, gender, class, values, culture, 

discipline, and so on. So, individuals within Third Spaces draw on a range of discourses to help 

them make sense of the world. Despite commonalities, the Third Space is not always a 

dialogical, collaborative space where individuals share values, meanings, and priorities; it may 

also be a site of antagonism, conflict, and incommensurability (Bhabha, 1994; Foreman-Peck & 

Travers, 2015). These conflicts arise because people, who under normal circumstances might 

never come together, are brought together. As Verbaan and Cox (2014) pointed out, “status is 

uncertain, career paths are complex, and relationships may be challenging” (p. 212). Differences 

in culture, nationality, identity, and in education processes are not only brought to the Third 

Space but are also brought about within it.  

Third Space then, is an in-between space (Pitts & Brooks, 2017), a tension filled (Handa 

& Tippins, 2013), messy site of cultural difference that is described as a “fragile enterprise, 

neither easy nor quick, nor is it ever a completed project. It is a continual construction, a Utopian 

prospect that is never fully achieved” (Klein, Taylor, Onore, Strom, & Abrams, 2016, p. 28). 

Chulach and Gagnon (2016) invited readers to think “beyond narratives of unitary cultures and 

initial points of reference and to focus on those moments or processes that are produced in the 

articulation of cultural differences” (p. 55). These conversations occur in a Third Space in which 
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“cultural hybridity” can occur. Hybridity occurs “when elements of different cultural systems 

come together to form something new.” Our misunderstandings/incommensurabilities, however, 

offer a zone for negotiation and re-negotiation, a site of mediation where alternatives can be 

explored (Bhabha, 2009), and individuals in this zone can feel valued and are given agency 

(Rochielle & Carpenter, 2015). In a Third Space, differences are allowed to transform each other 

without reaching consensus, fusing, or synthesizing, but by hybridizing, arrive always at 

something new, revealing itself as both unity and multiplicity (Fitts, 2009; Schuck, Kearney & 

Burden, 2017; Williams, 2013). Third Spaces, therefore, are dynamic, offering the opportunity 

for negotiation, understanding and clarity, for integration of seemingly incommensurable ideas, 

discourses, ideologies, knowledges, and practices, allowing something new/hybrid to emerge 

from the process. Bhabha offered a uniquely sensitive perspective when he noted that Third 

Space is a place of boundary crossings where “something begins its presencing” (Bhabha, 1994, 

p. 5); something emerges, and its presence is recognized by others.  

Third Space’s foci. Several ideas underpin the concept of Third Space. First, rather than 

focusing on incommensurabilities between opposing individuals and groups, the Third Space 

focuses on difference, but not in binaristic/dualistic terms, such as subjectivist-

idealist/objectivist-materialist, peripheral/margin, and the real versus the imagined. Second, 

Third Space reflects “a deep interest in spaces and positions of enunciation which, in turn, mirror 

non-equivalent—and yet ambivalent—sites of representation, i.e. of histories of discrimination, 

misrepresentation, and unequal power relations” (Lossau, 2007, p. 66). Additionally, there are 

three related concepts critical to any consideration of a Third Space: hybridity, identity, and 

agency. These concepts are interwoven throughout this literature review. Also, Verbaan and Cox 

(2014) described the Third Space as “a place to explore” areas of intersection between services 
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and professions” (p. 212), and as a “boundary zone” where two cultures “meet, hybrid identities 

take shape, and new discourses are created” (p. 212).  

Third Space as Boundary Nexus 

Third Space is therefore positioned at the nexus of boundaries, and at meetings between 

those at the periphery and the centre. Boundaries are sometimes perceived as borders, edges that 

hedge and shut in those who are alike from those they deem different from them. Boundaries, 

then, can be points of exclusion and inclusion where decisions are made about whose voice is 

heard and whose knowledge is valid or relevant. Conversely, boundaries can be seen as bridges, 

expansive, constantly shifting (Foreman-Peck et al, 2015; Williams, 2013), connecting the 

marginalized to conventional discourses. Muller (2002) described a boundary as a place of 

“overlap or hybridity . . . a “Third Space” that contains an unpredictable and changing 

combination of attributes of each of the two bordering spaces” (p. 1064). Third Space/boundaries 

can be seen as navigational spaces that may be used by individuals to cross into and succeed in 

unknown discourse communities. Star (2010) explained, “often, boundary implies something like 

edge or periphery, as in the boundary of a state or a tumour. Here, however, it is used to mean a 

shared space, where exactly that sense of here and there are confounded” (p. 602).  

Third Space/boundaries can also be spaces for cultural, social, and epistemological 

change to occur where “the competing knowledges and discourses of different spaces are 

brought into conversation” (Moje et al., 2004, p. 43). When individuals cross boundaries, they 

leave the familiar for the unfamiliar, are challenged to negotiate and draw on both contexts, and 

as a result create something new/hybrid. According to Akkerman and Bakker (2011), boundary 

crossing is a process “in which previous lines of demarcation between practices are uncertain or 

destabilized because of feelings of threat, or because of increasing similarities or overlap 
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between practices” (p. 1420). These boundaries are therefore dynamic, fluid, dialogic spaces that 

constantly change, and dependent on context. English (2002) draws on Todd's description of the 

Third Space as a "mucous space" to explain the fluidity of the Third Space. Thus, "Third Space 

is not just an in-between space, but one where there is a continuous intermingling and flowing 

back and forth between the two spaces . . . not a totally separate sphere, but one that embraces 

both sides" (p. 110). Boundaries are created both when activity systems come together and at 

disjunctions between individuals. These disjunctures provide opportunities for discussion, 

negotiation, clarification, and new understandings. Akkerman and Bakker (2011), in their 

literature review of boundary crossing and boundary objects, extracted four learning mechanisms 

that occur at boundaries: identification, coordination, reflection, and transformation. They 

posited that “these mechanisms show various ways in which sociocultural differences and 

resulting discontinuities in action and interaction can come to function as resources for 

development of intersecting identities and practices” (p. 132). The learning mechanisms that 

occur at boundaries have pedagogical and workplace implications. Learning here refers to “new 

understandings, identity development, change of practices, and institutional development” (p. 

142). The researchers suggested that institutions are challenged to locate opportunities for 

participation and collaboration across sites and within and across institutions. These mechanisms 

are outlined below. 

Identification. Identification is a dialogical process that focuses first on difference, 

“othering,” defined as “one practice in light of another” (Akkerman & Bakker, 2011, p. 142). 

Individuals within the Third Space question the intersecting systems, who they, their societies, 

institutions, and organizations are––their roles, their functions, their practices, what it is that 

makes them unique. Spatial theorists investigate how “socially constructed spaces make us who 
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we are, what we call ourselves, and what we call each other” (Allen, 1997). These spaces, Allen 

noted, are politicized, “and where there are politics and space, there is domination and 

marginalization” (p. 3). This is a tension filled, highly contested process in which we negotiate 

personal and cultural identities.  

The process of identification is related to power: the power to discount, to misidentify, 

and the power to identify individuals, their positions, their roles, and disciplines as “other.” This 

process of identification, according to Chulach and Gagnon (2016), “implies a regime of truth 

through which we come to understand the world we live/work in . . . informs the way we see 

ourselves (i.e. who holds knowledge, expertise, status) and how we interact with one another” (p. 

56). Identification also involves the political and sensitive process of the legitimization of 

coexistence. Akkerman and Bakker (2011) explained that during the identification process, 

“boundaries between practices are encountered and reconstructed, without necessarily 

overcoming discontinuities. The learning potential resides in a renewed sense making of 

different practices and related identities” (p. 143). In her exploration of identity from a feminist 

perspective, Wang (2007) spoke of her struggle to give voice to the “complexity of intercultural 

understanding” and the intercultural dynamic that “moves through gendered identity,” further 

described as “the conflicting double between two dramatically different cultures and between 

opposing gendered aspects” (p. 390). Her solution was “a Third Space” where unity, multiplicity, 

relationality, and creativity regenerate each other, and where differences do not synthesize but 

can transform each other.  

 Identity is neither prescribed nor stable. It is constructed within the dominant discourse 

on knowledge, expertise autonomy, and the practice/discipline, for example, teaching and 

education. Hybrid practitioners (that is, practitioners who span two cultures) do not find an easy 
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fit in the original disciplines, for they no longer perceive situations in the old way. This can lead 

to isolation and marginalization. They also have personal issues adjusting to what they perceive 

as their new roles. They might find themselves being “othered” and seen as different. The 

practitioner’s role, expertise, and knowledge are interrogated, and questions of the validity of 

knowledge and whose knowledge is valid arise. This disjuncture/identity crisis leads to further 

self questioning and tension (Chulach & Gagnon 2016). Bhabba (1994) suggested that this third 

dialogic space, situated between cultures, is a site where identity can be negotiated and 

reclaimed. 

Coordination. Learning at the boundaries also requires coordination “even in the 

absence of consensus” (Akkerman & Bakker, 2011). As the writers explained, the processes of 

coordination include “establishing a communicative connection, efforts of translation, increasing 

boundary permeability, [and] routinization” (p. 143). Coordination requires the establishment of 

a communicative connection between differing practices or perspectives; coordination also 

requires “translation between the different worlds” (p. 144). Through coordination, the 

boundaries become so permeable that actions and interactions occur smoothly “without costs and 

deliberate choice.” Finally, coordination requires routinization. New procedures are developed 

and practised until coordination is “automatized or becomes a part of operational practice” (p. 

144).  

Reflection. Reflection is another process/procedure that enhances learning at boundaries. 

Boundary crossings can lead to the creation of something new through actuating reflection on 

differences, explanations of one's understanding, knowledge that shapes particular perspectives 

(perspective making), and the ability to see oneself through the eyes of others (perspective 

taking). Individuals are positioned in a Third Space when faced with discontinuities; here is 
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where reflective learning may occur. Hulme, Cracknell, and Owens (2009) explored the 

development of a common language and shared understandings among mid-career professionals. 

They located three themes in a framework for reflection on action. Professionals who move 

beyond their own communities of practice to the development of learning communities reflect on 

their own practice, the practice of others, and on policy.  

Transformation. The final mechanism, transformation, leads to a change in practice, or 

to the development of a new practice. Transformation results from confrontation at the boundary 

that causes reconsideration of practices and interrelations. This confrontation can be caused by 

disruption, tension, frustration and conflict between activity systems, and by the introduction of a 

third perspective. This confrontation, however, opens the door to discussion and negotiation that 

can lead to the creative process of hybridization through which “a new cultural form emerges.” 

Another transformation process is the recognition of a shared problem space. A third process in 

transformation is hybridization. Given a certain problem space,  

practices that are able to cross their boundaries engage in a creative process in 

which something hybrid—that is, a new cultural form—emerges. In hybridization, 

ingredients from different contexts are combined into something new and 

unfamiliar . . . such as the formation of a new concept . . . or an analytical model. . 

. . The hybrid result can also take the shape of a completely new practice that 

stands in between established practices . . . or an interdisciplinary field of science 

. . . In the latter case a new place with its own boundaries eventually evolves. 

(Akkerman & Bakker, 2011, p. 148)  

Transformation also results from the process of “recognizing shared problem space” 

(Akkerman & Bakker, 2011, p. 147) in which solutions can be pursued collaboratively through 
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dialogue. A final process of transformation is the crystallization of the new/hybrid which 

becomes so embedded into practice that it has “real consequences” (p. 148). Routines and 

procedures are developed that embodies the new. Bruna (2009) posits that learning within the 

Third Space must respond to the question, learning for what purpose?  

Functioning in Third Space 

Having explored the mechanisms/processes of learning in the Third Space, the next 

question becomes, how does one function successfully in the Third Space? A metaphorical, 

dialogic, interactive, Third Space opens where individuals from different professions, different 

institutions, different disciplines, or different places meet on a shared project. Those who work in 

a Third Space are not guided by old rules and principles that guide their practice (English, 2003). 

Instead, these traditional ways of doing things are interrogated, and participants are open to 

building the “new space in the face of the forces of conservation and the weight of institutional 

structures and history” (Klein, Taylor, Onore, Strom, & Abrams, 2016, p. 28).  

Third Space offers opportunity, but because of its disjunctures may also be a site for 

culture clashes. Those working in a Third Space must be prepared for the constant revision of the 

guiding and operational principles and the constant evolution of the Third Space. They must be 

flexible, ready to adapt and willing to modify their behaviour, and develop strategies that will 

help them navigate through and meet the demands of the Third Space. Seibert (2014), speaking 

from the perspective of the health industry, developed a checklist for cultural awareness and 

cultural sensitivity in the patient nurse relationship. This list included an awareness of the other’s 

culture, their beliefs, their understanding of the situation, and the development of trust. 

According to Wulf (2010), individuals carry their uncertainties and insecurities with them to 

meet with others (external to them) with their own uncertainties and insecurities. Wulf also 
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explained that individuals seek to alleviate these uncertainties through “ostensive certainties” (p. 

39), which are validated by the exclusion of alternatives, but they are unable to fully regain the 

“lost certainty” (p. 39). He argued that the processes of exclusion include “societal power 

structures and processes of setting and excluding values, norms, ideologies and discourses” that 

result in a lack of awareness of our “othering” of others, and a “closing of the mind to the 

possibilities of perceiving and thinking from the perspective of the other” (p. 39). This intimates 

that within Third Space, individuals should be sensitive to these complexities and acquire skills 

to deal with them.  

Finally, Wulf (2010) argued that where a “one-world mentality” still dominates 

discussions on globalization, it is imperative that we “highlight historical and cultural 

differences, even where appearances may be deceptively similar” (p. 37). An awareness of our 

differences, our alterity, and cultural diversity opens possibilities for communication with the 

“other,” and for finding commonalities.  

Designing for Third Space 

Klein, Taylor, Onore, Strom, and Abrams (2016) proposed a hybrid or Third Space where 

university knowledge is not privileged, but the relational roles and responsibilities of university-

based researcher/teacher-tutor/designers and workplace-based practitioner-learners can be 

negotiated through dialogues. Foreman-Peck and Travers (2015) have suggested these 

negotiations are likely to begin with dialogues, where the relations between research, practices, 

and standards for learner achievements become boundary objects that confront, deconstruct, and 

reconstruct each other in an emergent design and facilitation process. As these boundaries 

emerge, shift, and challenge, the knowledge base for teaching and learning is continually 

renewed and restructured. McLoughlin and Oliver (2000) recommended that designers “plan 
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activities where learning is a process of participation, communication and co-construction of 

knowledge…. [as] cultures have identifiable dimensions, goals, expectations… variations in 

learning styles, modes of communication and participation” (Conclusion and implications for 

practice, para 1) that affect learning. The notion of designing in a Third Space offers the potential 

for a designed learning environment in which these negotiated processes can unfold.  

A culturally sensitive approach to design acknowledges and respectfully accommodates 

the ways of knowing of other cultures, their value systems, customs, thoughts, behaviours, 

traditions, modes of communication, understandings of reality, and institutions. Initiating 

dialogues among practitioners, learners, researchers, and instructional designers could signal a 

“presencing” whereby critical analyses of research-based practices may lead to boundary 

crossings and perhaps lead to the construction of a pedagogical hybrid. Within a Third Space, the 

global/local contentious middle ground can perhaps be negotiated and enacted via boundary 

crossing approaches to design (Nelson & Parchoma, 2018). 

Curriculum Development 

Conceptions of Curriculum Development  

Before discussing curriculum development, it is important to briefly explore various 

conceptions of curriculum. According to Anderson and Rogan (2011), a curriculum is the 

“teaching, learning, and assessment practices and materials available for a specific course or 

program” (p. 68). A curriculum plots the trajectory of all the learning experiences, including 

information on the content, purpose, method, duration, and location planned for a course or 

program. Additionally, Anderson and Rogan characterized the curriculum development process 

as involving “ongoing cycles of gathering innovative ideas, incorporating the ideas into 

curriculum planning, implementing them in the teaching process, evaluating and reflecting on 
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their success, and if necessary, modifying and re-testing them” (p. 70). This captures the idea of 

curriculum development as a constantly responsive, changing, living, dynamic process of 

discussion, negotiation, reflection, and feedback.  

Deketelaere and Kelchtermans (1996) described the relation between teachers and 

curriculum development or reform as dominated by the “conduit metaphor” (p. 71); that is, 

teachers were seen merely as the ones who pass on or deliver curriculum developed elsewhere. I 

go further and suggest that the relation between students and the curriculum should not be 

described using the “receptacle metaphor.” In other words, students should not be mere receivers 

of the curriculum. They should be active participants or contributors to the curriculum 

development process. Much research has been conducted exploring “student voice” and 

curriculum development, both in school and higher education institutions. Listening to students’ 

voice empowers students; student voice can impact pedagogy development (Hämäläinen, Kiili, 

& Smith, 2017), and student voice can inform successful curriculum design (Brooman, Darwent, 

& Pimor, 2015). Importantly, my study involved prospective students and other library 

stakeholders and focused on the collaborative curriculum design of an online program. The aim 

was to develop a coherent, integrated, and meaningful learning experience.  

Collaborative Curriculum Development  

Collaborative curriculum development, especially that which involves the students and 

other stakeholders, shifts the decision-making power and authority from the centre to the 

periphery (Bolstad, 2004, p. 3), from institutions of learning to students and stakeholders at the 

margins. As the researcher and representative of an education institution, I did not impose my 

perspectives on participants. Rather, I collaborated with participants to develop a meaningful 

curriculum. Simply participating in the curriculum development process was a learning 
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opportunity for both the researcher and participants. The implication of collaborative curriculum 

development is that the multiple perspectives including the critical feedback of those in the 

margins matter. In her discussion of school-based curriculum development, Bolstad (2004) also 

listed several advantages of collaborative curriculum development which included:  

1. Collaborative curriculum development better meets the needs and interests of the 

students and the school community. She noted that in terms of their ability to contribute 

to curriculum development, students’ voices have been systematically silenced by 

traditional authority structures, and when they are consulted, it is to find out their views 

on the learning program, not to inquire into contributions they have made to the 

program’s construction.  

2. Collaborative curriculum development embeds school learning in local contexts, 

knowledges, and resources, to meet local and national aspirations. This 

contextualization of students’ learning enhances their sense of “place” and its deeper 

“perceptual, sociological, ideological, political, and ecological dimensions” (p. 10). She 

posited that students’ meaningful participation in the place-making process implies a 

need for the learning process to provide “visible and meaningful connection” among the 

place where students live and learn and national and international contexts, knowledge, 

and resources (p. 10). Although she spoke about collaborative curriculum development 

in the context of New Zealand schools, this idea is consonant with one of the themes of 

my study––it is important that our place, our histories, our perceptions of particular 

issues in our community as they relate to library services within Antigua and Barbuda, 

the wider Eastern Caribbean and further afield, be recognized and used to inform the 

curriculum development process. 
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Principles and Processes in Curriculum Development 

Researchers Bolstad (2004), Edegbo (2011), and Harden (1986) have highlighted several 

principles and processes in curriculum development by focusing on the following components 

that should be addressed when developing the curriculum:  

(a) Aims and objectives: While the aims provide information on the general direction of 

the course the objectives indicate what the students should be able to do by the end of the 

course.  

(b) Content: Content is the subject matter, professional skills, knowledge, laws, and ideas 

to be learned over the duration of a course. Content may be selected based on: whether it 

contributes to the fulfillment of course objectives, it provides a skill or knowledge 

students should acquire, it helps develop students’ intellectual ability, example critical 

thinking skills, or whether it assists in understanding of other areas of the course (Harden, 

1986).  

(c) Methods: What can teaching and learning methods contribute to the achievement of 

the course’s aims and objectives?  

(d) Assessment: Whether assessment is formative or summative or both, it not only 

measures the extent of student learning, but also evaluates the effectiveness of teaching 

methods and the quality and effectiveness of the course.  

Standards are essential components of course assessments. In terms of the quality of a 

course what can a course be measured against? In library sciences, expectations are established 

by international and country organizations and associations such as the International Federation 

of Library Associations (IFLA), the American Library Association, and the Canadian Library 
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Association. For instance, the Chartered Institute of Library and Information Professionals in the 

United Kingdom explained:  

In assessing a course, the professional body will be primarily concerned with its 

relevance to current and developing practice in librarianship and information 

science, rather than purely academic issues. In view of the wide range of skills 

and expertise now needed for the efficient provision of information and the 

effective management of library and information services, the professional body 

does not seek to stipulate precise requirements for course content. Courses 

submitted should, however, provide students with appropriate knowledge and 

skills to enable them to enter the profession (Edegbo, 2011, cited in LIS 

Curriculum, para. 9). 

(e) Feedback: Feedback is a particularly critical component in collaborative curriculum 

development and is important to the cyclical process. As participants reflect on the 

ongoing process, they provide feedback that impacts on and changes the process. 

Feedback of students during course implementation should be planned for as well. 

Some of these components were addressed in this study. 

The Curriculum as Emergent from Experience.  

Conversely, Dewey (1938) suggested that any focus on curriculum development should 

not begin with the formulation of objectives. Rather, the curriculum is seen as emergent, arising 

from the student’s experiences. It is not the curriculum that is created first; instead, it is the 

student’s experiences from which the curriculum is derived (Berding, 1997). Dewey resisted 

efforts to locate absolute ends, that is, intentional results as suggested by the formulation of 

objectives. According to Hildreth (2011), Dewey posited that “the ends of education be 
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connected to students’ lived experiences, means (methods), content (subject matter), and 

concrete social conditions” (p. 34). Ends, in Dewey’s view, become a part of the constantly 

evolving learning process. He captured the ongoing process in the term ends-in-view. Ends-in-

view are ideas for solutions to problems that individuals’ experience. These ideas/ends-in-view 

are inconclusive, open-ended solutions derived through reflection on these problematic situations 

(Dewey, 1938). Dewey made this connection between the curriculum and experience when he 

stated that “unless experience is so conceived that the result is a plan for deciding upon subject 

matter, upon methods of instruction and discipline, and upon material equipment and social 

organization of the school, it is wholly in the air” (Chapter 2, para. 5). But this initial end-in-

view, that is, the formulation of the curriculum, is not the end. It is simply a part of the 

continuum that focuses on the continuing growth and development of the student. As situations 

change, so too does the need to change and revise the curriculum. It is this concept of the 

curriculum being derived from experience and as being always incomplete that informed the 

development of the library science curriculum. Hence, the beginning of the process with the 

interviews, which provided opportunity for all stakeholders to speak about their experiences 

in/with libraries and the need for training. 

Library Training: The Caribbean Context 

State of Library Training in the Eastern Caribbean  

An objective of the OECS development strategy (2012) is to empower the peoples of the 

OECS by providing opportunities for advancement that ensure high quality, relevant, affordable 

education. Libraries are an integral part of the education system, and if library staff are to 

effectively function within that system, they should be properly trained. Greene and Robb 

(1989), recognizing the Caribbean milieu in which complex social and economic factors increase 
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the demand for library and information services, asked some challenging questions that are still 

salient today. They queried how the workforce needs for library and information science (LIS) 

related to the role of information in the countries’ development process, whether the demand for 

workers matched the supply, and the effectiveness and relevance of training programs in meeting 

human resource problems. Even at that time, they saw information systems as critical 

components of the development process.  

According to UWI's own statistics (Mohamedali, 2004), between the years 1974 and 

2000, 655 individuals received degrees in library sciences––425 were undergraduate degrees and 

230 were masters’ degrees (see Tables 1 and 2 below). If the numbers are further examined, 

however, one would note that the bulk of these degrees were pursued by students from the larger 

countries: Jamaica, Barbados, Trinidad and Tobago, and Guyana. The statistics also reveal that 

the OECS––the islands of Anguilla, Antigua and Barbuda, Dominica, Grenada, Montserrat, St. 

Kitts and Nevis, St. Lucia, and St. Vincent––accounted for 38 undergraduate and three graduate 

degrees. Further, these figures do not clearly indicate exactly when the individuals received 

training and whether they were still functioning within libraries by the year 2000. For instance, 

when I became Director of the Antigua Public Library in 1998, of the seven librarians trained by 

UWI, only two were still involved in libraries, and none worked at the Antigua Public Library. 

There has been little change from that period; current statistics (See Table 3 below) show that the 

OECS is almost absent from UWI’s library and information science student body for the years 

2017 to 2019. This gap in trained personnel needs to be bridged.  
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Table 1.  

Distribution of Graduates by Territories and Programs (Mohamedali, 2004)  
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Table 2. 

 Total number of graduates by year from l974-2000 (Mohamedali, 2004) 

 

Table 3.  

Distribution of Graduates in the BA Program by Territories (Stewart, n. d.) 
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Issues that Impact Access to Training and Development  

Before decisions regarding training for uncredentialed staff can be made, there are issues 

that should be considered. Caribbean students must overcome several hurdles to access higher 

education. Ogundipe (1994) highlighted several problems encountered by Caribbean student that 

still exist today. Primary among them is cost. He noted that the cost of studying at a UWI 

campus was so prohibitive that Caribbean students opted to study abroad, and due to their low 

return rate, contributed to the Caribbean brain drain. The cost of air travel, too, was prohibitive, 

especially so for the uncredentialed individual who might be very low on the salary scale. He 

proposed that the library school in Jamaica should seek to shorten the extensive period that non-

Jamaican students stayed in Jamaica by offering programs through distance education or 

independent studies, using modalities available at the time such as, correspondence courses, 

radio and TV instruction, and videocassette and CD-ROM courses. To date this has not been 

done for LIS, although UWI now offers many of its programs online. He further opined that 

there was nothing to prevent UWI's library school from offering locally oriented sub-

professional certificate and diploma courses, and thus demonstrate its willingness to accept its 

responsibilities as a regional institution. Karisiddappa (2014) showed that these issues are not 

obsolete, neither are they unique to the Caribbean, but rather are shared among developing 

countries. His list included the cost of new technologies, low salaries, lack of trained personnel, 

the brain drain, and relevance of information available internationally to local problems (p. 19). 

The currency of these issues helps to validate the relevancy of this study. 

Additionally, Kapur and Crowley (2008) discussed the value of higher education and 

training in developing countries, and the importance of not just credentialing the few who can 

afford access, but rather providing access to quality education for all. They pointed to the 
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necessity of building human capital within these countries as they strive to develop knowledge-

based societies. This is especially significant for library staff, since they play an integral role in 

the formation and preservation of a knowledge-based society. What can developing countries do, 

and specific to this dissertation, how can those who reside on these tiny islands scattered across 

the Eastern Caribbean, level the playing field and provide access to higher education to all? 

Online learning is a means of meeting the increasing demands for education in developing 

countries and especially for small states, as it can be developed collaboratively and provides a 

scalable, economical education responsive to Caribbean needs. Much of library work occurs in 

an online environment. An online course can provide the opportunity for students and 

practitioners to not only hone their skills in that context, but also to explore and practice with the 

tools freely available on the web.  

Ogundipe (1994) highlighted three concerns in relation to curriculum that are relevant to 

the online context and culturally sensitive course design:  

First, there is a desire to provide a basic general core education training in its 

subject field, as obtains everywhere. Next, there is a necessity to be directly 

relevant to its immediate environment and circumstances by including materials 

with a local content, that is, by seeming to indigenize its curriculum. Third, there 

is the intent of pitching the programme at a high level that would be accreditable 

and meets international standards (Curriculum section, para 1).  

He connected training and its impact in local communities where libraries are staffed and 

efficiently run to international respect and acceptance of an institution’s programs. So, any 

course designed for the Caribbean context should be cognizant that the core content required by 
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the discipline (in this instance, library science), should be culturally relevant, while at the same 

time should meet international standards set for the discipline. 

While any course developed should address the three curricula needs Ogundipe (1994) 

highlighted, the need to indigenize/localize the curriculum cannot be overemphasized. While 

individuals in the Caribbean might embrace Western beliefs and practices, they should also seek 

to preserve the unique Caribbean culture that contributes to it. Language is used to transmit 

culture (Louisy, 2001). Libraries are in the business of information disbursement and play a 

central role in this process. They are also directly mandated to preserve our culture. It is therefore 

important that course curricula meet international standards and provide a general core 

education, as well as speak directly to the needs of library staff and their various communities 

within the OECS.  

Barnes (2010) reported on the results of a survey conducted with staff and administrators 

of small international libraries. She noted the critical need for training of uncredentialed staff, 

because the limited number of professional staff depend on them to perform specialized tasks 

(See Figure 2), including administration and other key aspects of library development such as 

collection development, cataloging, and technical services. She highlighted specific areas for 

training such as administrative, computer and technology, and library fundamental competencies: 

circulation including familiarity with library automation systems, acquisition and collection 

development, and planning and service competencies. Her pedagogical and design 

recommendations included:  

1. Design programs that respond to local needs and local job requirements;  

2. Utilize primarily free and easily accessible training methods;  

3. Focus on practical skills that are immediately applicable, and  
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4. Evaluate training for its effectiveness.  

The recommendations made by Ogundipe and Barnes brought into sharp focus the unique 

training needs of uncredentialed staff in small states such as those in the OECS. 

 

Figure 2. Work responsibilities of uncredentialed library staff (Barnes, 2010) 

 

Online education offers another advantage as noted by Booth (1993), who pointed to the 

difficulty of locating sufficient qualified staff on each island to teach each course and suggested 

distance learning as the solution. Qualified professionals can be sourced within the region to 

teach online. While Caribbean cultures are diverse, they also share a common cultural heritage, 



44 
 

and these professionals can serve not only as instructors, but also as mentors providing libraries 

with well trained staff, thus effectively bridging any digital divide and bridging the physical 

geographical distance and sense of isolation and insularity of library staff. It will build 

collaborative relationships with the possibilities of building trust and of sharing resources 

(Francis, 2008), elements necessary to the development and continuity of a library community.  

Having explored the unique challenges faced by uncredentialed library staff––the need 

for training, not only for individual development but also for development of the society, and the 

need for any training provided to respond to local needs––in the next section I examine the 

significance of culture in the design process. I also discuss considerations for Caribbean cultures, 

followed by an examination of models developed to ensure cultural inclusion. Finally, I explore 

the design considerations for cultural inclusion and conclude with the overall implications of the 

ideas covered in each section. 

Why focus on Culture in the Design Process?  

Understandings of Culture 

An examination of the definition of culture underscores its importance to education and 

why it should be considered in course design and development, particularly design and 

development for the local context. While Hofstede’s (1986) definition of culture as “the 

collective programming of the mind which distinguishes the members of one human group from 

another” (p. 301) indicates the subtle shaping of the individual by society’s culture, Henderson 

(2007) provided a detailed definition that reveals the constituents of culture and captures its 

vulnerability and instability, the idea that culture is not static, it is 
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the way of life of a people. It is the manifestation of the patterns of thinking and 

behaviour that results through a group’s continuing adaptation to its changing 

social, historical, geographic, political, economic, technological, and ideological 

environment. Culture incorporates race, ethnicity, religion, class, gender, values, 

traditions, language, lifestyles, and nationality as well as workplace and academic 

cultures (p. 131). 

Culture is not only “given” or “handed down”; it is also negotiated as people work 

through their similarities and differences. It is constantly under construction as individuals 

communicate and interact with others/the other (Germain-Rutherford & Kerr, 2008). 

Gunawardena (2003) drew on research by several theorists including Bruner, Piaget, Driscoll, 

and Vygotsky to show that culture impacts our cognitive processes, that is, our perception, 

thinking patterns and expression styles, language, and non-verbal communication. Culture is 

prescribed by society’s ideas and values and includes diverse inherited artifacts, competencies, 

ideas, schemas, symbols, norms, institutions, goals, constitutive rules, artifacts skills, beliefs, and 

practices, as well as race, ethnicity, and class. Culture plays a crucial role in the socialization 

process (Gregory, 2006; Legare, 2017). Dickson-Deane, Bradshaw, and Asino (2018) posited 

that culture is a deeply rooted part of individuals, their identity, what they value, and the way 

they think; what makes them human. Seufert (2002), too, suggested that culture is not a singular, 

monolithic, universal construct, experienced the same everywhere; it is ubiquitous, permeating 

every aspect of peoples lives. Culture is diverse among nations, societies, communities, 

organizations, institutions, and individuals. Cultural diversity is now recognized as an asset to be 

preserved and used to solve current and future problems (Parrish, & Linder-VanBerschot, 2010). 
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In fact, Louisy (2001) suggested that Caribbean Creole reality should be “facilitated and be 

treated as an asset” (p. 433). 

Concerns About Education and Culture  

Culture and development. Researchers connect consideration of culture with 

development and the success of technology-based projects. Dysart-Gale, Pitula, and 

Radhakrishnan (2009) examined culture, communication, and information communication 

technology (ICT) for development in the Caribbean, and their conclusion is relevant to this 

study, as the proposed course is to be offered using online modalities. They advised that ICT 

projects may fail if consideration is not given to work practices and cultural values. While 

Olaniran (2009) posited cultural challenges that are central to the challenges faced by e-learning 

systems. Attention must be given to cultural issues if e-learning is to be successful.  

Culture and education. Another concern raised is that the rush to globalize education 

might result in “cultural standardization rather than differentiation” (Olaniran, 2009, p. 183). 

There is also an appeal for cultural inclusion. As Henderson (2007) noted, “how instructional 

design of e-learning and e-teaching takes cognizance of multiculturalism and internationalization 

is exemplified by focusing on the ways it includes and excludes issues of culture” (p. 131). A 

focus on culture in design is considered a counter response to globalization. Because education 

and training environments are increasingly multicultural, it is critical that instructors and 

instructional designers be culturally sensitive and acquire the skills necessary to design and 

deliver culturally sensitive instruction in the online learning environment (Parrish & Linder-

VanBerschot, 2010).  

There is also the possibility in a multicultural distance learning context for participants to 

be marginalized. Lauzon (2000) expressed concern about this eventuality, observing that,  
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they may experience oppression by having to adhere to a story that is not their 

story, to subscribe to a knowledge that is not their knowledge, to adopt values that 

are not their values, while their stories, knowledge, or values are viewed as 

irrelevant, are denigrated, or, worse yet, are considered “wrong.” (p. 65)  

Pincas (2001) voiced similar concerns, as she recognized a conflict within learning 

communities between local communities' expectations of educational practice and the “accepted 

norms of provider institutions from other countries” (p. 30). These conflicts arise because an 

institution has developed its own shared cultural-pedagogical norms, that is, its own ways of 

doing things. What Masoumi and Lindström (2012) described as  

shared patterns of behaviours, norms, understandings and preferences in 

educational settings that determine the way educators (teachers, students and 

other actors) approach learning and teaching, or the way educators prefer to tackle 

the educational issues in the light of perceived demands. (p. 394)  

These norms, while shared or adhered to by members of the institution, might not be shared, 

understood, or appreciated by those coming from other cultures. 

Culture, globalization, and diversity. Yet another issue is that 

internationalization/globalization of culture can lead to exclusion, marginalization, and cultural 

homogeneity with Western knowledge and culture being conveyed as “natural, necessary, and, in 

effect, beyond criticism” (Henderson, 2007, p. 132). Louisy (2001) made a case for a broader 

view that includes diversity and acknowledges each locality and the individuals within them:  

the phenomenon of globalization argues for a broader view of the world than was 

hitherto necessary; one that takes into account the diversity of the human 
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experience and consequently one that requires a deeper understanding of the 

particularities of each of the constituencies that make up that experience. (p. 425)  

As learning communities develop online, the more responsive educators are to learners’ values 

and beliefs, the more successful learners will be. (Lauzon 2000).  

Valuing the preservation of culture and cultural diversity is an ethical concern for 

instructors and course designers who have a responsibility to accommodate cultural diversity. 

Values are not intrinsic to anything, but are ascribed to objects by humans (Pincas, 2001). 

Therefore, consideration of culturally embedded norms is a deeply ontological and 

epistemological matter and impacts the choice, design, and use of technology in the learning 

environment. Peoples’ assumptions about how they know, how they come to know, how they 

communicate what they know, and how they choose teaching and learning strategies are 

informed by the cultural norms, values, and discourses that underpin them (Masoumi & 

Lindström, 2012; Parrish & Linder-VanBerschot, 2010). These cultural discourses are imbedded 

at the individual, interpersonal, institutional, regional, and national levels and are transmitted as 

educators teach and through the various other interactions in the learning environment (Parrish, 

& Linder-VanBerschot, 2010).  

Considerations for Caribbean Cultures (Nelson, 2015) 

Is Caribbean culture similar or different? Punnett, Dick-Forde, and Robinson (2005) 

proposed that given the similarity in such cultural antecedents as economy, history, and political 

systems, there should be similarities in cultural values among the islands of the English-speaking 

Caribbean. They examined three studies conducted in four of the islands in the English-speaking 

Caribbean measuring a variety of cultural values and concluded that cultural values in the 

English-speaking Caribbean were indeed similar (p. 2). Conversely, Allahar (1993) posited: 
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 in the Caribbean the average person harbors no illusions about the existence of a 

regionally united and integrated community. For although there is some pretense 

of “Caribbean-ness” at the level of popular culture, each Caribbean country still 

jealously guards its own insular identity and uniqueness . . . (p. 72)  

As a researcher, I am conscious of the need to have instructional design that reflects and 

responds to Caribbean culture, yet I am equally aware that Caribbean culture, despite 

commonalities, is not monolithic. The Caribbean is at once singular and multicultural. Each 

island state within the English-speaking OECS, for example, has a common colonial and slave 

past, yet each experienced it differently. The islands were colonized by different powers at 

different points in time (George & Lewis, 2011), so their histories are the same, yet different. 

Even in a country as small as Antigua and Barbuda, the population is not homogeneous. The 

population is a blend of individuals from different cultures. Eric Williams, former prime minister 

of Trinidad and Tobago, typified the dualism of unity and cultural diversity among each island 

population:  

There should be no Mother India for those whose ancestors came from India . . . 

there can be no Mother Africa for those of African origin . . . there can be no 

Mother England and no dual loyalties . . . there can be no Mother China even if 

one agreed as to which is the mother; and there can be no Mother Syria and no 

Mother Lebanon. A nation, like an individual, can have only one mother. The 

only mother we recognize is Mother Trinidad-Tobago, and Mother cannot 

discriminate between her children. (cited in London, 1991, p. 16) 
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This regional and internal diversity of the islands should be recognized. How does this awareness 

influence course design? The course, while targeting and voicing our unique Caribbean culture, 

like courses elsewhere should be designed for a multicultural audience.  

A balanced approach to course design. Such a course must strike a balance between the 

expressed and observed needs of the local community and the standards set by the global 

community. In a text published for the International Federation of Library Associations, 

Karisiddappa (2014) pointed out that if there is to be any meaningful discussion of LIS 

education, it must occur within the context of developing countries’ cultural milieu and 

globalization with its impact on culture; economy and education are equally necessary factors. 

 Louisy (2001) argued that while globalization undermines tendencies toward 

compartmentalization into net blocks such as geographical boundaries of East and West, 

economic descriptions of first world and third world, developed and less developed, north and 

south, and ideas of “our” ways of doing things versus “others,” globalization also blurs 

international divides giving rise to “a brave new world––the frontier-less land of globalization 

and the virtual space of information and communications technologies” (p. 425). She contended 

that globalization is both an opportunity and a threat to small states which already experience 

special challenges and vulnerabilities including remoteness, isolation, “their greater degree of 

openness and greater exposure to global events over which they have little influence . . . their 

limited manpower and institutional capacity; their income volatility and their limited access to 

external capital” (p. 429). She indicated that the small island states within the Caribbean risk 

being marginalized by the globalization process. The crucial question asked by clergyman 

Patrick Anthony is, “how can Caribbean people save their souls in a globalizing environment 

that is oblivious to national boundaries and hostile to cultural identity?” (cited in Louisy 2001, p. 
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432). Louisy responded that in the face of globalization, it is in the interest of small Caribbean 

states to “prepare their nationals to function better in the new international environment” (p. 

431). This mandate, she suggested, is the pre-eminent role of Caribbean education. It is through 

taking responsibility for education, for design and implementation, and through inclusion of the 

local community in the process that educators can ensure respect, acceptance, and continuity of 

culture. 

Antigua and Barbuda and perhaps the entire Caribbean region is at the cusp of a dualism 

in relation to culture. There is a sense of being overwhelmed by certain aspects of Western 

culture (for example, the arts, religion, language, and education theories and concepts) which 

impinge on the culture, while at the same time, there is both a welcoming and a resistance to it. 

George and Lewis (2011) perceived the intersection of the global and the local as a place of 

tension, trepidation, and possibilities for small vulnerable states such as those in the Caribbean–– 

former colonial societies striving for meaningful independence while at the same time dealing 

with the challenge of globalization. They contend that,  

the response of Caribbean states must include deliberate processes intended to 

unearth, document, preserve and disseminate local knowledge especially via the 

school curriculum. By “local knowledge” here we mean both indigenous 

expressions of creativity that have been passed down across generations . . . as 

well as more conventionally generated knowledge. (p. 721)  

They further pointed out that education in the Caribbean is seen as imported similarly to 

the way that the legal system, government structures, and religions are imported, and that there is 

a history of looking beyond the Caribbean for content and standards. As a result, local concerns 

are rarely addressed. Where the culture of larger countries/societies undermine and erode the 



52 
 

everyday processes within smaller countries and /or their institutions, education is seen as one of 

the ways through which this cultural globalization can be countered. George and Lewis (2011) 

posited that the Caribbean has an unfinished education agenda that has not articulated ways of 

bridging the gap between the local and the global. They suggested that if globalization is to avoid 

becoming another form of colonization, then a Third Space must be created where the local and 

the global meet. Further, positioning education in the Caribbean within the context of 

globalization, they explored the possibility of locating a Third Space where both global and local 

meet, positing this space as an area of creativity, particularly useful to developing countries 

desiring to include external education ideas within their local context. Lauzon (2000), too, 

recommended the creation of a space “for telling the stories of the missing voices, particularly 

women, minority groups, and the economically deprived” (p. 67). My study is positioned in this 

Third Space, where the global and the local meet, drawing the core content from the local 

community and intertwining this content with the international to address local needs, while at 

the same time meeting the standards set by the international community for a course of this type. 

I remember as a teacher and as a librarian that one of my guiding principles in the selection of 

material was that the users should see themselves in the content covered and in the materials 

used. This vision is the fulcrum on which the research rests. But how does the literature address 

the issue of cultural inclusion in the education environment? The following section explores this 

issue.  



53 
 

Models for Cultural Inclusion (Nelson, 2015) 

Cultural Dimensions 

Several models were explored and developed to locate local/national cultures that 

informed the research. Of the models surveyed for this research, I present a few that might offer 

insights into some of the concepts explored beginning with seminal frameworks. 

Kluckhohn and Strodbeck’s cultural value structures. Anthropologists Kluckhohn 

and Strodtbeck’s (1961) explored the underlying cultural value structures of different cultural 

groups. They derived these dimensions: man-nature orientation––subjugation, harmony, 

domination; human nature orientation––evil, neutral, good and evil, good; past, present, future; 

time orientation––being, being-in-becoming, doing, and relational orientation––lineal-

hierarchical collateral and individualistic (Chaney, 2015; Uddin, 2015).  

Hofstede’s national cultural dimensions. In 1984, Hofstede, another anthropologist, 

explored the power of national cultures when he conducted research on IBM employees in 40 

countries and identified five cultural dimensions that have been used by researchers and course 

designers to define cultures. They are: power distance––the extent to which members of society 

accept unequal power distributions; uncertainty avoidance––the extent to which individuals 

accept uncertainty of future events, rules, measures, or guidelines to lessen the nervousness or 

danger of uncertainty; masculinity versus femininity––the degree to which individuals compete, 

value achievement, and resolve conflicts; long versus short-term orientation or “Confucian 

Dynamism” describes the degree to which individuals within a society focus on maintaining their 

traditional values; and collectivism versus individualism–– Individualism-collectivism is the 

degree to which individuals in a country act on their own or as group members (Amelo, 2007; 

Hofstede, 1986; Masoumi & Lindström, 2012).  
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Hofstede’s model is not without its critics, however. His model’s ontology, epistemology, 

and method have been critiqued. Holfstede’s samples were drawn from a single multinational 

organization (IBM); most of the participants were middle-class males; his study focused on 

national cultures, ignoring subcultures within the various societies; the study is old, having been 

conducted in 1984; it suffers from the danger of stereotyping, the oversimplification of cultural 

differences, and the normative, quantitative thrust based on the dimensions (Cronjé, 2011, 

Gunawardena, 2003). In addition, Signorini, Wiesmes and Murphy (2009) expressed concern 

over Hofstede’s deriving conclusions about education from non-educational settings. Campbell 

(2011) also addressed Hofstede’s model in relation to education, arguing that diversity is 

overlooked specifically in relation to education––there is a lack of differentiation across the 

different levels/types of institutions and of accommodation for differences in “race, age, gender, 

location, ability, class, or any other major axis of social difference” (Criticisms of Hofstede, 

para. 1). Another critique of multicultural and internationalization models such as Hofstede’s is 

that they do not include the cognitive, pedagogic, and epistemological issues dealt with in the 

cultural educational environment.  

Trompenaars and Hampden-Turner cultural dimensions. During the 1990’s, 

Trompenaars and Hampden-Turner located seven cultural dimensions in three relationship 

categories of relation to others, to time, and to the environment. Their dimensions, similar to 

Hofstede’s, are drawn from 30,000 participants in various training programs: universalism versus 

particularism, individualism versus communitarianism, neutral versus affective, specific versus 

diffuse, achievement versus ascription, attitudes toward time, and internal versus external control 

(Connerly & Pedersen, 2005; Nathan, 2015).  
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Schwartz et al’s motivational values. Also, over the period of the late 1980s to 1990s, 

Schwartz and various colleagues derived 10 motivational values, later revised to 20 in 2012, that 

can inform this research which deals with ideas of power and agency. These basic motivational 

values included power, achievement, stimulation, self-direction, hedonism, security, conformity, 

tradition, benevolence, and universalism (Connerly & Pedersen, 2005; Schwartz et al., 2017). 

Cultural dimensions of learning. Parrish and Linder-VanBerschot, (2010) seeking to 

locate the cultural dimensions of learning that are most likely to impact instruction, explored the 

research into cultural differences and presented their findings through the lens of the cultural 

dimensions of learning framework (CDLF). The CDLF constitutes eight cultural dimensions 

related to “social relationships, epistemological beliefs, and temporal perceptions,” illustrating 

how they might vary in the learning environment (p. 1). Of the models examined for my 

research, however, the dimensions of cultural variability model developed by Hofstede, and to 

which he referred in a 1986 article, seemed the most influential. Masoumi and Lindström (2012) 

explained that anthropologists such as Hofstede have identified dimensions of cultural variation 

to explain how individuals in different cultures “communicate, behave, perceive time, or view 

themselves in relation to others and to the environment” (p. 396). Henderson (2007) suggested 

that designers adopt a multicultural model that pragmatically embraces a multi-

theoretical/eclectic pedagogic paradigm to instructional design inclusive of behaviourist, 

constructivist, and social constructivist principles and practices. Wu (2006) explored Taiwanese 

and American culture using Hofstede's work-related cultural dimensions research paradigm and 

concluded that culture is not static; therefore, as culture changes, models should be re-evaluated, 

updated, or discarded (Wu, 2006). 
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The lack of Caribbean presence in research. As a researcher, it was challenging to 

select a cultural model to guide this research when, as shown below, there is an awareness that 

the Caribbean is not fully represented in the studies used to arrive at each model. Campbell 

(2011) expressed skepticism about the presence of protocols developed to ensure the inclusion of 

participants in pedagogical planning processes, in spite of cautions that researchers should pilot 

test cultural models to ensure that learners’ cultural needs are being met before conducting 

widespread adaptations, and in spite of suggestions that apart from cultural “experts,” members 

of the cultural group being targeted should “be involved in all aspects of pedagogical planning” 

(Developing cross-cultural e-learning and considerations of power, para 1). There is a certain 

taken-for-grantedness to Hofstede's model and its seemingly consistent use/adoption by many 

researchers.  

The many articles explored that indicated a turn in course design to include a focus on 

cultural diversity tended to deal with indigenous, minority populations within, for example, the 

American context, and with the differences between Western cultures and Asian and Arab 

cultures (For example, Ferguson, 2012; Pewewardy & Hammer, 2003; Sakurauchi, 2014). The 

Caribbean, and these small island states in particular, are not accounted for in most research into 

culture and education. Most research focused on European, Asian, Australian, African, and 

North American countries. As a result, the Caribbean region seems excluded from much of 

academic discourse related to culture and course design, and when the region is mentioned one 

or two islands are used to represent the whole. For instance, Vega-Rosado (2006) examined 

Caribbean competitiveness across 18 countries in the Caribbean region, where four different 

languages were spoken, and with a population of 39.8 million. At the time of his presentation, he 

noted that only one island (Jamaica) had been studied using Hofstede’s cultural dimensions; yet, 
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he was quick to infer a shared positionality along Hofstede’s cultural dimensions based on the 

assumption that these countries were colonized by European powers such as France, Great 

Britain, Netherlands, and Spain, and as such had a shared heritage with Europe and the United 

States. This represents an example of stereotyping a region based on results from a single island. 

Allahar (1993) contradicted this conclusion when he stated that the 

Caribbean, born in an age of decolonization and rampant nationalism, is among 

the most culturally and ethnically diverse regions of the world, and that diversity 

has yielded a mosaic unlike any other. There is no single dominant religion or 

racial type, nor is there a generalized set of ethnic markers for the region as a 

whole. Each separate country preserves unique socio-cultural and sub-cultural 

features that preclude unqualified reference to “Caribbean culture.” But this is not 

to say that there are hostile relations among the various countries and their 

inhabitants; rather it is a recognition that their particular cultural (racial, ethnic, 

religious, political, even linguistic) make-ups defy attempts to treat them as a 

cultural monolith. (p. 82) 

Only a few studies were found that specifically addressed/examined Caribbean culture; 

most were business oriented (For example Amelo, 2007; Mujuru, 2012; Vega-Rosado, 2006; 

Richards, 2008; Punnet, Dick-Forde & Robinson, 2005), and none dealt with the OECS as a unit. 

This was consistent among most Caribbean articles found. A few articles, such as George and 

Lewis (2011), discussed earlier were located dealing with culture in education within the 

Caribbean. The articles found examined such constructs as the impact of race, gender, and class 

on Afro-Caribbean women’s academic careers (Gregory, 2006), and how Anglophone Caribbean 

women’s sociocultural context affected their learning (Alfred 2003). Note that this study is dated 
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and was conducted on immigrant women in the United States. One of my concerns is the 

Caribbean absence from the learning object. Educators say people must see themselves in the 

text, but in the rush to make globally generic material and to avoid offending those from cultures 

different from our own, we might be in danger of removing especially formerly colonized 

oppressed peoples from the academic discourse. 

Despite a general lack of Caribbean presence in the literature dealing with the 

development of cultural models, culture should be considered and included in course design. 

Rather than selecting a model, I attempted to locate in the literature issues to be considered to 

effect cultural inclusion. 

Design Considerations for Cultural Inclusion (Nelson, 2015) 

Instructors and instructional designers should recognize the social situatedness of 

learning and consider the embeddedness of their subjectivities in teaching and instructional 

design (Parrish & Linder-VanBerschot, 2010). How can distance educators integrate diverse 

learners into the online community? How can they be sensitive to diversity? Lauzon (2000) 

suggested that designers must be aware of their biases and prejudices and adopt a critical stance 

that challenges their points of view. A consideration of our subjectivities implies a challenge to 

personal epistemologies and ontologies as we question: What do I know? How did I come to 

know? Who decides what knowledge is legitimate? Educators should also step away from their 

ethnocentric viewpoint and admit that our perspective is not the only perspective, that there are 

multiple perspectives. Getting input from a range of voices helps to avoid/undermine 

confirmation bias, which Nickerson (1998) defined as, “the seeking or interpreting of evidence in 

ways that are partial to existing beliefs, expectations, or a hypothesis in hand” (p. 175). Soliciting 

input from a range of individuals might facilitate the realization and admission of subjectivities. 
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Parrish and Linder-VanBerschot (2010) suggested that instructional designers should 

continuously explore their subjectivity in terms of their personal culture and the personal world 

views it has shaped, how this culturally grounded perspective is exploited, and how it impacts 

their designs. This is particularly important when designing for a culture other than one’s own. In 

my research, this interrogation was a collaborative process of reflection, negotiation, and 

discourse between myself (as the researcher) and participants. 

Be aware of and challenge biases. Designers need to consciously explore their 

subjectivities and make a conscientious effort to be cognizant of, and to include the cultural 

referents of others (Masoumi & Lindström, 2012). Cahill (2007), drawing on Weeden (1987), 

described subjectivity as our way of “being in the world, as distinguished from the concept of 

identity, which is focused on the self; subjectivity is ‘the conscious and unconscious thoughts 

and notions of an individual, one’s sense of oneself and way of understanding one’s relation to 

the world’” (Weeden, cited in Cahill, 2007, p. 269). Our subjectivities include “personal features, 

experiences, beliefs, feelings, cultural standpoints, and professional predispositions” (Preissle, 

2008, p. 3). Design is impacted not only by the content but also by what designers believe about 

the content. Parrish and Linder-VanBerschot (2010) made a distinction between the sources of 

human thinking and behavior. They posited that individuals can make false assumptions when 

they attribute individuals’ thinking and behaviour to the wrong source, distinguished as human 

nature, culture, or personality. The issue arises when one thinks that their cultural ways of 

thinking and behaving are the correct way to think and behave, and that influences the way one 

teaches.  

Consideration of designers’ subjectivities is especially important as decisions are made 

about what is appropriate or inappropriate because their point of view is considered culturally 



60 
 

situated (Mei & Boyle 2010). No matter how innovative individuals may be, it is often difficult 

to see one’s biases and faulty reasoning. In a purposefully established academic community, 

individuals can be encouraged to thoughtfully reflect and expose their ideas to scrutiny as they 

share them with others in an environment where they can be tested and challenged, and 

eventually be confirmed or disconfirmed. Garrison (2016), when discussing the impact of 

collaborative thinking in a purposefully designed supportive community, put it succinctly when 

he said that, “thinking collaboratively is personal reflection fused with critical discourse where 

ideas can be challenged” (p. 3).  

Connect the cognitive demands to students’ culture.  

For instruction to be culturally relevant, instructors/instructional designers need to 

familiarize themselves with students’ cultural knowledge and experience, which is drawn from 

their social interactions in their societies/communities (George, 2013). Sabin and Ahern (2002), 

in an account of their approach to course redesign, indicated that traditional course design 

seemed focused on the cognitive, targeting students' cognitive level of knowledge and skill. Yet, 

something was missing from this approach to course design; some students did not do well, and 

it was not because they lacked the prerequisite knowledge and skill. That something, they 

concluded, is a necessary focus on cultural issues and their connection to cognitive demands, and 

they posited that culture should be incorporated across the entire design process (Section SIC 

12).  

Respectful representation of students’ culture. Another consideration for designers is 

the representation of local culture. Culture should be represented respectfully and should not 

merely be “cosmetic, tokenistic, and/or stereotypical” (Henderson, 2007, p. 132). Designers, in 

their attempt to localize learning resources, should ensure that the changes are not superficial. 
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Henderson highlighted stereotyping that can occur from exclusively adapting cultural models 

and their underpinning ideas, such as learners from certain nations are rote learners, do not 

challenge authority, are not competitive, or are passive. This type of stereotyping can result in 

“globalized e-learning and e-teaching practices and materials that are culturally centric” (p. 134) 

and do not accommodate diversity. Any focus on online course design should include the 

worldviews of those involved in the learning context, and the specific requirements of the 

academic culture. Materials should explore systemic issues related to power, control, and 

disadvantage. Multi-racial and ethnic knowledge should be privileged and legitimized and 

included in meaningful ways, together with gender issues that are relevant to both male and 

females within the culture (p. 137-140).  

There are other cultural elements to consider in course design. For instance, AL-

Hunaiyyan, Al-Huwail, and Al-Sharhan (2008) investigated cultural elements in blended 

learning. They pinpointed 

● language as both culture and a cultural tool holding both connotative and 

denotative meaning. Designers, instructors should understand the meaning of the 

language together with its inferences and connotations (p. 19).  

● social, political, economic, and religious issues, their underpinning traditions and 

values, and the impact of these socio-cultural factors on educational matters. They 

advised instructional designers to be particularly mindful of sensitive religious and 

political issues in a society (p. 20).  

● the importance of using an understanding of cultural preferences to localize 

educational resources to make programs relevant and accessible (p. 20).  



62 
 

● the need for instructors and instructional designers to be aware of technology’s 

cultural dimensions and cultural differences and how they inform culturally 

sensitive learning material.  

When selecting platforms and digital material, it should be remembered that technology 

is not value neutral; rather, it is culture specific and infused with the assumptions of its 

originators (Masoumi & Lindström, 2012). According to Masoumi and Lindström, culture is 

embedded in technology and technology in culture; technology mediates across cultures, 

amplifying, favouring, and normalizing certain characteristics of the culture of its creators, 

cultural-pedagogical patterns, certain ways of knowing, certain ways of communicating preferred 

by that culture, and certain ways of doing reflected in teaching and learning strategies. At the 

same time, the agency of users (Parchoma, 2014)––their power to act upon technology, to use it 

in new unintended ways––should not be ignored.  

Campbell (2011) explored the effects of culture in the e-learning environment. She 

indicated that culture has an acute effect on learners in an online environment particularly 

affecting their social behaviour, that is, what is perceived as appropriate or inappropriate, 

communication, cognitive processes, and how one interacts with learning technologies. Drawing 

on Edmundson, Campbell proposed considering the following when adapting courses for the e-

learning environment: language translation, localization, access to technology, and more 

profound adaptations to critical distinctions in learners. Other technical issues to consider are 

hardware and software selection, system compatibility, access to technology, and the reduction 

of “the gap between the use of learning technology and their application in the social reality of 

the culture” (p. 21).  
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Bond (2014) explored culturally responsive teaching. He recommended that instructors 

can use cultural literacy––that is, their knowledge of the students’ culture to build a bridge to 

student success; that they conduct self-reflective analysis of their attitudes and beliefs; that they 

develop caring, trusting, inclusive learning environments, have a respect for diversity, and 

develop a transformative curriculum that engenders meaning (p. 2-4).  

Implications 

This section of the literature review responded to the need to critically explore the 

importance of culture and its relevance to and inclusion in course design. No institution of 

learning in the OECS offers library science courses online. Given the Caribbean’s shared 

historical experience of colonialism, slavery, and the cultural hegemony of developed countries, 

a focus on the preservation of culture and the maintenance of cultural identity even within the 

thrust towards internationalization and globalization was required. If an online course is to be 

designed and offered within the Caribbean, it is important that cultural issues be considered. The 

intent is not to negate, devalue, or deny the presence of other cultures. Rather, the intent is to 

legitimize, recognize, and respect various cultures through ensuring its presence in course design 

and delivery. The intent is to allow a Third Space to emerge that facilitates the meeting of the 

global and the local in mutual respect. The mission should be two-fold: respect for local culture 

through its presence in course design, while at the same time preparing students to function in an 

increasingly culturally diverse 21st century world of collapsing geographical boundaries and 

increasing human interaction. 

Summary 

I have attempted to ground my research in relevant literature through exploring a range of 

areas crucial to this study. Through this journey, linkages have been made between the 
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theoretical framework, the specific Caribbean context and culture within the issue of curriculum 

design. As noted by researchers both locally and globally, it is essential, even urgent, that a 

course be designed to train library staff within the OECS. As suggested by researchers such as 

Barnes (2010) and Ogundipe (1994), however, it is essential that any online library science 

course respond to local needs and local job requirements. For instance, whereas in developed 

countries such as the United States and Canada trained librarians (those with masters’ degrees) 

perform managerial tasks, Barnes (2010) suggested that these skills be taught to uncredentialed 

staff in developing countries. If designers are to respond to local needs, then it is necessary to 

collaborate with those within the community for whom the course is being designed. Offering 

courses online seems to offer the best solution to issues such as distance and cost.  

When exploring culture and the Caribbean context, the influence of globalization and the 

importance of localization of learning materials was emphasized. Researchers (Olinarin, 2009; 

Henderson, 2007; Masoumi & Lindström, 2012) connected education with culture, noting the 

criticality of considering culture in course design. Several researchers within the Caribbean 

(Louisy, 2001; George & Lewis, 2011) stressed education as a means of countering the influence 

of globalization. They proposed the location of a Third Space where the global and local meet. It 

is in this space that my research rests, as I attempted to design a course that responded to local 

needs while meeting international standards. Thus, this literature review built on literature related 

to library development and online course design. The information in this section might be useful 

to information professionals, instructors, and instruction designers who work in an online 

environment and desire to locate an online framework that might inform the course design 

process while including aspects of the culture of their target audience in the learning 

environment. 



65 
 

 Conceptual Framework 

The conceptual framework (see Figure 3) was informed by the review of the literature 

and my ongoing experience in the research, but as I progressed, a symbiotic relationship 

developed, with the conceptual framework impacting the research and the research impacting the 

conceptual framework. Once data collection was complete, it proved critical to the data analysis 

and synthesis, as it provided areas of focus.  

 

Figure 3. Conceptual Framework 

As outlined next, each category in the conceptual framework was drawn from the 

research questions. The first research question sought to find how participants’ interactions, 

investments, and commitments influenced access to training and the development of the training 

program. The categories related to this question were participants’ investments and commitments 

and access and barriers to training. Question 2 sought to explore prospective students’ 



66 
 

experiences and understandings and how these influenced their contribution to the development 

of the training program. The main category here was prospective students’ perspectives and 

understandings. Question 3 examined challenges encountered when using PAR to facilitate the 

emergence of a Third Space; the category was challenges to PAR’s facilitation of Third Space. 

Question 4 intended to locate the values that emerged in the Third Space in the negotiations that 

made their way into the program design, and the category was values in Third Space and 

program design. The final question sought to explore how the intersection of experience and 

different understandings came together in curriculum and how it looked in the Third Space, in 

other words, what understandings were derived. The category here was understandings in Third 

Space. Subcategories were then developed. Each category provided several subcategories. 
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CHAPTER THREE: METHODOLOGY 

Overview 

The purpose of this participatory action research (PAR) study was to explore the viability 

of collaboratively developing the curriculum of a culturally sensitive library science course for 

uncredentialed library staff within Third Space (Dudgeon, Scrine, Cox, & Walker, 2017; 

MacDonald, 2012; Reason & Bradbury, 2008). I believe that prospective students should be 

involved in curriculum development. Further, I am convinced that the combination of PAR and 

Third Space theory offers the opportunity for the enactment of inclusive collaborative research. 

To design the curriculum, in this study I also aimed to draw on both the local library staff in 

Antigua and the global programs being offered internationally.  

This chapter elucidates the study’s methodology and methods that I employed when 

conducting the research. In the first section, I provide the rational for the research approach, 

describing the research tradition underpinning participatory action research and the research 

methodology, thus providing a rationale for using them in this research. Next, I present the 

information needed to conduct the study by exploring the research context, providing a detailed 

description of the research setting, and justifying its choice. Then, I discuss the research sample 

and data sources, providing details that explain how the sample was chosen; I also address the 

ethical considerations. Next, I present the data collection methods and instruments to be used in 

the study. Then, I present the data analysis methods, exploring the approaches used to analyze 

the data. After that, I discuss issues of trustworthiness, followed by a section dealing with the 

limitations and delimitations of the study. Finally, I provide a summary of the sections covered 

in the chapter and a brief conclusion.  
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PAR’s Rich Tradition in Qualitative Research 

The research design employed in this study was that offered by participatory action 

research methodology. In this section, I clarify the chosen methodology, responding to the 

question, “Why PAR?” by describing the paradigm (qualitative research) that underpins it; then I 

explore participatory action research methodology with the aim of providing a rationale for its 

appropriateness to facilitate a response to the research questions. First, I provide a brief survey of 

PAR’s historical evolution, then attempt to respond to the question: What is PAR? Finally, I 

explore the limitations of PAR. 

Why PAR? The Qualitative Tradition 

Grounded in Qualitative Research Traditions  

One factor that makes participatory action research an appealing approach for this study 

is its grounding in the rich traditions of qualitative research. At the core of qualitative research is 

a search for meaning, a thrust towards richly describing and understanding a phenomenon 

(Boeije, 2010; Silverman, 2006). Qualitative researchers achieve their objective by integrating 

“the methods and techniques of observing, documenting, analyzing, and interpreting 

characteristics, patterns, attributes, and meanings of human phenomena under study” 

(MacDonald, 2012, p. 34) within the individual’s socio-cultural environment and from their 

perspective. It offers an opportunity for both the researcher and the participant to learn with and 

from each other. Further, the qualitative researcher admits the shifting contours of meaning, 

seeing the search for meaning as a subjective process, that is, this search for meanings is 

influenced by personal perspectives, feelings, or opinions, and is open to interpretation as 

meaning constantly evolves (Holstein & Gubrium, 2002). 
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Commonalities in Qualitative Research  

Although there is a range of qualitative research designs including ethnography, grounded 

theory, narrative design, and action research (Creswell, 2012), Holstein and Gubrium (2002) 

noted commonalities among these qualitative methodological approaches. Qualitative 

researchers are constantly sceptical of “common-sense wisdom,” the taken for granted truths that 

everyone “ostensibly ‘knows,” distrusting “surface descriptions and facile explanations” in their 

search for the “often hidden nuances of social life” (p. 1155). They are committed to closely 

scrutinizing the phenomenon in its own natural environment, with an intent to “see the 

commonplace as important in its own right, to represent the previously unknown in fine detail 

and rich texture” (p. 1156). They see individuals as having the power to create and shape their 

own life experiences. As a qualitative researcher, I am committed to investigating social life as it 

unfolds in practice.  

Consciousness of Subjectivity  

Qualitative researchers like me, appreciate subjectivity, as they recognize themselves as 

subjects in a world they share with participants. What, then, is subjectivity, and how does it 

affect approaches to and conduct of research? Subjectivities are individuals’ personal attributes, 

“experiences, beliefs, feelings, cultural standpoints, and professional predispositions that may 

affect their research” (Preissle, 2008, p. 3). According to Drapeau (2002), when researchers do 

not own their subjectivity, they are likely to find exactly what they are looking for in their 

research, sometimes without even being aware of it. Biases, if not interrogated, can blind 

researchers to alternatives and influence their decision making; they enter research with certain 

pre-dispositions and expectations of participants and the phenomena under consideration. What 

do my race, my nationality, my geographic location, my gender, my personal life history, and my 
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experiences, along with the fact that I am a student/former practitioner, and aspects of me that 

are culturally inscribed, have to do with my research? These are important because they 

influence my attitude, the choices I make, how I relate to others, and how I interpret data. 

Chiseri-Strater (1996) suggested that we should “turn in upon ourselves,” look subjectively and 

reflexively on ourselves, how we are positioned in relation to the research process, to the 

participants, and how we translate data to text (p. 119). I recognize differing perspectives and 

have a sense of obligation to present these differing, sometimes competing, points of view. 

According to Holstein and Gubrium (2002), this requires that qualitative researchers be tolerant 

of complexity, expressing an awareness of the “lived intricacies of everyday interaction” (p. 

1156).  

Qualitative research offers several advantages. Some are particularly relevant to this 

research: Researchers, while admitting to having predetermined assumptions, do not rely solely 

on these assumptions, but rather, seek the perspectives of others. The qualitative researcher can 

deal with sensitive issues. Qualitative research is flexible in design (Griffin, 2004; Shakouri, 

2014). Rahman (2017) suggested that this flexibility allows the structure to be constructed and 

reconstructed. Flexibility in design facilitates researcher response to unexpected changes in the 

environment. One such environmental change occurred in this research. Rather than simply 

designing one course based on the training needs expressed by participants, the design team 

decided to design a complete library science program made up of several courses. Qualitative 

research encourages investigation in new areas of interest (Moore, 2001). For instance, my 

research explored collaborative curriculum development in library sciences (another discipline), 

with participants coming from the Eastern Caribbean, an area seldom seen in the literature.  

Because it explores life as it happens from various perspectives, qualitative research yields 
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information that might require in-depth study. Qualitative research offers rich traditions that 

buttresses participatory action research.  

Rationale for Participatory Action Research Methodology 

PAR is firmly planted in the qualitative tradition. As noted by Sappington, Baker, 

Gardner, and Pacha, (2010), “the core ideas of action research have been developed by several 

generations of qualitative researchers who use their methods as a way to foster new opportunities 

for discovery and dialogue in an endless array of communities and organizations around the 

world” (p. 252). While MacDonald clearly stated that PAR “is a qualitative inquiry that is 

considered democratic, equitable, liberating, and life-enhancing” (p. 35), PAR is not necessarily 

distinguishable from other methodologies by the theories or the methodological or conceptual 

frameworks that inform them; rather, it differentiates itself because of “who defines research 

problems and who generates, analyses, represents, owns and acts on the information which is 

sought” (Cornwall & Jewkes, 1995, p. 1968). Cornwall and Jewkes (1995) suggested that it is in 

asking “who?” that researchers facilitate a close examination of the meaning of PAR. Reason 

and Bradbury (2008) saw PAR as active “living inquiry that aims, in a great variety of ways, to 

link practice and ideas in the service of human flourishing” (p. 1). They further described PAR as 

a participatory process concerned with developing practical knowing in the 

pursuit of worthwhile human purposes. It seeks to bring together action and 

reflection, theory and practice, in participation with others, in the pursuit of 

practical solutions to issues of pressing concern to people, and more generally the 

flourishing of individual persons and their communities. (p. 3)  

Reason and Bradbury’s definition captures several important attributes of PAR and of my 

research––the concern for collaboration while tackling social issues, and Freire’s action and 
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reflection, but it is the concern of PAR for the flourishing of the individual that I find most 

striking and appealing to my research. In my research, I aimed to develop a curriculum that can 

contribute to the improvement in the status of un-credentialed library staff.  

The aims of PAR also overlap with what I hoped to achieve through this study. PAR 

builds capacity, focuses on community development, empowerment, access, social justice, and 

participation. PAR is democratic, equitable, liberating, and life-enhancing, providing agency and 

giving voice to those in society who are marginalized from power and resources. PAR also aims 

to contribute to knowledge construction and to bring about social change and or transformation 

(Kemmis & McTaggart, 2005; Lykes, Hershberg, & Brabeck; 2011, MacDonald, 2012; Stoudt, 

2009). One example of its use for knowledge construction was suggested by Sappington, Baker, 

Gardner, and Pacha (2010), who proposed action research as a signature pedagogy in education. 

Action research is therefore seen in their study as a teaching method. They suggested that PAR 

can be “a teaching-learning strategy that sharpens the students’ awareness of the gap between 

existing conditions in schools and prospects for significant improvement” (p. 250). Going 

through this process with stakeholders in the library community brought a greater awareness of 

and revealed an empathy among professional staff for the position of uncredentialed library staff, 

the issues related to their training, and opportunities for resolution of some of these problems. 

The participants were eager to participate in the study not only because of the possible impact of 

trained individuals on the workplace, but also because of the change it would bring about in the 

lives of uncredentialed staff. Here is just one sample from a credentialed participant: 

I am really impressed and just anticipating now for the time to come so that we 

can get it up and running. I am feeling really good to know that I will be a part of 

something that will really help the persons that are working in the libraries. I am 
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really feeling, I can't even find the words to express how I am feeling, just to be a 

part of something like this. (June, Interview, 2017) 

Even uncredentialed staff felt that through their participation, they would have an impact on the 

lives of others. Here is an example from another participant: 

To help another novice in the field. To have an idea about how to go about 

approaching anything whether it be record keeping that you know even though I 

might not have some knowledge of how it should be done, I have an idea as to 

how I can accomplish it. I would rather have a legacy in which I have affected 

others to become their better selves, rather than to have a big presence and sit 

there doing nothing. (Hazelyn, Interview, 2017)  

Because conventional research methods can demand high levels of participant 

involvement and not be considered participatory (Cornwall & Jewkes, 1995), it is necessary to 

delineate the characteristics, principles, and practices that distinguish PAR from other 

methodologies and make it the appropriate choice for my research. Although expressing a 

hesitancy to use mechanistic descriptions of PAR, Kemmis and McTaggart (2005) described this 

research process in five sequential steps that spiral in self-reflective cycles (See Figure 4). First, 

a change is planned, acted upon, and the process and its consequences observed. This is followed 

by reflection on the process and its consequences. Conclusions from the reflection inform re-

planning, then the acting, observing process occurs again, followed by reflection, and so on. 

However, the writers cautioned that the stages are not as discreet as the spiral indicates. Rather, 

they overlap, and as the research progresses and lessons are learned through the collaborative 

evolving process, initial plans sometimes become obsolete (Kemmis & McTaggart, 2005). 
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Figure 4. The action research spiral (Kemmis & McTaggart, 2005) 

Kemmis and McTaggart (2005) then described an additional seven distinctive features of 

PAR which are congruent with the aims of my study as follows:  

 PAR is a social process deliberately exploring the relationship between the 

individual and the social realms.  

 PAR is a participatory process through which individuals explore and reflect on 

their knowledge and interpretations of themselves and their actions. It is research 

done with participants on themselves, not research conducted by others on 

participants.  

 PAR is a practical and collaborative process through which individuals examine 

their social interactions with others, with a goal of improving actions/interactions 

that are irrational, unproductive, inefficient, unjust, or alienating.  
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 PAR is emancipatory, encouraging individuals to examine how social structures––

cultural, economic, and political, converge to limit their self-development and self-

determination, with the goal of individuals working to either release themselves 

from these constraints or to develop ways of working successfully within these 

structures while mitigating adverse effects.  

 PAR is a reflexive process through which individuals “transform their practices 

through a spiral of cycles of critical and self-critical action and reflection” (Kemmis 

& McTaggart, 2005, p. 282) on their practices, what they know about their 

practices, and the social structures that change and/or inhibit their practices.  

 PAR aims to transform both theory and practice. PAR does not recognize any 

superior subordinate relationship between theory and practice, “rather, it aims to 

articulate and develop each in relation to the other through critical reasoning about 

both theory and practice and their consequences” (p. 283). 

These ideas underpinned my research, which sought to work collaboratively with participants, 

drawing on their experiences, to create a library science course.  

Limitations of PAR 

Despite, or in rebuttal to PAR’s seemingly utopian goals, this research methodology faces 

several challenges and critiques, ranging from problems with the goals of PAR, the participants, 

to ethical issues, particularly those related to university’s Institutional Review Boards. These are 

explored next. 

Each researcher brings some uniquely different perspectives on the challenges they 

experience, or observe others experience, when conducting PAR. MacDonald (2012) highlighted 

several of these issues. Two limitations were perceived in this research: the overlapping issues of 
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the balance of power, and parity between researcher and participants. I was particularly 

conscious of my position as a university student and the need to ensure that participants had the 

space to speak. I also had to ensure that my co-designers were able to provide their perspectives 

about how things should be done. For instance, to ensure that each individual in the design team 

voiced their opinion, they first each wrote a section of the curriculum before I made any 

contribution.  

Brydon-Miller (2012) posited that action research can be used to respond to three critical 

challenges faced by researchers. First, there is the university IRB’s concern that human subjects 

are not “involved in control of the research process” (p. 159). Instead of the traditional 

hierarchical structure that privileges the researcher's knowledge and experience, action research 

offers a collaborative process. The participant's autonomy is normally limited to refusal or 

agreement to participate in the research process, while in action research the participant is 

actively involved in the decision-making process. This was the case in my study; participants 

were able to voice their opinions, clarify their meanings, and contribute to the development of 

the library science curriculum, which was the aim of this study.  

An issue that I dealt with is that caused by the expectation that researchers be 

“responsible members of society” (Brydon-Miller, 2012, p. 161). Most benefits seem to accrue to 

the researcher, who presents at conferences from which the participants are excluded, publishes 

in academic journals, has opportunities for promotion, tenure, and research funding, while the 

participants have limited access to the research:  

We can no longer support a system of knowledge feudalism in which a relatively 

small number of people maintain control of the processes and products of 

knowledge production. The principles of justice, transparency, respect, and 
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democratic practice demand a fundamental shift in the way research is carried out 

and how the knowledge created through the process is made available. (Brydon-

Miller, 2012, p. 161)  

The ethical question of who benefits from research is also dealt with by Lykes, 

Hershberg, and Brabeck (2011). They proffered that research should be mutually beneficial. 

They deemed the idea of the researcher/s alone conducting data analysis with participants only 

offering feedback as problematic, noting that participants had not acquired the skills to do similar 

research on their own. My research was indeed mutually beneficial, as participants acquired new 

skills, and all will ultimately benefit when the courses are offered to the community. As the 

researcher, I had to maintain a balance between the benefits that can accrue to the participants 

and what was ethical to offer. I pondered offering at least one course free to prospective students 

who participated in the research but decided that would be unethical as it might seem to be an 

enticement to participate. Participants benefited in other ways. Most participants had never 

participated in research, had never been asked for their input into content for a course they might 

take. I went a step further. After the data was collected and the course designed, all participants 

were brought together for a focus group during which each had the opportunity to share their 

opinions and to recommend changes to the topics covered in the course design. Participants were 

exposed to the learning management system (LMS) that will be used for the program’s 

application. The participants who worked on the program/course design had never designed a 

course before, so this was a learning experience for them.  
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The Participants in the Study  

The aims of the study were to (1) obtain the perspectives of individuals involved in 

libraries in Antigua about their work in libraries––what they did, how they felt about it, 

difficulties they encountered, and what they felt their training needs were, and (2) to work 

collaboratively with them to develop a curriculum based on their expressed needs. It was also 

important to generate rich data through drawing on individuals who were willing to participate 

and who had knowledge and/or experience in libraries. In order to get a variety of perspectives, it 

was important to get as broad a range of library stakeholders as possible. To do so, I considered 

prospective participants’ status and role or function within and in relation to library services. 

Bergold and Thomas (2012) asserted the importance of selecting participants from a range of 

individuals, because different groups can bring different knowledge and experience from which 

to contribute to the study, and it is only when they are brought together to contribute jointly to 

the research results that “the different types of knowledge [can] be related to each other, and a 

possible practical use be outlined” (p. 198). I therefore drew a purposeful sample from library 

staff and Ministry of Education stakeholders. As stated by Koerber and MacMichael (2008), “In 

purposeful sampling, the most important guiding principle is maximum variation; that is, 

researchers should seek to include people who represent the widest variety of perspectives 

possible within the range specified by their purpose” (p. 464). Involving a diverse range of 

individuals increases the chances of obtaining a comprehensive view of issues relating to the 

problem, adds to the usefulness of the research, and builds relationships among participants and 

between the researcher and the participants. It also builds the community’s capacity to represent 

their interests and resolve their own problems (Bergold & Thomas, 2012).  
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Antigua is a small island in the OECS with a population of approximately 91,000. All the 

participants were drawn from government owned institutions. There is one public library––The 

Antigua and Barbuda National Public Library, one academic library––the Antigua State College 

Library, and 12 secondary school libraries. Most school libraries are operated by one person. 

Eighteen individuals indicated a willingness to participate in the study: seven were from Antigua 

State College, three participants worked in school libraries, six came from the Antigua Public 

Library, and two represented the Ministry of Education (see Figure 5). However, participants 

from the Ministry of Education indicated that, given their workload, they would only be 

available for interviews. Further, as the research unfolded, these two participants eventually 

requested that the interview questions be sent to them so that they could respond in writing. 

 

Figure 5. Participants in the study 

I viewed the Ministry of Education and the directors of each library service as 

gatekeepers; without permissions from them, the study could not take place. The Ministry of 

Education is critical to these libraries from which participants were drawn as they set/approve the 

general policies, employ the staff, and have the power to over-rule decisions made within these 
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institutions. In terms of the ministry’s hierarchical staffing structure, the head of the college 

library reports to the College Principal, who reports to the Director of Education; the Director of 

School Libraries reports to the Director of Education, and the Director of the Antigua Public 

Library reports to the permanent secretary (see Figure 6). Because the Ministry of Education was 

such an important stakeholder, it was important for these key personnel (Director of Education, 

permanent secretary) to contribute to the process.  

 

Figure 6. Hierarchical staffing structure ministry and libraries 



81 
 

The Antigua Public Library has the largest and the most untrained staff. Five library 

personnel have received formal training and hold either certificates and/or degrees. They have 

much to offer to the development of the curriculum derived from the knowledge and skills 

acquired from experience gained in the international and local context. Untrained library staff 

work within various institutions. They know the difficulties they encounter, their weaknesses and 

strengths; therefore their perspectives were valuable to the study. The professional/credentialed 

staff within the institutions brought yet another perspective from a managerial point of view and 

their own interactions with library staff and clients.  

Information Needed to Conduct the Study 

This participatory action research centred on 18 members of staff from three types of 

libraries on the island of Antigua in the Eastern Caribbean. To explore the feasibility of 

designing a culturally sensitive library science course within a Third Space, I sought responses to 

five research questions. The information required to answer these questions fell into three 

categories: (a) contextual, (b) perceptual, and (c) theoretical. 

 To contextualize the study, information about library development and the provision of 

training for library staff in the OECS was provided. Information was also provided about 

researching in the online context. 

 Participants’ perceptions of the impact of the lack of training, of their participation in the 

research, what their expectations for training were, what they perceived as barriers to 

training, their recommendations for training; and 

 Continuous reference to the literature occurred throughout the dissertation and served to 

ground the study in its theoretical underpinnings. 

To protect participants’ privacy, no demographic data was requested. 
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Research Setting/Context 

This study was conducted entirely in an online environment; participants were drawn 

from library services in Antigua, one island in the twin island state of Antigua and Barbuda. The 

study was focused on issues germane to library development in the islands of the Eastern 

Caribbean. The OECS is constituted of the English-speaking islands of Anguilla, Antigua and 

Barbuda, Dominica, Grenada and the Grenadines, Montserrat, St. Kitts and Nevis, St. Lucia, and 

St. Vincent and the Grenadines. For the most part, literature dealing with development of 

libraries in the English-speaking Caribbean focuses on the larger islands outside of this group. 

The reason provided for the lack of or limited inclusion of the OECS is that the growth of 

libraries in this sub-region has been sporadic and hampered by limited resources (financial, 

human, and infrastructure) and by natural disasters such as the volcanic eruption in Montserrat 

and hurricanes in Antigua and Barbuda (Peltier-Davis, 2011; Peltier-Davis, Helenese-Paul, 

Joseph, Lara, & Taitt, 2001). These islands are not only linked geologically/geographically but 

also have developed through and beyond an over 200-year colonial past of domination by 

various European powers (Hinds, 2011). Congruently, library development can be plotted from 

this shared colonial past: for example, library service in Antigua developed from a subscription 

library which served the colonizers and excluded the majority black population, to a privately-

owned public library founded in 1830, which later became publicly owned and offered free 

access to all residents of Antigua and Barbuda.  

Training of library staff in these territories, however, has not kept pace with library 

development, which Peltier-Davis (2011) described for public libraries throughout the region as 

exhibiting “the basic tenets as outlined in the IFLA/UNESCO Public Library Manifesto adopted 

in 1994” (p. 3). In Antigua and Barbuda, one of the islands where the public library doubles as 
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the national library (Peltier-Davis, 2011), out of a staff of 30, only five have completed formal 

training in library sciences. Three earned bachelors’ degrees which qualified them for the 

librarian positions, and two earned certificates which qualified them as library technicians. Most 

staff do not have the qualifications required for admission to a degree program. There are several 

library skills related positions open (see green highlights in Figure 7) which cannot be filled 

because of a lack of qualified personnel. The UWI, the English-speaking Caribbean’s lone 

indigenous public institution of higher learning, now offers online courses to students scattered 

across the Caribbean islands. Despite UWI’s goal to offer a three-tiered registration structure 

(certificate, diploma, and degree) that considers students’ needs and educational backgrounds 

and facilitates their transition into and through the university system (About UWI Open Campus, 

2013), the needs of these prospective library science students are not being met. UWI only offers 

its library science bachelors’ and masters’ degree programs on campus (Nelson, 2014). This 

means mounting costs for students and a loss to institutions; as a result, students are required to 

leave the country to study abroad. Additionally, none of the programs offered are certificate 

programs that would allow untrained, unqualified library staff to transition into study for the 

bachelor’s degree. Beyond UWI, no other institutions of learning within the OECS offers formal 

training programs in library sciences, so library support staff have no opportunity to bridge the 

gap between entry level and librarian positions which require at least a first degree.  
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Figure 7. Antigua Public Library staffing structure (green highlights indicate vacant 
positions) 

 

Schools in North America offer library assistant and library technician courses online, but 

the cost tends to be prohibitive for students in the Caribbean, particularly because they are 

considered international students, and the currency exchange rate is high. For example, for 

Southern Alberta Institute of Technology’s Library and Information Technology two-year 

program, the cost of tuition for international students is $29,796 Canadian dollars (International 

tuition and fees, 2017/2018), which at today’s exchange rate is $62,568.47 Eastern Caribbean 
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currency. A course developed and offered at home would be cost effective and accessible to 

more students. Furthermore, courses developed abroad are generally developed not only to meet 

standards set by library associations in those countries, but also their workplace needs. A course 

developed within the Caribbean in collaboration with library stakeholders and potential students 

might be more meaningful. While any course offered to library students should meet 

international standards, it should also be culturally sensitive, and respond to the needs of the 

organization and the community it serves. George and Lewis (2011) and Louisy (2009) indicated 

that it is through education that both the global and the local can meet. My study suggests that 

rather than considering only the local needs, or simply borrowing curriculum from international 

institutions, a Third Space (George & Lewis, 2011; Lauzon, 2000) can be allowed to emerge, 

where both the local and the global meet, but the decision-making power is placed in the hands 

of the local to develop a curriculum that can be internationally respected and that responds to 

local needs. 

For the purposes of this research, participants were drawn from Antigua, a tiny island in 

the OECS with a population of approximately 91,000. Most libraries in Antigua are publicly 

funded and operated. There is one small academic library at the Antigua State College, small 

one-person operated libraries in each of twelve government owned secondary schools, and one 

public library that doubles as a national library. There are other academic libraries within 

privately owned institutions such as the University of Health Sciences and American university 

of Antigua, but this study was restricted to participants who work in government owned 

institutions. The Antigua Public Library, the largest library on the island, occupies 25,000 square 

feet, is fully automated, has several departments (adult, children, youth, reference, automation, 

technical, and the American Corner), and reading rooms. In addition to the normal circulation 
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services, it also provides computer and Internet access to its clients and access to online 

databases by both internal and external users. The Antigua State College library is much smaller 

than the public library, but it, too, is automated and provides similar services to the academic 

community it serves. School libraries lack the type of facility and equipment found in similar 

libraries in industrialized countries, and thus they provide limited services to their clients. 

Conducting Research Online 

Effective PAR is dependent on the rapport developed between the researcher and 

participants (Cornwall & Jewkes, 1995; Livingston & Perkins, 2018; MacDonald, 2012). The 

development of a trusting relationship is crucial if participants are to share their perspectives, 

their feelings and emotions, and provide graphic descriptions of their life experiences (Cornwall 

& Jewkes, 1995; Griffin, 2004; Livingston & Perkins, 2018). Face–to-face interviews are 

particularly useful in achieving this; however, I currently reside in Canada and the participants, 

my research colleagues, resided thousands of miles away on the island of Antigua. Additionally, 

now that this phase of the study has been completed, the research will continue, as each course 

now needs to be developed for the training of uncredentialed library staff. To avoid an expensive 

commute between Canada and Antigua, it was imperative that cost effective software and a 

platform be acquired and used, both for the conduct of the research and beyond. The decision 

regarding the best, most cost effective, dependable service was made between the design team 

and myself. The decision was made to use Moodle, a robust, secure, integrated learning platform 

that can be used to create personalized learning environments. The factors considered in making 

this choice included its cost effectiveness; Moodle is an open source platform; local ownership 

and management of resources posted on Moodle is possible. In addition, Moodle has a history of 
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use by other institutions, it is easy to use and offers the possibility of training in its use; it is also 

flexible and customizable. 

There are advantages to using online audio/video software: Researchers have found these 

modern technologies to be quite stable, offering good quality audio, video, and chat method,s 

together with the ease of adding more participants to ongoing conference calls (Redlich-Amirav 

& Higginbottom, 2014). Other benefits of using these technologies include their cost 

effectiveness; using online video enables connections across disparate geographic regions, thus 

saving time and money and overcoming physical mobility boundaries, while allowing 

individuals to connect from the comfort of their own homes or a place of their choosing. It takes 

less time to set up audio/video conferencing than it does to travel to a physical location. It is 

flexible: meetings can be arranged anytime, anywhere. It is practical, as all workers in the 

Antigua library settings have access to computers and the Internet, both at work and at home, and 

have cell phones with video capabilities. Participants are already familiar with software such as 

Skype and Oovoo. Individuals can interact while minimizing the sense of intrusion into each 

other’s space. These discussions offer the participants more freedom and require more 

collaboration, as the participants have the power to quit at any time. In their research, Bertrand 

and Bourdeau (2010) found that some participants felt a sense of freedom from being able to 

participate in an interview from thousands of miles away. According to Seitz (2016), researchers 

have found that there is a health and safety benefit to using online video because participants 

working from their own safe space felt less nervous or pressured and were more responsive than 

their face-to-face counterparts. By using interview and video conferencing technologies, 

researchers can instantaneously record communication. I was able to collect a wealth of 

information using this data collection method. One limitation I experienced, however, was that 
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while I was able to use video conferencing technologies, I was unable to video record. Finally, 

although audio communication has to be transcribed, it is easy and economical to collect data 

from written communication––all the researcher must do is copy and paste. This proved 

advantageous when analyzing our communications during the design process, where we had 

used Moodle’s discussion forum. 

Despite the many advantages, there are issues with using these technologies that 

researchers should bear in mind. The following occurred during interviews and focus group 

sessions:  

● Dropped calls and pauses due to poor Internet connections interrupted the flow of the 

interview and discussion. These technical issues could have negatively impacted rapport 

development, because questions and responses had to be repeated; sometimes 

appointments had to be cancelled. 

● Inaudible segments: Being able to capture participants’ experiences in their own words 

was critical to this study, so it was important to ensure that the participants and I could 

hear clearly and correctly before the actual interview or focus group meeting. Issues for 

which to check included background noises and glitches in the video feed.  

● Inability to read body and nonverbal cues: In a typical video interview, the ability to read 

emotion and body language is affected by the fact that participants can only see each 

other’s face or upper body, and sometimes the video image is blurred or delayed. There 

were times when these occurred during interviews and focus group sessions, but because 

of the rapport established, I found the participants patient and understanding of these 

issues.  
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To maintain ethical integrity, consent forms were distributed to all participants, and I 

arranged to have them mailed back to the me. I scanned them and saved them in a password 

protected file, and I keep the forms in a physically safe location: a locked filing cabinet. 

In every article that I have read, the researchers considered that the benefits of using 

communication programs far outweigh the drawbacks (Bertrand & Bourdeau, 2011; Redlich-

Amirav & Higginbottom, 2014; Seitz, 2016; Sullivan, 2013). I worked with the technical staff at 

the library to mitigate issues that might arise during the focus group discussions and interviews. 

First, we ensured a dependable stable Internet connection and performed practice runs, but I was 

also aware that there were no guarantees given the Antigua context of occasional electricity 

suppression and occasional Internet instability, and at the time the library had not yet acquired its 

back-up electricity generator. Second, just as in traditional face-to-face interviews, the location 

was carefully chosen, bearing in mind such factors as ease of access, possibility of minimal 

distraction, Internet availability, and availability of technical staff if something unforeseen 

occurred. Third, to mitigate audio problems before each session, I encouraged participants to 

speak slowly and enunciate clearly and deliberately. Fourth, for informed consent, I apprised 

participants of the possibility, however remote, of tracking conversations, locations, and 

identities on the Internet. I informed them that with their permission, all communication would 

be audio recorded for later analysis.  

In the context of PAR, participants indicated that they wanted their names and locations 

anonymized. We decided to use the Moodle platform, but the level at which access was acquired 

prevented the recording of the sessions within the system. To overcome this, permissions were 

received from each participant to use an external recorder to record the interviews, focus group 

discussions, and debriefing session. Prospective participants indicated their preference to hold 
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the interviews, focus group discussion, and debriefing session at the Antigua and Barbuda 

National Public Library, as that institution has the technological resources and the space (a 

conference room) to support the process. There was one glitch, however, in this process. The 

library had just moved into new quarters and the Internet connection was not as stable as 

expected.  

Overview of the Research Design 

First, I list the steps I followed in the research. Next, I offer a more detailed account of 

each step. 

1. Having decided on the problem I wanted to explore, I began searching the literature to 

see what other researchers and theorists had found about the Third Space, PAR, 

curriculum development, and the Caribbean context in relation to library development, 

all topics to be explored in the research. 

2. The research proposal was then written, grounded in the literature collated during the 

research, the researchers’ experience, and in the concepts presented in the conceptual 

framework. After defending my research proposal, I prepared the relevant documents 

required to show that my research would follow the standards, processes, and 

procedures required in the study of human subjects. I then sought and received approval 

to conduct the research from the University of Calgary’s Conjoint Faculties Research 

Ethics Board. 

3. Following the receipt of permissions from the Ministry of Education in Antigua to 

conduct the research, I coordinated with library gatekeepers to distribute invitations to 

participate in the research and consent forms to prospective participants.  
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4. Because the research was to be conducted online, I collaborated with library computer 

technicians and decision-makers to select a cost-effective, user-friendly platform to 

facilitate the process. 

5. On receipt of signed consent forms from participants, interviews were scheduled, and 

semi-structured interviews were conducted with all participants. The interview 

schedules were designed to derive participants’ experiences related to training and what 

they felt should be included in any program to be designed. Interviews were transcribed 

and shared with participants to check their veracity.  

6. I began to analyze the data; the initial intent was to locate the content participants had 

indicated they wanted covered in the program. Then, I collaborated with the local team 

to design the program. The initial program designed was then distributed to all library 

participants and time allowed for them to read and reflect on it. 

7. A focus group discussion was held to obtain participants’ perceptions of the program 

designed. Participants were encouraged to critique the program, saying what they 

wanted improved, added, and whether it met their needs. 

8. Finally, a debriefing session was held with the design team to evaluate the process. 

In preparation for the candidacy defence, a research proposal which was constituted of 

three chapters was prepared. Chapter 1 of the research proposal included the statement of the 

problem, the research question and sub-questions, explained the significance of the study, 

presented my educational journey, world view, and philosophical stance, and how these 

influenced my choice of problem to explore, theoretical approach, and methodology and 

methods. Chapter 1 also included a brief overview of the Third Space and PAR which is the 

theory and methodology that undergirds this research. Chapter 2 presented a comprehensive 
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literature review, and Chapter 3 dealt with the methodology, methods, ethical concerns, and the 

prospective limitations and delimitations of the research. Following the successful defence of the 

research proposal, a brief overview of the proposal was prepared, together with the invitation to 

participate, the consent form, and the interview and focus group protocols. These instruments 

were submitted to the University of Calgary’s Conjoint Faculties Research Ethics Board and 

approval was obtained. 

Data Collection Methods 

An aim of this research was to give voice to members of the library community; 

therefore, data collection methods used were those that encouraged participants to be vocal about 

their opinions and perspectives. Four data collection methods were used in this study: focus 

groups, interviews, personal reflective journals, and the debriefing session. This PAR study was 

conducted in five phases. I asked all library participants to keep reflexive journals, and I used 

data from the reflective journals in the analysis. Before the research began, discussions were held 

online to familiarize the participants with the participatory action research process and with the 

curriculum development process. During phase one, I conducted one-on-one interviews, then 

evaluated and coded data from the interviews, and extracted topics to be covered in the 

curriculum. The design team completed the first draft of the curriculum during the second phase 

of the project. In phase three, I conducted a focus group discussion in which all library 

participants critiqued and reviewed the curriculum. In phase four, I further analyzed data from 

the focus group, the interviews and reflective journals, and the design team revised the 

curriculum to reflect changes suggested and agreed upon during the focus group. Finally, phase 

five, the debriefing phase, took the form of a focus group. The purpose of debriefing was to 

derive participants’ perceptions of the data collection and curriculum design process and its 
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success, as a mark of respect for them and their input into the success of the study. I also used the 

debriefing session to reaffirm the confidentiality of information shared during the research and to 

assure participants that their privacy would be respected. Data collection, transcription, and data 

analysis was continuous (via interviews, focus group discussions, and personal reflective 

journals).  

I conducted the research using a modified participatory action research methodology. I 

call it modified PAR because I am still troubled by the fact that I was unable to meet with 

participants to plan the research prior to seeking IRB approval. It would have been ideal if 

participants were involved from the beginning of the process, but that was not possible, because 

as the PhD student, I had to make all plans, and these needed to be approved by the institution 

before I could even approach the participants. All participants did not have the same level of 

involvement in the process. The professional staff, that is, those who had been formally trained, 

were considered co-designers and collaborated with me to develop the curriculum and in the 

decision-making processes related to the research. However, although I consulted with the co-

designers as explained in the data analysis section to follow, I was solely responsible for data 

analysis and the writing of the entire dissertation. Although all library staff did not participate in 

the design of the first draft of the curriculum, their needs drove the process. Through the open-

ended interview process, they had been able to state their needs and provide their priorities. 

Through the focus group, they had the power to direct the process through their critique of it. 

Both uncredentialed and professional/credentialed library staff involved in the study participated 

in the focus group discussions and interviews and prepared personal, reflective journals. I also 

prepared a personal, reflective journal. The Ministry of Education managers only participated in 



94 
 

the interview, providing their opinions about uncredentialed library staff––their expectations of 

them and of the course to be designed.  

The research was cyclical in nature. First, I interviewed each participant, then developed 

the curriculum in collaboration with professional staff. Next, I distributed the curriculum to both 

credentialed and uncredentialed participants. Then, I conducted a focus group discussion, during 

which I encouraged all participants to indicate their satisfaction or dissatisfaction with the 

curriculum, pointing out its areas of strength and weakness, whether it met their needs, and if it 

did not, to suggest improvements. Finally, the research team reworked the curriculum to account 

for the suggestions made during the focus group discussion, and separate debriefing sessions 

were conducted for credentialed and uncredentialed participants. This process epitomizes 

Kemmis and McTaggart’s (2005) cyclical/spiral iterative procedure, the continuous, never 

complete nature of curriculum development, and the participatory nature of the research (see 

Figure 8).  

When I first proposed the research, I planned to collaboratively develop only one course, 

but an assessment of the interview transcripts indicated too broad a range of topics to be covered 

by a single course. Following discussion with the design team, we decided that it would be more 

beneficial for the library community to develop a general curriculum for an entire library science 

program. Although the vision was to develop a program to be offered to library staff in the 

OECS, I limited this exploratory research to library staff and stakeholders in Antigua.  
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Figure 8. Phases of the Research 

Interviews  

The use of interviews in qualitative research admits the importance of human interaction 

to knowledge and meaning generation. An interview is a process in which two individuals 

converse about a specific subject to understand the other’s perspective, exploiting both verbal 

and non-verbal cues as they listen and respond to each other (Cohen, Manion, & Morrison, 

2017). The interview is socially situated and is therefore “not simply concerned with collecting 

data about life: it is part of life itself, its human embeddedness is inescapable” (p. 506). An 

interview, then, is a joint process of knowledge and meaning making. For the purposes of this 

study, I used individual in-depth interviews because these can explore information that informs 

the research questions. Cohen, Manion, and Morrison (2017) explain that in-depth interviews 
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“explore issues, personal biographies, what is meaningful to, or valued by, participants, what 

they know about a topic, what they have experienced, how they feel about particular issues, how 

they look at particular issues, their attitudes, opinions and emotions” (p. 535). For instance, the 

interview helped to respond to the questions: How do interactions among participants’ (policy 

makers, library professionals, uncredentialed library staff) investments and commitments 

influence program development/access to training? How do prospective students’ experiences 

and understandings influence their contributions to program development, and how does working 

in Third Space impact prospective students? Each individual interview was conducted online 

using Moodle, an integrated learning platform that can be used to create personalized learning 

environments. 

In-depth individual interviews are flexible, allowing the researcher to adjust questions to 

obtain the kind of information needed (Cohen, Manion, & Morrison, 2017). This works well with 

the iterative processes of PAR in which, as preliminary data is analyzed, subsequent questions 

might need to be changed to clarify meanings. Moore (2015) advised that interviewers should be 

prepared to digress because it might be more “productive to follow interviewee’s interest and 

knowledge” (p. 316). This was facilitated using open-ended questions, which allowed the 

interviewee to freely respond without feeling pressured by the researcher. It provided a space for 

the interviewees to share their personal perspectives about their work and what they needed in 

order to improve their on the job performance.  

While the focus of the interview was on deriving content for the program to be designed, 

questions in the interview schedule were also aligned with specific research questions. For 

instance, Questions 1, 2, and 3 not only sought information about the content for the focus of the 

program design, but also provided responses to Research Questions 2, 4, and 5. Table 4 is a 
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section of a matrix developed to illustrate this alignment. Before each interview, participants 

were reminded of the purpose of the research, the kind of information sought in the interview, 

and that they could end the interview at any time without giving a reason for their decision. They 

were also reassured of the confidentiality of the process. Although the interview was facilitated 

using BigBlueButton, a video software in the Moodle platform, the video could not be recorded, 

so permission was also sought to audio record each interview. 
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Table 4 

Section of the Research Interview Matrix 
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Issues addressed during the interview. One of the issues addressed during each 

interview was power relations, because I was concerned that I might be perceived as more 

knowledgeable based on my position as researcher coming from the university and my previous 

position as Library Director of the National Public Library. Additionally, Roer-Strier, Dorit, and 

Sands (2015) pointed to positionality and reflexivity as areas of concern within power relations 

in the interview. My positionality as a researcher could have had a negative impact on the 

interviewees, making them reticent to share their experiences. I therefore made efforts to ensure 

that my social position (in this instance my education, my position as former library director, I 

spoke from Canada a developed country, I represented the University of Calgary) did not 

unwittingly set a tone that was troubling to the interviewee. I admit that being from the same 

cultural group is no guarantee of an assured or stable position, but I did my best to ensure that 

participants were comfortable conversing with me. Having worked previously in the public 

library and having established a positive relationship with participants who worked there, I built 

rapport and obtained their trust. I assured participants that I wanted to hear from them, to know 

what they thought and felt, and that their experiences and ideas were invaluable to the research. 

 During the interview, the participants expressed appreciation for the efforts being made 

to make a difference in library services and in their lives. They were previously aware of the 

purpose and process of the research. Thus, I ensured informed consent. They were assured of the 

confidentiality of the interview. I sought their permission to record the interview, and they were 

informed that they could request that the recording be stopped at any time during the interview. 

Each participant was informed from the onset of the interview that they did not have to answer 

questions they did not want to, but they were encouraged to ask questions and to seek 

clarification during the course of the interview. They had the opportunity to expand on their 
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responses and were encouraged to share anything related to the study that we had failed to cover 

both during and after the interview.  

Reflexivity in the research process embraces the idea of continuous self-examination, 

whereby researchers thoughtfully explore their roles both within and outside of the research, 

their assumptions and preconceptions, and how they impact their decision-making processes. I 

crafted questions with my relation to the interviewee in mind and with a consciousness of how 

that relationship affected their responses to questions. Each question encouraged participants to 

share their experiences and what they learned from their experiences (see examples below). One 

limitation of self-examination is that there is no guarantee of accuracy or access to truth––the 

researcher can still misinterpret participants’ perceptions. I asked for clarification and 

verification. For instance, the transcripts of the interview were sent to each interviewee for their 

perusal and critique. Participants were asked to read the transcript and to indicate if it accurately 

represented our conversation during the interview. They were encouraged to indicate any 

disagreement and asked to share any additional issue they felt had been left out during our 

discussion.  

The following are sample questions from the interview: 

1. Describe a specific situation or problem that you experienced on the job in which you 

felt you could have done something better? (Probe: answered or explained something 

better or in general improved your performance by having training).  

2. During the situation, did you have any questions, things you wanted to learn about or 

found confusing? If yes, what were the questions?  
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3. Did you ever get an answer to each of the questions?  

[Probe: If yes, how did you get an answer and how did the answer help you?  

If no, what do you see as having prevented you from getting an answer and how did 

you hope the answer would help you?]  

4. How would you expect training to help you in future, similar, experiences?  

Focus Groups  

In the context of this research, a focus group is a method used to collect data through 

group interaction (Cohen, Manion, & Morrison, 2017). Two focus groups were conducted, the 

first with all participants to discuss the draft curriculum. Participants were encouraged to critique 

the curriculum, point out its strengths and weaknesses, tell whether it met the needs expressed in 

the interviews, and suggest amendments to it. The intent was to solicit both community/group 

and individual perspectives and to focus on the participants’ agenda. To this end, participants 

were encouraged to voice their opinions of the issues under discussion and to consider the points 

of view of others. The second focus group was conducted with the design team. This focus group 

also served as a debriefing session in which we explored the conduct and results of the research. 

Topics covered included the objectives of the research and whether they were met, the use and 

impact of resources from the international community, and how their participation in the study 

impacted them.  

The focus group is a valuable follow-up to individual interviews, as topics from the 

interview can be aired and other perspectives obtained (Morgan, 1996). In this instance, the 

focus group served as a follow-up to both the interview and design phases of the research. 

Morgan further noted that the focus group can be a good self-confidence booster, particularly 

useful for building the self-worth of marginalized groups. Ivey (2011) suggested that 
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participants’ roles, communication patterns, the discussion context, repeated comments, or 

opinions on a specific area of discussion or expressions of cultural value should be noted. While 

the discussion was in process, the design team responded to questions, agreements, and 

disagreements. Although the aim was to encourage participants to share their perceptions of the 

curriculum, and the thrust of the focus group was not towards arriving at consensus (Krueger, 

1993), there was one incident in which consensus was sought. One participant suggested an 

additional course and agreement was sought among attendees so that the design team could then 

actuate it. I also acknowledge that although every effort was made to ensure an open 

environment in which each participant would feel free to voice their opinion, the possibility still 

existed that individuals, especially uncredentialed participants, might have censured themselves 

by not voicing an opinion, or may have agreed to a position because they were in the presence of 

others. 

Personal Reflective Journals  

Journaling encourages critical self-reflection through which “dilemmas, contradictions, 

and evolving worldviews are questioned or challenged” (Hiemstra, 2001, p. 19). Benefits accrue 

to the individual who develops a personal reflective journal, as Hiemstra delineates. The 

following benefits are congruent with the aims of PAR and of my research:  

● Personal growth and development: Journaling can help with integrating life experiences 

with learning endeavours, allowing for freedom of expression that may be inhibited in a 

group setting, stimulating mental development, enhancing breakthroughs in terms of new 

insights, and even planting seeds of ambition in terms of future study or research. 

● Intuition and self-expression: Self-discovery, where individuals learn to trust their inner 

voice, interpret new ideas, and develop self-confidence. 
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● Problem solving: Through the act of writing, the individual is able to think through and 

find solutions to problems.  

● Reflection and critical thinking: Journaling helps the individual to think critically, thus 

enhancing his/her meaning making processes. 

As such, I encouraged all participants to keep a reflective journal throughout the research. 

To facilitate speedy delivery and ensure privacy, participants who so desired shared digital 

copies of their reflective journals with me, the researcher. An open, unstructured format was 

used which allowed individuals to freely write their impressions of activities. Participants were 

encouraged to write their reflections at any time, but especially immediately following the 

interview, following focus group sessions, and during the design process. The journal helped in 

the evaluation of the impact of these activities. I regarded the journal as personal material and so 

encouraged honesty and assured confidentiality. I assured the participants both verbally and in 

writing that they were not compelled to participate in any aspect of the research if they did not 

want to, and that if they decided to write the journals, the material would be held securely and 

kept in the strictest confidence. This also meant that the creation and use of journal material was 

negotiated at the beginning of the research. Individuals discussed and agreed on what was 

expected in the journal.  

The material provided in journals are unpredictable, as some individuals reveal more than 

is expected, while others are quite brief and provide little or no information. This proved to be so 

in the case of my research: I found that some participants struggled to share their ideas in 

writing, while others wrote detailed reflections, raising issues that were not addressed in the 

interview or focus group session. This highlights two issues: the difficulty of putting some 
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individuals’ experiences or their innermost thoughts in writing, and of sharing their personal 

reflections with others.  

One drawback of this approach was the limited number of reflections received from 

participants. If a participant did not submit a journal, I sent an email reminder. If subsequent to 

the reminder I still did not receive a journal, then I assumed that the participant did not want to 

participate in that area of the research. Ultimately, of the 15 participants who had initially 

indicated a willingness to keep a journal, only six submitted one. 

Data Analysis Methods 

I began analyzing data from the onset of the research, and as the research progressed, so 

too was the iterative process of analysis, as emerging conclusions were evaluated. Data 

collection and data analysis ran concurrently; conclusions/ideas I drew from the analysis 

informed the data collection process, and new data informed the analysis (Thorne, 2000). Data 

analysis was also informed by my theoretical lens, data collection methods, and my perception of 

what was important. Because people reside in a sociocultural context in which their experiences 

are understood, shaped, and transformed through language, and they use language to share their 

stories with others, I derived insights into participants’ experiences through a close examination 

of the data found in the transcripts. For instance, I asked participants to describe a specific 

situation or problem that they experienced on the job in which they felt they could have done 

something better. The next question asked whether in the situation they had any questions that 

they wanted to ask, things they wanted to learn about or that they found confusing, and whether 

they had received an answer. From their responses to that question, I derived a range of areas 

that needed to be addressed in the program design. I also gained insight into how they felt about 
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their lack of training and their perception of its impact on others. For example, one 

uncredentialed participant stated:  

A couple of times I have experienced things like that. For instance, I have gotten 

accustomed to entering books into the system, but sometimes I make mistakes and 

my supervisor would correct me and tell me this is the way it's done, and I had no 

idea. Sometimes and just rushing into it, sometimes I didn't think, and I made 

errors and I didn't see them. She would point out the errors and I would say, okay. 

So, I know to stop rushing the next time and do it better. (Gloria, Interview, 

2017). 

Considering that qualitative data analysis is focused on deriving meanings, the inductive 

qualitative data analysis used in this study has an emic focus, explained as “representing the 

setting in terms of the participants and their viewpoint,” differentiated from an etic focus in 

which the “setting and its participants are represented in terms that the researcher brings to the 

study” (Adams, Khan, Raeside, & White, 2007). Data for this study was extracted from focus 

groups, interviews, design team online discussions, and personal reflective journals. The final 

focus group (debriefing session) sought participants’ perceptions of the entire research process. 

Maxwell (2009) indicated the criticality of data analysis, suggesting that not only should data 

analysis be a part of the research design, but the analysis itself should be designed. The following 

outlines the procedures followed to analyze the data collected in this study. The procedures 

followed have been informed by researchers such as Thorne (2000), Adams, Khan, Raeside, and 

White (2007), and Taylor-Powell and Renner (2003). These are the steps as outlined by Adams 

et al. (2007): 

1. Documentation of the data and the process of data collection 
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2. Organization/categorization of the data into concepts 

3. Connection of the data to show how one concept may influence another 

4. Corroboration/legitimization, by evaluating alternative explanations, disconfirming 

evidence, and searching for negative cases 

5. Representing the account (reporting the findings) (p. 325) 

Document Preparation  

It is important to keep track of everything that occurs during the research; therefore, I 

saved all written documents and digital files containing data, including full transcripts with 

comments from face-to-face interviews and focus groups and free-flowing texts from personal 

reflective logs. To prepare data for analysis, I transcribed all audio from the interviews and focus 

groups verbatim. To avoid being overwhelmed, I created transcripts immediately following 

interviews and focus groups. Copies were made of all data, a working copy and one to be 

archived. Identifying labels were placed on all sources of data. I identified individuals using the 

pseudonyms each person had indicated and by the following groups: uncredentialed, 

credentialed/professional, ministry officials. I felt that the use of these broad categories would 

help to ensure anonymity.  

Analysis Process  

I conducted data collection and data analysis concurrently. Because the aim was to derive 

the perspectives of the local, the data were not analyzed using pre-set categories developed 

elsewhere. Rather, the data was explored seeking answers to the research questions. I focused the 

analysis on three phases of the research: the interview, the design process, and the focus group 

discussion. I read the text, eliciting recurrent themes within each phase, that is, ideas, concepts, 

behaviours, issues, interactions, incidents, terminology or phrases used, in order to categorize the 
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information. Notes explaining how the data was being interpreted were made as ideas and 

patterns emerged. The data was repeatedly read, seeking similarities and differences to ensure 

coherent categories had been captured. Themes connected to the research questions included 

participants’ commitments and investments in the process, impact of participation and benefits of 

the research, criticality of training, values that emerged, impact of lack of training, barriers to 

training, considerations for the course being designed, values that made their way into the 

design, and blending of the global and the local. 

At first, I uploaded all the interview data into Nvivo, a qualitative data analysis software. 

Initial codes selected after doing a word frequency search in Nvivo were: training, like, able, 

want, situation, challenges, learn, important, staff, priority. When I began reading the 

interviews, I realized that while some words frequently occurred, frequency was not necessarily 

synonymous with importance. The following codes were finally selected as representing the 

concerns shared by the participants: barriers, courses, gaps, message, participation, 

responsibilities, support, time, need. I clarified what each code represented so that others reading 

it could understand why it was chosen (see Table 5).  

All respondents’ data were organized by question to facilitate a search for commonalities 

and differences. I then grouped responses to specific questions (example: what do library 

directors, trained personnel, ministry officials, uncredentialed staff say?) to facilitate analysis, 

and my comments were added. Following this analysis, I used “Microsoft Word Extract 

Changes” (a Word add in that can be used to extract insertions, deletions, and comments from a 

Word document) to extract the coded data from the interviews, and the comments that I had 

made (see extract from one interview in Table 6).  
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Table 5 

Second Round Codes and Their Meanings 
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Table 6 

Extract from Coded Interviews with Researcher’s Comments 
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Ethical Considerations 

In this section of the methodology, I explore cogent ethical issues relevant to this study as 

they relate to participants and decisions made to mitigate risks. I conducted this study consistent 

with the Tri-Council policies for ethical conduct for research involving humans. The very 

conduct of PAR provided opportunity for ensuring that the core principles (respect for all 

participants, concern for welfare, and justice) which underpin the Tri-Council policies were 

adhered to. I now show how I dealt with ethical issues germane to this research. 

I established an atmosphere of trust and one in which each participant felt that his/her 

contribution was valued, that participants did not feel intimidated or coerced by me or anyone 

else involved in the process. Their trust was substantiated by the type of questions asked and the 

type of responses given by participants. For instance, to obtain a deeper understanding of 

participants’ needs for training, one question asked them to describe a situation in which they felt 

they could have done something better (answered or explained something better). This question 

asked them to share a weakness, and each participant shared an anecdote that revealed areas they 

wanted improved. During the focus group discussion, individuals not only praised the draft 

curriculum but also felt confident enough to critique and recommend changes to it. A range of 

ways was provided for participants to express their opinions. They spoke in the interview, the 

focus group discussion, and in the debriefing session. Participants kept reflective journals in 

which they noted their private views. The design team had access to a discussion forum where 

they shared and critiqued ideas and made decisions. Space was created for participants to meet 

both formally and informally, and regular interaction was encouraged. Discussion sessions were 

arranged so that all participants could feel knowledgeable and confident enough to participate in 

the process. 
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The issue of who controls research processes may be linked to a fundamental right of 

participants, which is, to be respected. The issue of control is another divergence from PAR as 

conceived by Reason and Bradbury (2008), MacDonald (2012), and Soja (2007), because I alone 

made the major decisions regarding the process. I had chosen the topic, the questions, the 

methods, conducted the analysis, and wrote the dissertation. The question might be asked, how 

can a PhD student conduct participatory action research? I felt obligated to ensure that the design 

process, the focus group, and the debriefing sessions were kept open, and were truly 

collaborative. Another consideration about who controls the process is that of ensuring 

confidentiality in the process.  As the work progressed, I ensured that the process remained 

visible and open for all participants to contribute. All participants were assured that anything 

said, done, or written by them would be held in the strictest confidence and only revealed to 

others with their permission. Respect of participants is shown when, as MacDonald (2012) 

suggested, the researcher ensures that all relevant persons and authorities are consulted, and 

guiding principles (for instance, negotiating the various levels of stakeholder involvement, 

transparency, organizing, capacity-building, and training) are agreed upon prior to the onset of 

the research. To apply this principle, I ensured that participants were aware of their right to 

withdraw from the process at any time without giving a reason and their right to participate or 

not to participate. I also provided information needed to enable informed decisions and gave 

them reminders of their rights at intervals throughout the research process. This was especially 

important in this study because participants held different levels of authority, and uncredentialed 

staff could feel pressured to participate. Ignoring power dynamics might have resulted in the 

voice of the powerful (Director of Education and permanent secretary from the Ministry of 
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Education and those in authority in the various libraries) being privileged, while silencing and 

further marginalizing others.  

Another ethical issue is the notion of fair return, the expectation that researchers be 

“responsible members of society” (Brydon-Miller, 2012, p. 161) and ensure that benefits accrue 

to participants. Most benefits from research seem to accrue to the researcher who enters the field, 

conducts the research, writes a report, publishes articles, and presents at conferences. I had no 

desire to be the sole beneficiary of this research or to simply collect data and conduct data 

analysis, with participants only offering feedback. The very aim of PAR is that participants 

should flourish. Throughout the process, participants were given the opportunity to verify and 

validate their work and points of view as it related to the design of the program. Participants 

were given the opportunity to reflect on their on the job experiences and share them in the 

interviews; the topics covered in the curriculum were drawn from the interviews. Before the 

focus group discussion, each participant received a copy of the curriculum to be read, reflected 

upon, and vetted by them to ensure that the areas they wanted were covered. The members of the 

design team were co-designers in the process. Participants requested anonymity and indicated 

their choice of pseudonym to be used in the dissertation. Participants were assured that this 

information would be kept in a safe place and for what duration. By the end of the process, 

participants had built relationships and a strong support network, gained knowledge and skills 

about the research process and about curriculum development. During the debriefing session, 

participants indicated their uncertainties at the beginning of the research and how they learned as 

the study progressed. After the data was collected and the course designed, all participants were 

brought together for a focus group during which each had the opportunity to share their opinions 

and to recommend changes. Participants were exposed to the learning management system 
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(Moodle) that was used for the program’s application. The participants who worked on the 

program/course design indicated that they had never designed a course before, so this was a 

learning experience for them.  

Issues of Trustworthiness 

Trustworthiness is defined as “the extent to which the findings are an authentic reflection 

of the personal or lived experiences of the phenomenon under investigation” (Curtin & Fossey, 

2007, p. 88). I believe that it is important to focus on trustworthiness in qualitative research 

because a trustworthy report can build the readers’ confidence in the procedures used and in its 

usefulness. The concepts used to describe trustworthiness in qualitative research are contested. 

Rolfe (2006) pointed to three positions taken in this debate. First, there are those who would like 

to judge qualitative research using the same criteria (validity, reliability, and generalizability) as 

in quantitative research. Others believe that qualitative research should be assessed using 

different criteria. For instance, several researchers have recommended that the terms credibility, 

dependability, transferability, and confirmability be used instead of validity, reliability, and 

generalizability, which are so closely related to quantitative methodologies and the positivist 

traditions (Curtin & Fossey, 2007; Graneheim & Lundman, 2004; Porter, 2007; Shenton, 2004). 

Still others have questioned whether it is appropriate to have predetermined criteria with which 

to assess qualitative research. Rolfe (2006) argued that because each research is individual and 

unique, it is futile to develop predetermined frameworks and criteria by which to judge them. 

 For the purposes of assessing the trustworthiness of this research, I have adopted these 

criteria, and now explore these terms as I discuss the criteria used to ensure trustworthiness. 

Smith and McGannon (2018), in their review of rigour in qualitative research, pointed out that 

rigour can mean different things to different people. Meanings include “the intellectual precision, 
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robustness, appropriateness, sufficiency, and cohesiveness of concepts, methodologies, 

epistemology, ontology, and methods deployed in the research process and output” (p. 103). The 

intent of this section is to provide evidence of methodological rigour through the presentation of 

strategies employed in this study to ensure trustworthiness.  

A crucial part of PAR is the collaboration of the researcher and the participant in the 

research process. The researcher should be clear about her biases, subjectivities, assumptions, 

and values that not only influence her but also inform the research process. Probst (2015) warned 

that “access to one’s motivations, biases, and reactions—the ‘stuff’ of reflexivity—may not be as 

simple as it sounds . . . the very things that most need to be seen are often the most deeply 

hidden” (p. 38). She noted that intellectual conviction and self-awareness may not be enough to 

facilitate the unmasking of our blind spots/subjectivities/the roots of our opinions. I admitted my 

own subjectivity and my biases cultivated through past experiences; I admitted my humanity––

that the empathy I felt for the participants might cloud my view, creating the possibility that the 

meanings that I derived might not be the intended meaning.  

I further acknowledged that I cannot remove myself from the research, that my 

experiences impacted my approach to the research and shaped the lens through which I 

interpreted and made meaning. It was important that I be reflexive throughout the research, 

constantly monitoring and challenging my actions, decisions, conclusions, and the meanings I 

derived from the various interactions. Reflexivity was therefore critical to the trustworthiness of 

this research.  

Researchers offer differing perspectives of reflexivity. For instance, researcher reflexivity 

is described as a scholarly activity in which researchers reflect on themselves in relation to 

others, and on their role in all aspects of the research (Schwartz-Shea, 2014). Reflexivity is not 
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mere reflection; it goes beyond an observation of practice. In fact, Malaurent and Avison, (2017) 

suggested that reflexivity is more complex, is qualitatively different from reflection, is a means 

through which researchers expose or question the way we do things and “the bases of our 

interpretations” (p. 921). Ozano and Khatri (2018) posited that reflexivity differs from reflection 

in that it goes beyond trying to make sense of an experience to being an “attitude, a state of 

mind” that “involves an immediate, dynamic and continuing self-awareness that reminds the 

researcher to deconstruct their positionality with the aim of producing a more trustworthy, 

transparent and honest account of the research” (p. 191). Hofer (2017) drew on Feucht, Lunn, 

Brownlee, and Schraw (2017), who argued that reflexivity might be the key that supports a 

transition from deep reflection to action that results in transformation and change in practice. 

Additionally, reflexivity in the context of trustworthiness refers to the acknowledgement 

of my involvement in the research as an active participant. Reflexivity allowed me to take a step 

back and think about aspects of the ongoing process. I remember reflecting on my emotional 

response to statements made by an interviewee early in the process. Engaging in the reflexive 

process allowed me to share my feelings, thoughts, and changes in perspective that occurred over 

the course of the research.  

How did I account for my biases and enhance the trustworthiness of the research? 

Initially, I prepared myself for the research by taking courses related to qualitative research. I 

also completed the Tri-Council Policy Statement: Ethical Conduct for Research Involving 

Humans certificate. This online course provided valuable insight into research ethics, focusing 

on what was acceptable and unacceptable in the conduct of research on humans. My proposal 

was vetted by my advisor and approved by the IRSS University of Calgary. During the research, 

there were continuous consultations with my advisor and supervisory committee in which my 
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ideas and conclusions were challenged and if necessary, revised. For example, after preliminary 

analysis of the interviews, I realized that participants had provided more areas they wanted to 

study than could be covered in one course. I consulted with my advisor and the design team and 

we decided to make a shift; rather than design a single course, we would design a library science 

program and that following completion of the dissertation, we would work on each course.  

I have attempted to strengthen the trustworthiness of my research by systematically and 

logically outlining in this document what occurred during each phase of the research. This 

documenting of the research process ensures an audit trail for anyone to assess (Cohen, Manion, 

& Morrison, 2017; Schwartz-Shea, 2014). An audit trail is the meticulous collection of all 

procedures and processes related to the research. The audit trail is particularly useful for 

justifying actions taken during the process, when one considers that qualitative research design 

constantly changes as the researcher responds to new meanings and interpretations that emerge 

through the iterative process. For this study, to accommodate this process all transcripts, audio 

recordings, reflexive journals, notes, and information of changes in the design and why those 

changes were made have been word processed and saved in a password protected folder on my 

computer. 

I have tried to faithfully represent participants’ portrayals of their experiences and my 

own reactions to their rendering of those experiences. They were asked to review the transcripts 

of the interviews, focus group and debriefing sessions for accuracy. Readers will note that in the 

analysis, when each theme is discussed, the ideas shared are supported by quotes from 

participants. I took these quotes from the interviews, focus group discussion and debriefing 

transcripts, and from the conversation on the Moodle discussion board. Faithfulness to the text 

was particularly important in this research, through which I sought to hear the voices of the local 
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and derive meanings and greater understanding of local issues relating to libraries. Yanow (2014) 

pointed out that this is what is expected when entrance to the field is negotiated and is “what 

situational members look for in reading research reports” (p. 110). One method I used to ensure 

textural accuracy was to write the transcripts word for word from the audio recordings. Further, 

each interview was shared with the relevant interviewee. They were asked to read them to ensure 

that our discussion was correctly reflected. They were also asked to indicate whether they 

thought anything additional should be included. All participants indicated that their ideas were 

correctly reflected in the transcripts.  

The design team worked online as a discussion group, wherein each member of the team 

could challenge suggestions made by others as we formulated the curriculum. As a result, an 

open atmosphere was established among the team in which individuals were free to speak, as 

indicated not only by their continued participation, but also by their willingness to challenge me 

and each other. For instance, when we had prepared the course description and concluded the 

areas to be covered in the computer training course, a member of the design team critiqued it and 

suggested changes. I made efforts not to dominate the conversation, allowing the other members 

of the team to first offer their ideas before proffering mine. As shown in the analysis, each 

member of the team contributed to the development of the curriculum. I constantly encouraged 

team members to share their views. The completed draft was then shared with each participant, 

and time was allocated for them to read the curriculum. In preparation for the focus group 

discussion, they were encouraged to critique it, to assess whether their indicated needs had been 

met, and whether they would like to see anything added or removed. In general, they were asked 

to be prepared to share their impressions of the curriculum.  The focus group discussion and 

debriefing session were also used to member check, as participants provided their opinions of the 
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draft curriculum. This also served as a check of the interview data, because they were 

encouraged to indicate whether the needs they expressed in the interviews were covered in the 

curriculum. As a result of the focus group discussion, it was agreed that another course would be 

added to the curriculum. This decision was made based on a critique from one participant. 

During the debriefing session, the team further assessed the research, responding to such 

questions as whether the goals of the research had been met.  

To ensure trustworthiness, other strategies were deployed to ensure trustworthiness. 

These strategies included giving participants the opportunity to volunteer to participate, 

indicating before the research began and throughout the research that they were free to withdraw 

at any time. Before each session, I encouraged participants to speak frankly without fear of 

repercussions. Participants were reminded that anything shared would be held in the strictest 

confidence. I also used iterative questioning to ask probing questions and returned to issues 

addressed previously to assess the consistency of responses. In this study, participants came from 

different levels in the institution––directors, library assistants/technicians, uncredentialed library 

staff, and officials from the Ministry of Education.  

 

 

Limitations and Delimitations 

This section of the dissertation examines the limitations and delimitations of the study.  I 

briefly touch on issues related to sampling, ability to generalize, researcher bias and control, and 

the online environment. 
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Delimitations 

Location of research. For the purposes of this research, the participants were drawn 

from a select group–– libraries within Antigua, one of the islands of the OECS. The aim was to 

collaboratively design a course to be offered online to OECS countries, thus no participants were 

drawn from outside of this region. The intent was to give voice to the locals, so only methods 

that allowed for participants to offer their points of view and listen to others’ points of view were 

used. For instance, the interview questions used in this study were unstructured and open-ended.  

Sampling. One of the limitations of this study relates to the sampling method used. A 

limitation of purposeful sampling is in the selection of the sample. The possibility exists that the 

sample neither represents the variation in the phenomenon being studied nor the groups within 

the phenomenon. For instance, this study focused on library personnel in Antigua who 

represented public, school, and academic libraries, but each group was defined by small staff 

size, posing the danger of retrieving an insufficient sample. To counter this, permissions were 

sought from the Ministry of Education, making it easier for individuals to participate. Everyone 

involved in library services, including management and non-management but excluding ancillary 

staff, were invited to participate. Individuals were assured of their right to refuse to participate at 

any time during the process without giving reasons for doing so. Also, they were informed of the 

commitment to confidentiality.  

Another limitation relates to the representativeness of the sample. Participation in the 

research was voluntary and because individuals could withdraw at any time, this resulted in a 

sample that was not truly representative of the population. For instance, there are 12 secondary 

schools in Antigua, each with a school library, but only three school librarians participated in the 

research. Also, although information was collected from all participants, there were different 
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levels of participation based on participants’ ability. For instance, the co-designers were library 

professionals.  

Choice of methods. For this research, the participants were drawn from a select group–– 

libraries within Antigua one of the islands of the OECS. Since the aim was to collaboratively 

design a course to be offered online to OECS countries no participants were drawn from outside 

this region. The intent was to give voice to the locals, so only methods that allowed for 

participants to offer their points of view and listen to others’ points of view were used. For 

instance, although an interview schedule was used in this study, it was unstructured, asking 

open-ended questions.  

Limitations 

Ability to generalize. Participants in this study were drawn only from libraries in 

Antigua; therefore, generalizations of the findings to libraries in other countries might not be 

warranted. In the context of qualitative research, because of environmental differences, an exact 

transfer of methods used in this study might not be possible. Although the course was designed 

for use within the Eastern Caribbean, a region constituted of a range of islands, this study is 

situated in Antigua, one small island in this chain of islands. Therefore, conclusions drawn from 

this study should not be assumed to apply to all similar situations and should therefore not be 

automatically extrapolated to other islands. 

Methodological challenges. I worked at the Antigua Public Library (now the National 

Public Library) for 15 years in a managerial position and have developed relationships with most 

of the staff there. I faced challenges related to the use of PAR methodology. These included fears 

of participants, stresses of everyday life, tensions between commitment/involvement in the 

project and priorities of participants and the workplace, geographical distance between me as the 



121 
 

researcher and participants and between participants, and technology. These challenges impinged 

on participants’ abilities to collaborate and engage meaningfully in the process. Lykes, 

Hershberg and Brabeck (2011) refer to this as “the lines of inclusion and exclusion” (p. 28), 

which can be drawn, for example, along the organizational structure––supervisors versus library 

assistants. Other issues included restrictions by Institutional Review Boards, as examined by 

Brydon-Miller (2012). 

There were times when the design team discussed aspects of the curriculum in my 

absence. Had I been able to participate and record these discussions, this would have enriched 

the quality of the research, as I would have been able to trace more exactly how they arrived at 

their decisions within the Third Space.  

I would have liked the design team to see the interviews and participate in the analysis of 

the data, but given the small number of participants, their request for anonymity, and my 

commitment to safeguarding their privacy, I decided not to share the interview data. Instead, to 

enable the design team to effectively work on the program design, they received all the topics 

extracted from the individual interviews. Had they been able to participate in the data analysis, 

the research might have benefited from their perspective in this area. However, opportunities 

were provided during the design process, the focus group discussion, and the debriefing session 

for participants to voice their opinions about their needs, the curriculum development process, 

the content of the curriculum, and to make suggestions for its improvement. 

Researcher bias and control. The problems of bias and researcher control and influence 

are contentious issues in qualitative research (Ortlipp, 2008). Rather than attempting to bracket 

my assumptions and values, I acknowledged my subjectivity and have attempted to be 

transparent about my experiences, opinions, thoughts, and feelings as they developed in the 
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research process using a reflective journal. I am sensitive to the issues affecting library staff in 

Antigua, since I had worked in the system for 15 years. I therefore recognize the goals and 

concerns that have led me to pursue the PhD and to select this problem to research. Maxwell 

(2009) suggested that these should not only be seen as an area of researcher bias, but also as 

providing a valuable source of “insight, theory, and data about the phenomena” (p. 220) being 

studied.  

To help to limit bias, I have kept detailed records of everything said and done in the 

research. For example, I have copied all communication from the Moodle discussion board used 

by the design team and created a word file that is kept in the password protected folder with all 

transcripts. I have outlined the limitations of the study. I used open-ended questions in the 

interview and allowed time for participants to reflect on their experiences before responding. I 

read all the data more than once, at different times to bring new perspective and to check that I 

had not overlooked anything shared by the participants. I have allowed participants to speak 

throughout the analysis. As stated previously, participants checked all transcripts for accuracy. 

My advisor and members of my committee double-checked my work as well. I used more than 

one method in the research, allowing for cross checking of conclusions. Before each interview, 

focus group, and debriefing session, participants were assured that there was no right or wrong 

answers, and that I wanted their opinions. 

Online environment. Because this study was conducted in an online environment, it was 

impacted by instability related to technology and to the Antiguan context; power failures 

occurred affecting our ability to meet online, and Internet connectivity was sometimes unreliable.  
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Summary 

This methodology chapter presented the procedures used in this research that explored 

the collaborative design of the curriculum for a culturally sensitive library science course within 

a Third Space for uncredentialed library staff in the Eastern Caribbean. Participatory action 

research was the methodology used in this study. The aim was to give voice to those involved in 

library sciences in Antigua. These goals guided the choice of methods. An interview, a focus 

group discussion, personal reflective journals, and a debriefing session were used to solicit 

information. These methods allowed participants to share their points of view and listen and 

respond to the perspectives shared by others. The methodology also addressed the limitations of 

each method and provided suggestions for mitigating these limitations. The data analysis process 

also allowed for feedback from and collaboration between and among participants. When one 

considers that participatory action research insists on collaborative decision making between 

participants and the researcher, the methodology section was tentatively written, as space had to 

be provided for participants to contribute to the decision-making processes. What has been 

achieved, however, is a vision of how the research achieved its goals. 
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CHAPTER FOUR: ANALYSIS AND FINDINGS 

Overview 

The main thrust of the analysis is to respond to the research questions through presenting 

the voices of the participants and paying attention to what they have to say about the 

development of a library science curriculum and to show the criticality of their involvement in 

the curriculum development process. In this chapter, I narrate the story of my research, providing 

an insight into the PAR course design process within the Third Space. The story is told in three 

strands that follow the progression of the research. In the first phase of the research, I conducted 

the interviews. This was the only phase to which all participants contributed. For this phase, I 

sought and received input from stakeholders within the Ministry of Education, the public library, 

the Antigua State College library, and school libraries. Second was the design phase in which I 

worked with the credentialed participants to design the program, using information drawn from 

the interviews. Third was the focus group discussions, in which we explored participants’ 

perceptions of the program designed and whether their needs were addressed. In this narration of 

my research, I discuss what the participants said and/or did, and what I was able to glean from 

their contributions to the participatory design process. Insights gained from participants’ 

reflections and debriefing are interwoven throughout each section. 

Beginnings––the Interview 

I was apprehensive about conducting the interviews because I had never done an 

interview before. I learned that no matter how prepared one is, so much is dependent on the 

interviews going well that one can still be anxious. After the first interview, however, I grew in 

confidence, especially in probing and encouraging participants to say what was on their minds. 

While the intent of the interview was to obtain elements of the content to be covered in the 
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proposed curriculum, it was important also to hear participants speak about their local 

conditions, voice their perceptions of the impact of their lack of training and what the barriers to 

training might be, what they felt about their participation in the research, and what they hoped 

the impact of their contribution might be. Additionally, the values held by participants also shone 

through both the interviews and personal reflective journals. It is important to provide a space for 

listening to local/indigenous peoples, allowing them to validate their experiences, as Campbell 

(2011) explained: 

My mom has knowledge and lived experience far beyond anything I could ever 

hope to learn and fully understand within the academy . . . She needs to be heard. 

What she has been asking for is a place where her story can be told . . . She is not 

asking that her name or my name be published in a library book or journal article, 

but that her pain, suffering, survival, resilience and wisdom can be accessible to 

those who need to hear it . . . (p. 58) 

My goal in the following is to hear the participants’ voices and to gain insight into the 

collaborative participatory research process within the Third Space. 

Participants’ Commitments and Investments in the Process 

First, let me honour/value participants’ commitment to and investment in the research 

process and for encouraging and facilitating training. One major investment on their part was 

their time. Participants took time out of their work schedules to participate in this research. The 

11 participants who were not employed at the public library traveled from their place of work to 

the public library to participate in our online individual interview and in the focus group 

discussion. All participants received permission from their supervisors to participate in the 

research. This meant that the time factor also affected their institutions, where arrangements 
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were made for their absence. There were occasions when participants arrived and because of 

technical problems, appointments had to be cancelled, and yet, they were always willing to 

reschedule. They were also willing to trust me as the researcher, each other, and the process, and 

to share their knowledge and experiences.  

Their willingness seemed rooted in the hope that they and others would benefit from the 

program to be designed. All the uncredentialed participants expressed a commitment to improve 

their competencies. They indicated how important the research was to them, and how it would 

impact their lives. For example: 

Okay, persons that do library work and are not qualified, it is not because they 

don't want to be, it is just because of the situation and the circumstances that are 

not in their control. . . . I really want to learn. I am willing to learn, and I would 

want to, but there isn't anything set up for me to learn . . . I am actually happy that 

somebody is thinking about doing something to help persons like me, and I am 

really looking forward for that day when it's out there and that I can do my part  I 

expect that I will be a better trained library assistant. I would expect you to use it. 

I would want to see what I have said in there. (Joan, personal communication, 

(Joan, Interview, 2017) 

Additionally, the design team’s commitments to family and their institution impacted the 

research. It was their commitment to the institution, and the development of library staff, that 

propelled them to participate in the study, and allocate time to facilitate the process. When asked 

what they expected from their participation in the research, June explained: 
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I expect that when everything is done all of us––all the participants in this 

project––will see the reward, and that is the training that persons will receive from 

this course, since it will help the institution to carry out more professional service 

in assisting the community who we are here to serve. But Mrs. Nelson, seriously I 

want to see this course get off the ground (June, Interview, 2017). 

Carol, another member of the research team, saw it both as a learning experience 

for her and as an opportunity to participate in a project that would have a positive impact 

on others. Her response was, 

I don't know. I realize that when somebody is doing research, a feedback or a 

survey or a work along is required. I don't know how much I have to offer, and to 

me it is a learning experience for me. So, I am just coming to this with an open 

mind. I want to be able to be a part of something that I do from scratch that would 

benefit the people that use it and know, “hey, I had a hand in that.” (Carol, 

Interview, 2017) 

There were times however, when their commitment to the institution took priority (and 

understandably so). Appointments sometimes were cancelled because of unexpected 

circumstances within the library. Family emergencies also impacted our ability to meet and 

caused delays in completion of the research. Even Mother Nature at times seemed to conspire 

against us, as hurricanes pummelled the Caribbean and put our project on hold; however, nothing 

shook the participants’ commitment to participate and help in the program design. 
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Impact of Participation and Benefits of the Research 

The members of the design team also expected a positive impact from their involvement 

in the research. Marilyn, a credentialed participant, saw it as an opportunity for capacity 

building, a learning experience: 

I know it will have a positive impact. I don't believe it is just the other 

participants, but I will learn how to develop the curriculum. I mean, it works both 

ways. (Marilyn, Interview, 2017) 

Those in leadership positions also pointed out the benefits of training:  

If training was offered, I think that the staff would be better able to [perform on 

the job], because as a supervisor, some of the things that my staff would have to 

come and ask me, if they were trained, not just having me tell them things, but 

come into the library with some knowledge, not just learning on the job––I think 

it would have helped a lot. (Theresa, Interview, 2017) 

Marcy and Maudlyn, two uncredentialed participants, when asked what they expected the 

impact of training would be, saw it in terms of personal development through acquiring 

knowledge and improved productivity: 

Well, I think greatly, because if you don't know, you just don't know, and with 

training, librarians would be able to know better how to assist, how to function, 

how to meet the needs of the [Non-participant]. (Marcy, type of data, date) 

It would help. Like once I get the training in a particular area, I would be able to 

do more. (Maudlyn, Interview, 2017) 
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Criticality of Training 

All participants (policy makers, credentialed, and uncredentialed library staff) valued 

training, as indicated in these snippets from un-credentialed participants: “when you are trained 

you get to go in depth with it” (Africa, Interview, 2017). “To have an idea about how to go about 

approaching anything” (Hazelyn, Interview, 2017), “it will help me to be more efficient.” 

“Because I believe that with the training I get . . . I would be more able to help [non-participant]” 

(Joan, Interview, 2017). “With training librarians would be able to know better how to assist, 

how to function, how to meet the needs…” (Marcia, Interview, 2017). and “It would help. like 

once I get the training . . . I would be able to do more” (Maudlyn, Interview, 2017).   

Training was positioned at the nexus of the Ministry of Education, the library, and its 

patrons. Both policy makers indicated that training was important to improving staff knowledge, 

skills, and abilities, and critical to improved productivity and increased patron satisfaction. As 

stated by one policy maker, 

The provision of training would enable library staff to acquire the knowledge, 

skills and abilities needed to effectively and efficiently achieve the library’s goals 

and also their personal goals. (Sandy, Interview, 2017) 

Similarly, the other policy maker indicated its impact on productivity in the workplace 

and on the quality of service to the community: 

Library staff training and development is a crucial element in ensuring positive 

user experiences within libraries. So, no doubt it would have a positive impact 

especially in raising productivity, and more so the services offered. (John, 

Interview, 2017) 
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All credentialed participants saw the provision of access to training as enhancing the 

library’s ability to support the Ministry of Education in achieving its goals. For example, 

Because the majority of the staff is not trained, it means that even if we [the 

Ministry of Education] are going to help them to achieve their goals, from the 

library's point of view, the scope of what we would want to do, that [lack of 

training] would still be a hindrance to us. (June, Interview, 2017) 

The identification and significance of training in role formation may be sensed in the 

following statement from another credentialed respondent: 

Oh my gosh, it's everything. We need them trained because I think once they are 

trained, they will understand their roles much better and be able to fulfil what they 

need to do, because a lot of the mistakes you see being made, I realize that, okay, 

it is because of a lack of training. (Carol, Interview, 2017) 

Values that Emerged 

Giving back, paying it forward, commitment to public service. Several values 

grounded in the culture emerged in the interviews as well: the idea that everyone was aware of 

the investment of others in them, that they were charged with giving back to others, and a 

commitment to public service. This uncredentialed participant’s response encapsulated this 

shared sentiment: 

To help another novice in the field. To have an idea about how to go about 

approaching anything . . . that you know . . . I would rather have a legacy in which 

I have affected others to become their better selves, rather than to have a big 

presence and sit there doing nothing. (Hazelyn, Interview, 2017). 
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Self-amelioration. Another value that emerged is self-amelioration, which Medford-

Williams (2013) included in his list of Caribbean values. Self-amelioration is the desire for self-

improvement and the belief that individuals should help themselves overcome personal problems 

and achieve personal goals. Joan, an uncredentialed participant, expressed the desire to be 

efficient, professional, knowledgeable, and independent. This also reflects another Caribbean 

cultural value: the desire for education. Education is seen as a means of upward mobility. 

Okay, for me, it will help me to be more efficient; that is number one, and more 

professional, and also, it will help me to know that, okay, I have learned 

something that will help me to work on my own. It will help me also to be more 

knowledgeable of what is going on in the library, and the material that we are 

working with. (Joan, Interview, 2017) 

Spirituality. Caribbean people are described as spiritual. While their spirituality is not 

always grounded in Judeo-Christian beliefs, in the case of the participants in this study, their 

beliefs were founded on Judeo-Christian values. Each colleague, in their reflective journals, 

mentioned how their deep religious faith/convictions influenced every aspect of their lives, 

particularly their commitment to service and their interactions with others. As Carol wrote, 

My faith in God and His word has played an important role in my life. It has 

influenced my decisions in every aspect of life and helps me to negotiate the paths 

that I take. It governs my behaviour at home, work, when I interact with my 

community, or at play. (Carol, Interview, 2017)   

When asked during the debriefing session what kept them going with the research even 

through the various obstacles we had to overcome, one member of the design team quoted 

scripture: “Philippians 4:13 reads, ‘I can do all things through Christ who strengthens me’ and 
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God through His wisdom enabled me to reach the final destination in this research.” This 

revealed a deep spirituality, the groundings of which motivated her to keep going even in adverse 

circumstances. 

Values of librarianship. Some values that emerged in the interviews overlapped with 

those listed in the International Federation of Library Associations and Institutions (IFLA) “Code 

of Ethics for Librarians and other Information Workers,” and the American Library Association 

(ALA, 2004) “Core Values of Librarianship.” These values included responsibilities towards 

individuals and societies, as seen in Hazelyn’s response above, service/public service, the public 

good, access, education, and lifelong learning (IFLA, 2012; ALA, 2004). Hazelyn’s professional 

response highlighted the values of public good and public service. The next quotations from 

uncredentialed and credentialed participants reveal their commitment to service. 

Oh, well, I think the more we get to go into our community and engage in our 

community, that's our way to build our nation. Being able to have individuals 

within the community using the library facility, to be able to teach not only each 

other but the young ones, to me, that’s a means of helping the community to 

enrich themselves or to empower themselves. (Carol, data type, date) 

To be honest, my focus before I started at the library was that I wanted to become 

a doctor, but, as I entered the library system, I grew to love it because it is 

something satisfying to know that you are helping people with their education. I 

do my best, going out of my way for my patrons. (Marcia, Interview, 2017) 
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Impact of Lack of Training 

Participants impressed upon me the importance of this research to those who work in 

libraries and to the development of libraries in Antigua. Of the 18 participants, 13 had no formal 

training, and only a few had systematic organized in-house training. They indicated an awareness 

of the impact of their lack of training on themselves, on the library, and on the community they 

served. Eight of the 13 uncredentialed participants expressed concerns that without training, they 

were ineffective and inefficient, created backlogs, placed a strain on others making them 

overburdened, thus negatively impacting their productivity and the quality of their work, and 

making them feel powerless. Participants were also aware that upward mobility within the library 

service was dependent on qualifications, as a result they felt they were stagnating without the 

opportunity for increased remuneration. The following statement by Africa, an uncredentialed 

participant, exemplifies this point. 

Well, I am limited because certain things I don't know. When it is told to me, then 

I realize that a librarian should do this, or a librarian should not do certain things. 

We are just following certain instructions, but we are not taking other things into 

consideration . . . Bear in mind that a lot of us here are untrained and if we want 

the standard in Antigua to rise, we are going to have to be trained . . . If we 

continue like this, we are going to be stagnant . . . The library is the place where 

people come for information, and if we cannot assist them to their full potential, 

then we can have a drawback on the country itself (Africa, Interview, 2017). 

In the following extract from an uncredentialed participant, one can trace the impact of 

both informal in-house training and the lack of training. One can also sense a lack of cohesion, 

agency, and empowerment: 
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Well, basically, it is something [training] that has helped me to understand more 

structure and order in the workplace, because when we use certain systems, you 

realize that everything is intertwined with each other. When you make a mistake 

with one area, you will pick it up elsewhere. For example, if you're putting in 

books, if you make a mistake on the Alexandria software it shows up throughout, 

and it can have an effect on your coworkers. They can get confused (Africa, 

Interview, 2017). 

Participants recognized that without training, they would stagnate and be unable to climb the 

institutional ladder.  

Lack of training also influenced the depth of participants’ contributions to the research. I 

found that participants’ level of training, education, and experience in libraries affected how they 

responded to interview questions. For example, I asked the following question of interview 

participants:  

A key goal of this project is to obtain information about the type of training 

needed, the knowledge, skills, and abilities that need to be strengthened through 

training, and the actual content that you would like to see covered through 

training for uncredentialed library staff. So, keep those ideas in mind while 

looking for knowledge, skills, abilities, and actual content that we need to cover. 

How can the library assist the Ministry of Education in achieving its national or 

school goals?  

Three participants responded to that question as follows:  
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The main area is like getting them to read. That is one of my main focus, getting 

them to read, know the different parts of the library, how the books are put in the 

shelves, know the front of the book and the back. Those are the different areas for 

this term. (Genevieve, interview, 2017)  

Genevieve was an uncredentialed respondent who had not received in-house training. She 

operated a library alone, so she was not in a position to learn from observing others. Her 

response reflected her limited experience. On the other hand, Joan was an uncredentialed 

respondent who worked in a library with credentialed and uncredentialed staff. Her response 

reflected this experience; she provided richer data, and details that contextualized her response: 

Okay, one, I want to learn about IT. Persons normally come to the library and 

they need assistance, I have to get to Marilyn or Carol, whereas, if I knew a little 

more about IT then I would be able to assist with simple things such as saving 

something on a flash drive, you know . . . helping them to create certain things. 

Now if I know I would feel more comfortable, because a patron comes and needs 

help and I can assist them. I mean I feel really good. When I can't assist them it's 

not a good feeling, honestly. (Joan, Interview, 2017) 

The next response is from Carol, a credentialed participant and member of a management 

team. Observe the depth of her answer and perspective which were informed by her unique 

experiences. She not only contextualized the training needs but also connected to her area, 

expressing a wide range of concerns and noting a variety of areas for training.  

 But for me, and because of the area that I am in, I would like us to be able to 

offer certification in basic computer services or computer literacy. So, I am 

hoping that the library will come to that point where somebody can actually have 
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a secure certification in basic computer literacy. . . . We want to be able to 

develop a repository for our traditional knowledge. We have all our old people 

dying, and all the information is going with them, and it’s hard to find certain 

information. Those are the three areas I think the library needs to implement . . . 

Apart from that, just basic everyday services . . . such as being able to bind those 

huge things for the lawyers. We were discussing that also, to get the equipment, 

and to have somebody trained so that we can do those heavy-duty work like that. 

(Carol, Interview, 2017) 

Barriers to Training 

Finance. Respondents shared their perceived barriers to training, with 17 of the 18 

participants indicating finance as a primary barrier to staff being able to access formal education 

in library sciences in each type of library. This issue cannot be overstated, as all participants 

(non-credentialed, credentialed, and policy makers) indicated that this was indeed an issue. As 

Marcy, an uncredentialed participant and prospective student noted, when asked about barriers to 

training: 

I would say money, resource persons, and lack of finance. Sometimes there are 

times when library staff would get invited to attend a course overseas, and it is 

always a challenge to come up with the money. They might have to choose to 

send one or two, but then what happens to the others who need the training? So, 

finance has a lot to do with it. Look at persons who have already tied themselves 

down with loans, who do not have the option of getting another loan. (Marcy, 

Interview, 2017) 
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While policy makers were committed to supporting staff through the provision of 

training, they were aware of the barriers to access, which one policy maker listed as “financial 

restraints/constraints, time, space, infrastructure, and resources” (John, Interview, 2017). This 

was reinforced by Hazelyn, an uncredentialed participant, when asked to describe the gaps 

between the service her library offers and that offered by libraries in developed countries: 

Our collections are small in comparison to theirs. We lack the infrastructure, the 

room to house our patrons, or the technology, the lack of finances to even meet 

some of our needs (Hazelyn, Interview, 2017). 

A credentialed participant explained the ease with which finance for training is created as 

a line item in the budget, but the difficulty the library experienced in accessing the funds: 

Financial––finance that is going to be always, because even though the ministry 

will provide funding sometimes, it's not always sufficient and readily available. 

Okay, this is what you have in your head, but when it is time for the payment, it is 

lagging. So, finances, the economy, always messes things up for the library, 

because basically, the library is the one telling them that we want XYZ. As I said, 

they don't question it, and they say, “sure the funds will be made available,” and 

you know, they put it in your head, and then between the library and the Treasury, 

that’s a totally different story. The invoices would be in the Treasury and you 

either get, can't find it, or they tell you come back, come back, come back, and so, 

that's rather annoying. (Carol, Interview, 2017) 
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Carol’s comments provided an insight into what can be a conflict situation––the library as an 

institution was pitted against the national interest–– the Treasury prioritized department needs, 

and at times the library was not high on that list.  

Process to obtain qualifications. Another barrier to access was the very process through 

which uncredentialed staff obtained qualifications required for entry into university. Most must 

first obtain several CXC (Caribbean Examinations Council) subjects that can then be used as 

qualifications for entry to university. The program being developed will offer the opportunity for 

students to skip that process, obtain library training, use the credential to make them more 

upwardly mobile within their institution, and should they desire, use the credits obtained to 

transit into university to complete the first degree in library sciences. 

Time. The length of elapsed time between when participants began working in the library 

and the provision of opportunity for training had a negative impact and was disheartening and 

discouraging, stifling their opportunity for upward mobility. This credentialed respondent 

expressed this concern, and one can sense the frustration in the following comment: 

Just being able to have people qualified to go on to higher levels of training. You 

know, they don't have the qualification and so it is going to take time for them to 

do that and then to go on to what it is they actually have to do. So, that takes up a 

lot of time. (Carol, Interview, 2017)  

Joan, an uncredentialed participant, provided a cogent explanation of the impact of this 

barrier. As time had passed without formal training, she clearly conveyed a feeling of frustration: 

Frankly speaking, from what I understand training is supposed to be, I am very 

much affected, because for the time that I have been here, had I had the training 
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that I should have, I do not think that I should be asking staff members about 

things that I should already know. Because I haven't got the training, I am still at 

that point where I am still trying to figure out where to find certain things. (Joan, 

Interview, 2017). 

There was also the fear that as time passed without opportunity for training, there would 

be a loss of historical knowledge within the institution and a lack of foundational knowledge that 

could be transmitted to others: 

It is better if you put the money into training now that you have people who have 

the knowledge, because after a while you lose your people (Marcy, Interview, 

2017).  
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Qualifications. Another barrier of note is the lack of qualifications to enter university to obtain 

formal library science training. University of the West Indies and universities in United Kingdom 

offer the first degree in library science, but of the 13 uncredentialed participants who participated 

in this research, seven lacked the qualifications required to begin a first degree. 

Figure 9. Barriers to Training 

 

Considerations for the Course Being Designed 

Both credentialed and uncredentialed participants shared their uncertainties and 

apprehensions about the level at which the prospective program would be targeted: 

Well, the most important message that I will leave with you is to bear in mind 

who we are, that we are starting from the beginning. Just to give us more 

encouragement so that we can be more interested in what we are doing. 

(Genevieve, Interview, 2017) 
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Prospective students shared their concerns about the implementation of the program and 

considerations for the program. One uncredentialed participant was concerned to ensure that the 

design team considered the time taken to do the course: 

Basically, time is mostly the issue for us. So, we would need a program that do 

not take up much time away from what we are doing because a lot of [Non-

participants] come to us. Even during our break, a lot of [Non-participants] come 

to us to ask questions, or to do something for them. So basically, I'm looking at 

the time frame. (Gloria, Interview, 2027) 

Another noted that technology should be a focus in the program to be designed:  

Okay . . .accessing certain information from the computer. I might have to ask my 

other colleagues, please come and do this for me. I can't get this [non-participant], 

I am seeing her information come up. So, for me, I have challenges with the 

technology part of it. (Marcy, Interview, 2017) 

Another uncredentialed participant brought her experience in course design to inform the 

process. She wanted to make it clear that the course to be designed should be user-friendly and 

targeted at different levels: 

When I was talking about user-friendly and simplicity, I was thinking about a 

[social studies] curriculum that was put together by USAID . . . There were so 

many new concepts and yet it was done in such a way that any teacher could go to 

the curriculum and just follow and was able to teach. That type of simplicity I am 

talking about. I am not talking about the use of the words, like language because  
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. . . you might also have to cater for those people who are at the college, not just at 

school level, but it is very important. (Theresa, Interview, 2017)  

These considerations informed the decision to offer a two-tiered program, one culminating in a 

Library Assistant Certification and the other in a Library Technician Certification.  

Participants did not merely indicate a comprehensive picture of their specific needs. As 

such, I derived a wide range of information from them. Their contributions and experiences 

formed the basis of the library science training program being designed. I extracted the topics for 

each course in the program as participants revealed their unmet learning needs. For instance, 10 

of 18 participants (56%) noted the need for staff to learn how to plan programs and to develop 

creative ideas for programs for community outreach. One uncredentialed participant stated, 

“Like planning programs, certain programs I know I did my best, but sometimes you are not sure 

of doing certain things” (Maudlyn, Interview, 2017). 

A few other suggested topics were also raised by participants. Note the overlaps among 

credentialed and uncredentialed staff and the grounding, particularly in Africa’s case, in the local 

experience: 

It is one of our biggest problems particularly in Antigua. Sometimes you don't 

know how to deal with it. . . . You have to know how to deal with them and still 

maintain that welcome . . . customer service is very important. (Africa, Interview, 

2017) 

Customer service, research, cataloguing, planning programs. (June, Interview, 

2017)  
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Oh, library services, oh my gosh. Every service that you can think of the library 

offering. That includes research, which is the reference department, technical 

support, short inquiries what you call advisory, book selection, anything that I 

think like we should offer just an extensive list. (Marilyn, Interview, 2017)  

I think customer service . . . I would want to learn about the cataloguing, the 

organizing of the materials, conducting classes like when you have to teach 

students how to use the library, and reference. . . . (Africa, data type, date)  

Like training for how to use Alexandria. Training for usage of EBSCO Host 

(Hazelyn, Interview, 2017). 

One uncredentialed participant stressed a need for learner support:  

A couple of times I have experienced things like that. For instance, I have gotten 

accustomed to entering books into the system, but sometimes I make mistakes and 

my supervisor would correct me and tell me this is the way it's done, and I had no 

idea. (Gloria, Interview, 2017)  

All participants shared knowledge, skills, and abilities that needed strengthening. In the 

next examples, Justeme needed to improve her teaching strategies, while Hazelyn revealed 

cataloguing and classification issues: 

. . . however, the concept of maybe teaching of references. It is just the basic 

information that I have. So, I think in terms of a teaching strategy for writing 

references and the like, we need to have a little more information as to how we 

should go about it. (Justeme, Interview, 2017) 
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We usually use the Library of Congress or the British Library to find our books, 

especially those that are new after we have accessioned them, but there was a time 

when we couldn't find the book at all on Amazon or even the Library of Congress. 

The books were piling up and I wondered, how do we get them out of the way? 

That time [non-participant] wasn't there . . . I felt confused, I didn't know what to 

do and how do I solve the situation. (Hazelyn, Interview, 2017) 

The “top ten” areas indicated for training were: planning programs, research services, 

literacy, information technology, communications, technical services, customer service, 

organization of library material, reference, and LMS (see Figure 10). The area with which 

participants indicated they needed the most help was technical services. Everyone touched upon 

some area of technical services: shelving, photocopying, binding, laminating, scanning, 

microfiche, preservation/repair and maintenance of library materials, classification and 

cataloguing, printing, and accessioning. In total, uncredentialed participants mentioned some 

area of technical services 22 times and credentialed participants 11 times. Other areas for which 

participants indicated a desire for training were electronic document preparation, information 

literacy, time management, reference, readers’ advisory, foreign language, conducting classes, 

curriculum, using online databases such as EBSCO, interpersonal skills/relationships, 

circulation, ephemera, disaster preparedness, library policies, and genre. 
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Figure 10. Top Ten Areas for Training 

Not only did respondents contribute to the curriculum, one participant also shared her 

preferred method of teaching and learning: 

If I were to accept training, I would prefer it to be hands-on, where I am thrust 

into the field, and they ask me, “how would you catalogue or classify a book?” 

and from the beginning can point out where I am going wrong, or correct me as I 

go, till I have gotten the process. (Hazelyn, Interview, 2017) 
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The Design Process in the Third Space 

Following the interview process, I created matrices indicating the curriculum content (see 

section of matrix, Table 7) drawn from participants’ responses. The matrices served several 

purposes. First, they served as design support, as they highlighted all the needs vocalized by the 

participants––what they wanted to learn about. These needs were grouped under general course 

topics, while the actual elements indicated by the participants were placed in a “why” column. 

Second, the matrices facilitated analysis because they also functioned as a frequency table 

supporting comparison of participants across the various groups, that is, 

credentialed/professional and uncredentialed.  

There was one major decision that changed the initial research plans. I had planned to 

design a single course through the lens of the community of inquiry framework, but having 

reflected on local needs as indicated by the wide range of content drawn from the interview, the 

design team decided that this phase of the research should focus on designing an entire program, 

offering general courses dealing with the skills, knowledges, and behaviours required by all 

library staff, and specialized courses targeting those required within each type of library. This 

affected not only the research itself but also the development of my dissertation. My proposal 

had devoted a section in the literature review to the community of inquiry framework which was 

removed from the dissertation. The decision to change the process filled me with apprehension, 

for it felt like an act of transgression––I was deviating from the plan as presented and approved 

by the institution’s review board; however, acts of transgression aid in the change process as 

rules and norms change (Wulf, 2010). This also exemplifies the messiness of working within 

Third Space. Participants/colleagues can respond to environmental change, and this was one of 

the reasons why I chose PAR. PAR offers researchers the flexibility to respond to environmental 
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needs, the type of flexibility Cornwall and Jewkes (1995) called for in their discussion of PAR–– 

“wider institutional changes which accommodate new roles for researchers within a process 

which is flexible and reflexive” (p. 1674).  

Table 7 

Sample section of preliminary data Matrix: priorities indicated by each participant 

 

 



148 
 

All the factors discussed in the interview section were considered in the design of the 

program. For instance, the need for flexibility requires that a flexible program be offered online 

so that students can access each course from anywhere at any time. So that participants will have 

some familiarity with the program, the technological infrastructure to be used in the 

implementation of the program is that set up and used during the research. This infrastructure 

utilizes Moodle, which is accessed and maintained at minimal cost, especially when one 

considers that since the close of this stage of the research, the library has acquired its own server. 

A program designed and offered locally will be much cheaper than programs offered by 

international institutions; this means that if policy makers commit to offering scholarships, more 

students will be able to access training, or if students are required to pay, the cost will not be 

prohibitive. 

The Collaborative Participatory Process  

The research design centred the participants, who were active in the design process. They 

were part of the decision-making process, and their contributions were valued as we worked 

together to design the library science program. As Lossau (2009) explained, Third Space rests on 

a rationale whereby an interest in spaces as sites of enunciation and representation allow the 

“subaltern other” to be made “visible and relocated from the periphery to the centre of 

knowledge production” (p. 66).  

The participatory process facilitated and supported collaborative curriculum 

development. Participants’ skills and knowledges were recognized, accepted, and drawn upon for 

the creation of the curriculum which reflected their needs; as can be seen in the matrices, they 

decided what informed its development. These multiple perspectives, including critical feedback 

were important; they matter. They ground the curriculum in the local context, ensuring that the 
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curriculum so developed might better meet the needs and interests of the local community. This 

collaboration, then, recognized the perceptions of the local community as they related to library 

services within Antigua. For instance, Carol proposed the following program goals: 

This two-year program offers individuals two levels of studies: the Library 

Assistant Certification and the Library Technician II Certification. The Library 

Assistant Certificate requires individuals to complete the core courses and the 

library field work. The Library Technician Course requires individuals to 

complete the core courses, additional/elective courses, and library field work. 

Upon completion of the program, individuals will be equipped with the necessary 

skills to function as Library Assistants and Library Technicians, as well as to 

further their academic studies. (Carol, Discussion Forum, 2017) 

This process exemplified a cultural shift as library staff had never been included in the 

curriculum development process. The following is an extract from my journal that addresses the 

approach adopted during the curriculum development process to ensure participants’ agency and 

voice. 

Tuesday June 20, 2017 

This is truly a knowledge building exercise. I purposely did not make any 

suggestions for the program first. For example, I allowed my colleagues to write 

their program description, program goals, learning outcomes, before I made an 

input. That way, their ideas were there before mine. This empowered them to 

defend and legitimize their choices/decisions and to modify mine. (Dorothea, 

reflective journal, 2017) 
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For instance, after making the initial submissions of the program’s learning outcomes, my 

co-designers made the following comment and suggestion for changes: 

The research team is satisfied with the overall view of the Program Goals. The 

team, however, would like the two levels of studies to have a project just before 

or during their field work, allowing them to apply what they have learned. For the 

Library Technician Certification, the team has agreed that there are too many 

electives. Two electives and a project could replace the five projects. (Carol June 

& Marilyn, Discussion Forum, 2017) 

Incidents like this initiated a subsequent round of discussion. During the program design 

process, credentialed co-designers, drawing on previous experience working with un-credentialed 

staff, revealed a sensitivity to the challenges they might encounter when engaged as learners in 

the program, provided clear insights into local adaptations needed to accommodate program 

accreditation and meet local needs. In this next example a trained computer technician used her 

knowledge, skills, and sensitivity to prospective students to guide the process:   

My concern relating to the web publishing course is that coding might be too 

advanced for the majority of students. It's a plus to learn the skills; however, one 

might be frustrated trying to troubleshoot the codes. Also, one might need to 

access additional software if students are requested to create a website using 

coding. Anyone with no experience of building an online publication such as a 

blog, website, etc. can use a content management software (CMS) easily. In 

addition, it takes less time to learn the features of CMS, and it is less challenging 

to troubleshoot issues. Maybe we can introduce a bit of html but concentrate 
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mainly on CMS for libraries. I will continue to mull over it. (Marilyn, Discussion 

Forum, 2017) 

This also exemplifies the type of power shift that occurs both in the Third Space and in 

PAR, wherein the decision-making power can shift from the centre to those at the margins. As 

Wulf (2010) described, “the Third Space is liminal . . . in this liminal space, borders are subject 

to subversion and restructuring, and hierarchies and power relationships are changed” (p. 40). It 

was necessary, then, for me as the researcher to maintain a balance of power. This demanded 

understanding and humility on my part, because I had to be open to criticism, to be able to listen, 

to respect the expertise of others, to accept suggestions for improvement from others, and to 

make modifications where necessary. My response to this suggestion was: 

Ok Marilyn, point taken. I will depend on you and Carol to write the course 

description for the web design course. Use whatever approach you feel is valid 

and manageable. Just explain to me how it can be approached and the 

platforms/software we can use. (Dorothea, Discussion Forum, 2017) 

Situations like this, if handled correctly, helped to maintain trust within the Third Space. 

This does not mean that I did not make suggestions or changes, as in the next example: 

Colleagues, you will note that I have attempted to broaden the learning outcomes 

to expand on information services so that it is clear, that someone wishing to work 

in museums and archives can participate in this training, (Dorothea, Discussion 

Forum, date) 
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In these cases, however, it was important to maintain an openness to change, such as 

when I would ask them to “Read the following with a critical eye and tell me what you think.” 

This collaboration and negotiation was missed, unfortunately, from the onset of the research 

because participants had no say in the choice of topic, research methods, or methodology, and 

did not participate in the writing of the dissertation.  

There were times, however, when I challenged my co-designers, encouraging them to go 

deeper, to be more transparent, to explain the reasons for their suggestions, as in the case of this 

course summary: 

FLIS 268: Foundation of Libraries and Information Studies 

- History and Development of Libraries in the Eastern Caribbean 

- Types of Libraries and Their Roles 

- Library Services and Programs 

- Career Paths in Librarianship 

- Classification of Library Materials 

- The Reference Inquiry 

I indicated that I needed more from them: “Hello ladies please tell me your thought processes as 

you worked through this. I am not criticizing it. I just want to know what informed your 

decisions.” (Dorothea, Discussion Forum, 2017) 

The design team then explained the criticality of a course that provided an overview of 

library services in the Eastern Caribbean and in so doing, further localized the developing 

curriculum. We thought this would provide an overview of libraries and services in the Eastern 
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Caribbean, to show how they have evolved over the years. Then we thought they should acquire 

the knowledge of the various types of libraries, their roles, services, programs, and activities. 

Career Paths would allow prospective students to see that there are lots of job opportunities in 

the library and information sphere. Classification of library materials would teach them that there 

is a system used in the organization of library materials. The Reference Inquiry would expose 

individuals to the whole aspect of the research process, from the Reference Inquiry to the 

completion of the assignment or project using the various resources. All of this would be offered 

at an introductory level, which would be beneficial as they delved further into the course. The 

overview of the libraries and services in the Eastern Caribbean would allow the participants to 

learn about the libraries in the smaller Caribbean islands and develop an appreciation of the 

services and programs being offered, which currently is grossly lacking. When talking about 

libraries, emphasis has always been placed on international libraries and information centres or 

libraries in the larger Caribbean islands such as Jamaica or Trinidad. Smaller islands are glossed 

over, with just a mention of the existence of libraries on those islands. 

Seeking in-depth information in this instance, yielded information that provided an 

insight into the local situation and helped to contextualize the decisions made. This grounded the 

research and ensured the resulting curriculum was truly local or that the local was present.  

One participant made an eye-opening comment in her reflective journal regarding gender 

issues in the workplace, and her experience seemed to motivate her to participate in the design 

process based on what she hoped its impact would be. She indicated her view of training as 

empowering and as ensuring equality in the workplace and in the community: 

At times, I felt demotivated because I am not taken seriously as a young 

Caribbean female working in the IT field. This field is viewed as a male dominant 
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career, which can be very intimidating to others. Some prefer to receive 

instruction from male coworkers or mature coworkers. This archaic mentality 

challenges me even more to focus on the goals ahead . . . As small island 

librarians, it is essential that we continue to advocate for equality in our services 

as well as our workplaces, since libraries are considered an inclusive institution. I 

believe my co-researchers share the same desires, because the quality of library 

services depends on trained and skilled personnel which is important to our 

community. Our community plays an important role in our lives, and it is 

essential that we empower our people. Therefore, it is crucial that we focus on 

promoting positive change in spite of the daily challenges. This research has 

further provided an opportunity to bridge differences through shared knowledge. 

Knowing that this project will offer training for anyone regardless of age, gender, 

race or social class provides gratification. I believe that if we persist in making 

this change through our profession, our community will be encouraged to 

embrace equality. (Marilyn, Reflective Journal, 2017) 

Marilyn contested the way young women are positioned/perceived in her field, and she saw 

participating in the research as creating opportunities for equality, not only for herself, but also 

for other women. 

Values That Made Their Way into the Design  

In a previous section, I pointed to several cultural values that emerged in the interviews. 

Participants’ values inspired them to participate in the research, and some of these values, 

particularly those related to library services, emerged in the program that was designed. For 

instance, their concern for the public good was reflected in the customer service course which 
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aims, among other things, to provide opportunity for students to develop and implement 

strategies that show their understanding of clients/patrons’ needs.  In this course, students are 

also expected to derive understandings of efficient, effective customer service as they develop 

such skills and attitudes as proper telephone etiquette, how to assist in a warm, respectful 

manner, and methods to anticipate, prevent, and solve problems and complaints posed by 

customers. Another example was the librarian’s commitment/value to provide access. Courses 

such as collections management and preservation and conservation of materials focus on the 

acquisition, preparation, and retrieval of library materials––all aimed at making access as easy as 

possible for both staff and clients. These courses and others support another value, that of 

support for education and lifelong learning, through the provision of access to library materials, 

the planning of programs, and the offering of courses/classes, both online and in-house. 

Blending of the Global and the Local 

The final curriculum was a blend of the global and the local, as participants drew on 

experience and their training while learning in Third Space. This was brought to the fore during 

the debriefing session. These colleagues were university graduates with a degree in library 

studies, and they made it quite clear that they drew on resources from their studies as they 

worked through the curriculum. It must be noted that the courses to which they referred were 

international programs provided by universities in the United States and Wales.  

Dorothea: What about dealing with the subject matter, the content of the 

curriculum?  

I think we learned as we went along in certain aspects. I think like some of the 

programs that we had already done provided a foundation for us, and some of it 
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required that we do some research, but I think the foundation that we had helped. 

(Carol, Debriefing Session, 2017) 

Plus, past courses that we have dealt with before. Based on what we've 

experienced before. I think that is what also gives us an idea as to what it is that 

we are really doing. Because if we didn't have that experience and ideas from 

before, we would be lost. So, it is because of the experience too that we were able 

to tackle it the way we did (June, Debriefing Session, 2017). 

It is also worthwhile to note Sappington, Baker, Gardner, and Pacha’s (2010) proposal of 

action research as a signature pedagogy in education, that is, action research as a teaching 

method. When provided with the opportunity to participate in research, it is a learning experience 

for both the researcher and the local participants. As Dudgeon, Scrine, Cox, and Walker (2017) 

found in their PAR project, “research can itself be an end through which people are empowered 

as they develop their skills, knowledge, and confidence to improve and gain control over the 

conditions that affect their lives” (p. 2).  

The introduction of the competency index during the research seemed to have a major 

impact on the design team. The competency index (Gutsche & Hough, 2014) is a tool developed 

for libraries that outlines the knowledge, skills, and abilities necessary for successful job 

performance and the achievement of organizational goals. As I explained to the design team 

during the debriefing session, I did not share the competency index with them at the beginning 

because I did not want to influence them about what direction to take. I wanted to make the 

curriculum as locally applicable as possible. I wanted us to create a curriculum first based on 

local needs, and then compare it to the competency guidelines, rather than providing the 

guidelines as a standard and forcing the local to fit into the guidelines. Yet, when I shared the 
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guidelines and asked them to compare it with the content covered in the curriculum, it proved 

critical to the process. The following is an extract from the debriefing session: 

When we were creating the curriculum itself, we were not exactly sure how you 

wanted it laid out at all . . . What clarified it for me was after we read the 

competency index. It showed us that we were on the right path, but that we had to 

go at it at a deeper level. So that was very helpful to us . . . We can appreciate it 

now for this viewpoint. We would have probably wanted the guidelines first, but 

then we kinda appreciate that and receiving it at that point in time. (Carol, 

debriefing session, 2017). 

The competency index, then, was an international tool that proved critical to the process. 

The participants realized that even though they were trained, on their own they did not know 

enough to complete the curriculum. The competency index served as a scaffold to provide 

support, guidance, and reassurance.  

Our Final Coming Together 

The focus group discussion was the last time that we all met as a group, so it was 

important to hear what participants had to say about the program designed. The purpose of the 

focus group discussion, then, was to draw from all participants how they felt about the proposed 

program, and whether they felt that it addressed the issues they raised in the interview. It was 

important to find out whether they had unmet needs that the curriculum did not address. 

Participants from each type of library expressed satisfaction and explained why, as Joan’s 

comment illustrates: 
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My thought at first when I saw it, I said, wow, this is a real jampacked program 

because it actually gives you all of the information that you, I mean, all of the 

areas that you need to cover when you work in the library if you're going to carry 

out your duties effectively. (Joan, focus group, 2017) 

Others located their specific unmet needs that were addressed by the proposed 

curriculum, as seen in the following comment: “My focus was more technological; this is good 

because the library requires a lot of technology, so I find it's good” (Gloria, focus group, 2017).  

The focus group discussion provided an opportunity for and supported both credentialed 

and un-credentialed participant agency. Not only did participants indicate what they appreciated 

about the curriculum, but they also critiqued it and offered areas for improvement. For instance, 

Darlene, an un-credentialed participant, focused her criticism on an area of extreme need. She 

came to her conclusions upon reflection on our action:  

I think it is good, very good for a draft, but I have a concern about a particular 

area, which I will tell you about later. I like the fact that there is a customer 

service module. I like that part. When I looked at it, I got very excited about it, 

because I think that is an area that patrons complain about in the library. (Darlene, 

focus group, 2017) 

Darlene’s conclusion was well thought out as she reflected on the curriculum. This brings 

to mind Garrison’s (2016) comments on collaborative thinking as “personal reflection fused with 

critical discourse where ideas can be challenged” (p. 3) and is the type of reflection on action that 

can occur in the Third Space, that is, reflection on your own action, reflection on the action of 

others, and reflection on policy (Hulme, Cracknell, & Owens, 2009). Darlene indicated the type 
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of services being currently offered, and she saw a gap in the service. Her solution will impact 

policy: she suggested a new user group on whom she thought the library should focus––

individuals with special needs. This also revealed an area of dissonance for her. She was 

uncomfortable with the absence of individuals with special needs and voiced her opinion. 

I was just thinking yesterday; this is what I was talking about at first. I see library 

services for children and so on, but a group of people which I am going to talk 

about who have never been included, people with special needs. There is 

something here that says, library services for teens, library services for children 

and so on, and I think of persons with special needs. I don't know, I don't know, 

but I was just thinking if it would make sense to have a module: library services 

for persons with special needs. I think there is need for that. (Darlene, focus 

group, 2017) 

This participant’s suggestion initiated a discussion of a local need and how it should be 

met. The final decision was that a separate course should be designed dealing with library 

services to individuals with special needs. This suggested course is not a compulsory course 

internationally, but given the local need, all participants agreed that the course, at least initially, 

should be made a core/compulsory course. When a comfortable trusting environment is 

developed, local participants can become agents of change, highlighting the importance of 

collaborative inclusive research. Darlene's suggestion, the subsequent discussion, and recreation 

of the curriculum is an instantiation of the reflective and recursive nature of PAR (Locke, 2013), 

and an example of Kemmis and MacTaggart's (2005) spiral of action, reflection, analysis, 

planning and further action. 
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The following is a snippet of a discussion from the focus group in which an un-

credentialed participant sought clarification, and credentialed participants who worked on the 

curriculum, felt confident enough to respond.  

Joan (uncredentialed participant): Mrs. Nelson, I have something that keeps 

nagging my mind. It is about going about organizing programs for the public.  

Marilyn (credentialed): It is included in different areas. For instance, look under 

services for children. 

Carol (credentialed): Planning a program is embedded in all. [inaudible] are you 

hearing Mrs. Nelson? The concern was the planning of programs for the various 

departments but it's already in it. 

The transition here was observable, from lacking in confidence at the beginning of the 

research, to being able to engage and respond to a participant’s query. The following extract 

from the debriefing session with the credentialed participants made their initial uncertainties and 

self-doubt quite clear. 

Dorothea: In terms of your commitment to the project, did you feel as if maybe 

you had taken on too much, like giving up? 

Marilyn (credentialed): Initially, initially, because well, it was my first time 

tackling a task of this magnitude. At first you wonder, “Am I doing it correctly? 

Am I on the right path?” 

Carol, (credentialed): Well, I was wondering if you're alright trying to make me a 

part of this. 
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Dorothea: Why? 

June (credentialed): I was wondering if I really had the ability to be involved in 

something of this magnitude. 

Carol (credentialed): And then I kept laughing thinking that the Lord have mercy, 

this is a woman that can write a dissertation out of one line. Are we going to be 

more of a hindrance than a help to what you're trying to accomplish? 

My Uncertainties 

Having told my story of the research process, I was still uncertain. At some point during 

the research and analysis, I felt that the research questions had not been sufficiently addressed. I 

even questioned the value of the research questions, as they now seemed to be undermining all 

the work I had done. I went back to my interview questions and the participants’ responses, 

reread the analysis, and saw gaps that needed to be filled. For instance, I found that I had not 

examined Sub-question 2: How do prospective students’ experiences and understandings 

influence their contributions to program development, and how does working in Third Space 

impact prospective students? I reverted once again to the participants’ responses, this time 

exploring their quality and depth and filled that gap. This emphasized the criticality of the 

research questions as guideposts along the research and analysis journey. As a result, I decided to 

address each research question in the summary and discussion section of this chapter which 

follows next.  
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Summary and Discussion of the Results 

In this chapter, I narrated the story of my research using three strands––the interview, the 

design process, and the focus group discussion, interwoven with insertions from the reflective 

journals and the debriefing session. The aim was to ensure that participants’ voices were heard. 

While the thrust of this research was towards the creation of a training program for current and 

prospective library staff, as a researcher, I also sought to address specific research questions. I 

now discuss whether these questions were answered, beginning with research Sub-question 1 and 

through research Sub-question 5, exploring each finding in light of the literature in the literature 

review and current literature written over the course of this research.   

Research Sub-question 1  

How do interactions among participants’ (policy makers, library professionals, 

uncredentialed library staff) investments and commitments influence program 

development/access to training?  

Analysis of data across the methods used (interview, focus group, reflective journals), 

revealed that participants were committed to contributing to the curriculum and to the curriculum 

development process. However, the time taken to conduct research can be a challenge to both the 

researcher and participants, as MacDonald (2012) indicated, “PAR requires time, knowledge of 

the community, and sensitivity on the part of the researcher to participants’ agendas” (p. 40). 

Such was the case in my research. This project began in 2016, and the final debriefing session 

was conducted in 2018. Participants overcame repeated setbacks such as major hurricanes and 

illnesses to participate in the research. No participant who made the initial commitment to the 

research dropped out. They were both intrinsically and extrinsically motivated. Credentialed and 

uncredentialed participants indicated that they were driven by a desire to help others. 
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Uncredentialed participants indicated that they wanted to learn more. Because participants felt 

that they, their institution, and the wider community would benefit, they were willing to invest 

their time, to trust me, each other, and the process, and to share their knowledge and experiences. 

Most research and theoretical articles that I found dealt with commitment from the perspective of 

the researcher, pointing to such notions as commitment to ethical conduct of research and the 

time commitment required in qualitative research. For instance, Shakouri (2014) pointed to the 

time taken to collect data and to conduct data analysis as a drawback of qualitative research. In 

the lone research that I found which focused on commitment from the participants’ perspective, 

Pitney (2010) examined the professional roll of commitment among athletic trainers. He found 

that factors that motivated trainers to maintain their commitment included intrinsic and extrinsic 

rewards, a sense of responsibility to injured athletes, and giving and gaining respect. The 

participants in our research still maintained their commitment when even after months had 

elapsed following a hurricane, they were ready to pick up from where we left off. We continued 

the program design, followed by the focus group and debriefing session.  

Participants’ positions and the responsibilities that came with it affected their level of 

commitment to the project. For example, officials from the ministry of education travel 

frequently and at unexpected times, so it was difficult for them to commit to specific times for 

interviews and to participation in the focus group discussion. Ultimately, after several 

appointments were made and broken, they suggested that they be allowed to respond to the 

interview questions in writing. This meant that other participants were unable to interact with 

them, challenge, and so delve deeply into any responses they gave. The design team showed a 

commitment to shared responsibility for the completion of the project. If there were times when 

we could not meet, we would reach out to other members of the team via email or a messenger 



164 
 

service such as WhatsApp to apologize and rearrange another meeting. As shown in the analysis, 

each member of the team contributed to the development of the program, suggesting, modifying, 

and refining ideas during the design process. The research team showed a genuine commitment 

to respecting the needs and priorities articulated by uncredentialed staff, as those priorities were 

considered the core of the ultimate program designed. 

Furthermore, participants across the various institutions (School, academic and public 

libraries, and the Ministry of Education), and all levels of library stakeholders (management, 

credentialed, and uncredentialed participants), acknowledged the need for training. Training was 

critical for several reasons, including improvement of knowledge, skills. and abilities, increased 

efficiency, personal development, upward mobility, and increased remuneration. These reasons 

can be placed under such broad categories found in the literature as building staff capacity and 

developing competency (Abban, 2018). Most un-credentialed participants expressed concern that 

without training they were ineffective, inefficient, and created backlogs in the workplace. This 

situation placed a strain on others, making them overburdened and affecting their productivity 

and work quality, ultimately making uncredentialed library staff feel powerless. Because upward 

mobility within the library service is dependent on qualifications, uncredentialed participants felt 

stagnant without the opportunity for training and increased remuneration. Without informal in-

house training, or formal training, some also felt a lack of cohesion and agency.  

Another set of findings related to participants’ perceptions of barriers to training. Finance 

was a primary barrier, but there were others as well, including the lack of proper infrastructure to 

support training, lack of training resources, and the long process required to obtain the necessary 

qualifications for entry to university. This corroborated Ogundipe’s (1994) and Karisidappa’s 

(2014) suggestion that finance was a primary barrier to training, but so also was infrastructure 
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and the other barriers outlined above. For all their good intentions, indicated by their responses 

in the interviews, and by the inclusion of funds for libraries in the national budget, the Ministry 

of Education and library Directors still labour under budgetary constraints. As a result, although 

there is an acknowledged need for training, they simply cannot afford the cost. This underscores 

the need for a cost-effective training program for library staff. 

The aim of the research could not be successfully achieved without participants’ 

commitment and interaction as they mutually explored the phenomenon. How then did 

participant interaction affect the development of the curriculum? There was interaction between 

the interviewer and interviewee as we conversed about participants’ needs, what they expected of 

their participation in the research, and what they wanted the program to cover, and they shared 

their experiences in the workplace. I was able to probe for more in-depth information and for 

further clarification.  Participants, too, asked questions; for example, Gloria (Interview, 2017), an 

uncredentialed participant, sought verification of confidentiality: 

Gloria: I just want to know, I know you said it wouldn't be shared with anyone 

else. Only you will have that information? 

Dorothea: Yes. 

Gloria: Everything we say? 

Dorothea: Yes, it is highly confidential. The software that we are using does not 

allow people to record. So, once we are finished and you're out, nobody in the 

library can go back and get anything. I am the only person who is recording. So, I 

will be the one with the information and everything. You have indicated that you 

want to use a pseudonym and that will be used in the study. You don't have any 
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fears about that. At any time during our conversation, please feel free to let me 

know if you would rather not answer a specific question. You are also free to stop 

the interview at any time for any reason. Please remember that I want to know 

what you think and feel, and that there are no right or wrong answers. 

Participants also sought clarification of ideas/meanings: 

Joan: What we want?  

Dorothea: Yes. Having said all that to me, how would you expect training to help 

you in the future? What do you expect of any kind of training? What am I going 

to be once this training is done––how will it help me?  

Joan: (Laughing) How will it help me if I were to get the training? (Joan, 

Interview, 2017) 

Further, I found that participants filled gaps in stories told by other participants. For 

example, while all participants worked in libraries and had much in common, because they came 

from a range of levels within the service, they shared different perspectives in response to the 

same questions. For example, uncredentialed staff indicated that one of the main barriers to 

training was lack of finance to cover the cost. Credentialed staff pointed to finance also but 

added to this an explanation of issues they faced accessing funds allocated in the budget. 

Similarly, the focus group discussion filled a gap that had not been explored during the interview 

or the design process when one participant suggested another area of study. This suggestion 

triggered further interaction among participants as they discussed the merits of the additional 

course. 
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Another way that participants interacted was through negotiation. This was especially 

true during the design process as participants sought clarity and more in-depth information and 

sought to make decisions about each aspect of the program being designed. This seemed to 

reflect Chulach and Gagnon’s (2016) description of Third Space as an “enunciative site of 

negotiation” (p. 56). Negotiating implies power sharing, as individuals from different statuses, 

(in the case of this research the design team included the Deputy Director, credentialed library 

staff, and myself the PhD student representing the university) negotiated knowledge production 

and the creation of meaning (Fitts, 2009). As shown in the analysis, participants indicated this 

was a learning experience for them, but I found that I often adopted the stance of a learner as 

well. This interaction was seen not only in interviews where I wanted to learn about participants’ 

experiences, but also as a result of the information they shared. An instance of this was seen in 

my response to one participant’s sharing of how she felt as a woman working in a male 

dominated profession. That was a learning experience for me that brought about a shift in 

perspective. Also, there was my reaction to another participant’s explanation of how she felt 

about her lack of training. I was overwhelmed and in an instant in tears. Both situations and my 

reaction were unanticipated, but the latter exchange confirmed the need for the program to be 

designed, as well as served to inspire me to continue with the research. 

Research Sub-question 2  

How do prospective students’ experiences and understandings influence their 

contributions to program development, and how does working in Third Space impact prospective 

students? 

Participants spoke from a wide range of experiences, bearing in mind that some 

participants were trained, and others were not. This proved beneficial not only because of the 



168 
 

rich data it produced, but also because it offered participants insight into the perspectives of 

others in positions and institutions different from their own, as they spoke about how they met 

the daily challenges in the workplace. For example, individuals were able to re-examine their 

viewpoints considering suggestions made by others. Some participants, even though they were 

not formally trained, had more experience working in a library environment than others, and this 

could be seen in the level and depth of their responses. Some individuals were very emotional 

when discussing their lack of training and its impact on them. These participants tended to be 

more vocal and to offer more information. The design team, too, although they were all part of a 

management team, had differing experiences, and therefore could target in more detail specific 

areas of the curriculum, as seen in the example dealing with technology. Hearing individuals 

speak from their lived experiences was crucial to the research. Providing opportunities for 

various perspectives to be heard, some of which might have remained invisible, helped to ensure 

community ownership of, investment in, and commitment to the research, and showed that 

participants were being taken seriously. These opportunities accrue to participants when the 

researcher is willing to power share, that is, to share decision making processes with participants 

(Cornwall & Jewkes, 1995; Dudgeon, Scrine, Cox, & Walker, 2017; McDonald, 2012). During 

the interviews, participants expressed their appreciation that someone was interested enough in 

them to listen and have them participate in, and contribute to, the process. Bergold and Thomas 

(2012) seemed to corroborate this process when they observed that  

the primary aim of participatory research is to give members of marginalized 

groups a voice, or to enable them to make their voices heard. What counts is that 

they bring their experiences, their everyday knowledge, and their ability into the 

research process and thereby gain new perspectives and insight. (p. 202) 
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The content covered in the curriculum was derived from participants’ experiences as 

expressed during the interviews, focus group discussion, and from insights gained from the 

reflective journals. One example of this was the participant who reflected on gender issues of 

which I was unaware during the period I worked in the library. The revelation of this concern 

resulted from this participant’s focus on self through reflection (Dudgeon, Scrine, Cox, & 

Walker, 2017). Gender, in her experience, was a boundary marker, possibly a segregation or 

exclusion mechanism. Conversely, it is also a line of inclusion with the “we” group being male. 

The telling, the sharing of this experience, was an eyeopener that created a shift in my 

perspective. It also highlighted the importance of opening up to and acknowledging the 

experiences of others. Being able to affirm oneself can be exhilarating (Routledge, 1996). This 

participant turned her experience into a commitment to ensure that others do not have similar 

experiences. One of the benefits of PAR is the opportunity participants have to reflect on how 

they are positioned to view the world in particular ways and to challenge how the world views 

them (Kemmis & McTaggart, 2005; Locke, Alcorn, & O'Neill, 2013).  

Participation in Third Space elevated prospective students from the fringes of decision 

making to the centre, where they became a part of the process. They were conscious of their 

weaknesses, their need for training. They were aware of the impediments to training and of what 

the impact of the training will be on their lives and on the lives of others in the wider community. 

They shared their perspectives about their lack of training, what they felt hindered them from 

access to training, and the criticality of training to them.  

Participants’ input also strengthened the curriculum during the design process. One way 

they did this was through ensuring alignment with their cultural needs, such as when they 

suggested a unit dealing with the history and development of libraries in the Caribbean within 
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the Foundations of Libraries and Information Studies Course. In fact, they ensured that each 

module in this course was firmly planted in local experiences, because they felt that students 

should be exposed to libraries and library services within the Eastern Caribbean––the various 

types of libraries, their roles, services, programs, and activities. Changes to the curriculum 

occurred through their input. During the focus group discussion, the participant who suggested 

that we include a course dealing with service to individuals with special needs was a prospective 

student. This instance exemplified participants’ impact on the research. This research in the 

Third Space offered the opportunity for the merging of viewpoints (as compiled in the 

curriculum), library traditions (as individuals’ experiences within libraries informed the 

curriculum), and ways of thinking. As a result, participants not only saw themselves as 

contributing members of the library community, but they also began to perceive themselves as 

part of the fabric of the academic community. With input from such a wide range of individuals, 

this research challenged the notion of the researcher as "expert" and the academic institution as 

the only site of recognized knowledge. Because of what we were able to achieve through our 

collaboration on program design, this research might be considered oppositional, challenging 

who is considered an academic––who can contribute to program design, whose experiences are 

valid in academia, who has contributions to make, how those contributions should be made, and 

under what conditions.  

Research Sub-question 3  

What challenges can be encountered with the use of PAR to facilitate the emergence of a 

Third Space? 
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Ethics approval and the PAR researcher. One issue that predominated for me was the 

conflict between permissions from the Institutional Review Board (IRB) and the expectations for 

the conduct of PAR. The research must be planned and approved by the IRB before it can be 

executed. Brydon-Miller (2012) challenged this approach, arguing that it is “hierarchical and 

patronizing, a system that privileges the knowledge and experience of academic researchers over 

that of those being researched” (p. 159). With PAR, on the other hand, the research begins with 

the participants. They plan and execute the project with the researcher as a colleague. This 

understanding proved disconcerting for me. Granted, I am from Antigua. I worked in library 

services there for 15 years, and I am aware of the conditions under which employees work; 

however, I still feel that the research would have benefited from the perspective of others who 

worked in libraries if they were involved from the onset. For instance, participants would learn 

more about research processes if they helped in the choice and development of the instruments 

used. This is the type of knowledge sharing, knowledge building exercise that promotes new 

understandings, supports community building (Garrison, 2016), and the type of negotiation and 

dialogue that should occur within a Third Space (Bhabha, 2009; Chulach & Gagnon, 2016; Pitts 

& Brooks, 2017). This awareness proved conflicting for me and is why I described my work as 

“modified participatory action research” in the overview of the research design (see p. 95). 

Klocker (2012) took a different view in her exploration of some of the issues related to IRB's and 

the PhD researcher who desires to use PAR. She did not perceive an issue in first submitting a 

proposal for IRB approval without the input of community members. She suggested that PAR is 

not unlike other research in the social sciences where uncertainty is built-in, because research is 

“unpredictable and often emergent” (p. 153). This she suggests, allows for PhD researchers to 

anticipate questions they “might” ask and directions the research “may” take. She also 



172 
 

challenged the idea that research that is initiated by the community is the ideal because, as she 

argued, there are certain participants who would never suggest that research be conducted on 

their lives. My response to this argument is, with respect to my research, that the design team 

were professionals who were conscious of the need for the creation of a training program for 

library staff. They wanted to participate in the research. They would, therefore, have benefited 

more from the process if they had been able to participate in the planning process.  

Klocker (2012) further explored the PhD researcher’s individualism, aligning it with the 

collectivism of PAR. In doing so, she highlighted and separated her individual responsibilities 

during her research from the collaborative work done with other participants. Similarly, I have 

outlined the process of this research. I developed the research proposal and obtained ethics 

approval. To respect the privacy of participants, I conducted the individual interviews and 

analyzed them, drawing from the transcripts the areas participants indicated they wanted covered 

in the curriculum. I was also solely responsible for the dissertation. The design phase and the 

focus group discussion were the collaborative components of the research. All this, however, 

does not negate the need for participants’ involvement from the onset. 

Goodyear-Smith, Jackson, and Greenhalgh (2015) opined that PAR “methodology sits 

oddly with ethics committee protocols that require precise pre-definition of interventions, mode 

of delivery, outcome measurements, and the role of study participants” (p. 1). They posited that 

IRBs take this position to protect participants from harm, ensure that their autonomy and rights 

are preserved, and that research is rigorous and transparent; however, they argue for a more 

expansive IRB vision of research with co-designed or co-created approaches. They proposed 

four principles to guide IRBs when contemplating research applications. First, IRBs should 

“acknowledge and celebrate the diversity of research” (p. 3). To facilitate this, they 
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recommended formal training for IRBs in the full range of research methodologies and through 

informal discussion and debate. Second, maybe at a national level, researchers, other 

stakeholders, and IRBs should develop ground rules to guide this type of research. Third, IRBs 

“should acknowledge the benefits of power sharing in the co-design process and give credit to 

measures that support this goal; researchers in turn should make such measures explicit in their 

ethics applications” (p. 4). Fourth, a recognition that co-design of academic programs (in this 

study) or co-creative research is still emergent; therefore, a need exists for continuous discussion 

and debate about assessing the ethics of this type of research. I endorse these recommendations 

and support the need for continuing the conversation.   

Participants’ abilities a hurdle. Participants’ perceptions of their abilities can be a 

hurdle to overcome. I was aware of the issues that can arise in PAR and within the Third Space. 

For instance, I consciously made efforts to maintain the balance of power, to ensure that my 

colleagues truly had a voice in the decision-making processes as they related to the design of the 

program once the research began. During the interview sessions, there were times when 

participants were hesitant to speak, and I constantly reassured them, indicating that I wanted to 

hear their opinions, that what they said would be kept in the strictest confidence. During the 

focus group, participants were encouraged to be critical of the curriculum. Initially, members of 

the design team were hesitant. They indicated that uncertainty of their ability to assist with the 

development of the curriculum was a contributing factor. Participants’ lived experiences also 

impacted the quality and depth of knowledge they could share within the Third Space; 

participants ranged from ministry officials, and qualified library professionals to untrained 

inexperienced library staff. Where it relates to participants speaking about their experiences, rich 

information was received from all, providing insight into what occurs in the various institutions.  
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My aims proved challenging to achieve and impacted the time it took to complete the 

research. Because the research was conducted online, I wanted to use a platform that would serve 

as the LMS used for implementing the program. The LMS needed to support the type of 

collaboration required for the emergence of a Third Space. In addition, the LMS had to be cost 

effective as well as housed and maintained on computers locally. This meant that ease of use and 

maintenance were also considered. It took time to research and set up the LMS, coordinating the 

process with local computer technicians.  

Unplanned situations can impact PAR and derail the process. There were breaks in the 

process that inhibited our ability to meet and maintain the type of dialogue required in the Third 

Space. For instance, key participants or their family members became ill, and hurricanes struck 

the Caribbean. I found that it was important to show empathy and understanding, to allow time 

for participants to organize their own lives, and even though it took some time, to allow them to 

indicate their readiness to resume the research.  

Research Sub-question 4  

What are the values that emerged in the Third Space in the negotiations that made their 

way into the program design? 

Participants have strong beliefs and values that they brought to the research, that 

impacted their approach to the study, and their commitment to see it through to completion. 

Several local values emerged that impacted participants’ attitudes to the research. These values 

were self-amelioration, giving back, paying it forward, deep religious faith, and a commitment to 

service (Medford-Williams, 2013). Participants indicated that they engaged in the research 

because they wanted to improve themselves and others and to give back to their community. 

These values had a positive impact on the research. Other values that emerged in the content 
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covered in the curriculum included libraries’ responsibilities towards individuals and societies, 

service/public service, the public good, access, education, and lifelong learning. These values 

were discussed as critical to library services by international library associations such as the 

International Federation of Library Associations and the American Library Association (IFLA, 

2012, Competency ALA, 2004).  

Research Sub-question 5  

How does the intersection of experience and different understandings come together in 

curriculum development, and how does it look in the Third Space? 

This research process reinforced the idea of the curriculum as a living document in 

response to environmental changes. Bolstad’s (2004) observations about collaborative 

curriculum was proven true. She noted that collaborative curriculum development better meets 

the needs of students and embeds learning in the local context. As this curriculum was derived 

from library stakeholders, it benefited from a variety of perspectives that ensured that it would 

meet the needs of the students and serve to contextualize its content. Of course, this does not 

negate the fact that as time progresses, individuals’ needs will change, and so will the 

curriculum. Participants had different experiences and so had differing points of view. Decisions 

were negotiated, as in when I asked them to explain or go deeper into a topic under discussion so 

that decisions could be made. Participants also had different levels of experience and this 

impacted the quality of their input. 

This curriculum reflects the histories, experiences, and perceptions participants have of 

issues related to library services in Antigua and Barbuda. As Berding (1997) posited, it is not the 

curriculum that is created first; instead, it is the student’s experiences from which the curriculum 

is derived. An example of this is the reflection of one participant regarding gender and the 
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workplace, that is, how she was perceived by colleagues within her specialization. This issue has 

been taken up in the curriculum as a point for discussion when each course is developed. 

Another example can be seen in the input of the computer technician in relation to the levels of 

difficulty in the technology course. The participant who addressed the need for a course dealing 

with service to individuals with disabilities is yet another example of participants contributing to 

the process out of their experiences. Participants contributed at different levels. During the 

interviews, all participants shared their perspectives on the importance of the program to be 

developed, the value of training to them, what it meant to them to participate in the research, 

what they hoped the impact of their participation would be, what they perceived as barriers to 

training, and what they would like to see covered in the curriculum.  

The design process involved the library professionals, that is, credentialed library staff, 

while the focus group brought together all participants except those from the Ministry of 

Education. This range of participants and the structure of the research meant that the study 

benefited from a range of perspectives. This type of rich information source is what Moje (2004) 

refers to as “funds of knowledge and discourse” (p. 50) derived from participants’ experiences 

within their various institutions. The fact that there was time given to participants to read and 

reflect on the curriculum before the focus group discussion meant that participants were able to 

make meaningful contributions. I think that my colleagues and I have taken Hildreth’s (2011) 

advice to heart; he suggested that “the ends of education be connected to students’ lived 

experiences, means (methods), content (subject matter), and concrete social conditions” (p. 34).  

Dewey (1938) also connected experience to the curriculum development process when he 

pointed out that “unless experience is so conceived that the result is a plan for deciding upon 

subject matter, upon methods of instruction and discipline, and upon material equipment and 
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social organization of the school, it is wholly in the air” (Chapter 2, para. 5). This curriculum 

was not created “in the air.” Rather, it was grounded in library stakeholders lived experience and 

the perceptions they drew from them.  

Response to the Overarching Research Question  

The overarching research question for this study was: How can curriculum development 

be enacted through a PAR study of the inclusive development of a library science program for 

un-credentialed library staff in the English-speaking Eastern Caribbean? As a result of this 

research, I propose a framework that might be used to facilitate this process. With the aim being 

to centre participants, embed them in the process, and contextualize their experiences, I chose a 

combination of participatory action research methodology and Third Space theoretical 

framework. To ensure that participants’ voices were heard and that their opinions and 

suggestions were acknowledged, respected and used, and that their experiences were validated, I 

chose methods that encouraged multivoicedness, opportunities for cross checking, and that 

supported critical reflection. The methods used were in-depth interviews, focus group discussion, 

reflective journals, and debriefing sessions. Because the study was conducted online, cost and 

time constraints had to be considered. A LMS that allowed both oral and written communication 

and was cost effective was chosen. It was critical, too, to ensure that the LMS would continue to 

be viable for use when the program is finally offered. Finally, it was important to be a good 

listener, be flexible and responsive to participants’ needs, be open, and maintain a sense of trust 

as the research progressed. 
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CHAPTER FIVE: OVERVIEW 

 “Then Moses went up from the plains of Moab to Mount Nebo, to the top of Pisgah 

which is across from Jericho. And the Lord showed him all the land of Gilead as far as Dan” 

(Deuteronomy 34:1, NKJV). 

Like Moses, I am positioned at the confluence of the past, present, and future. In this 

chapter, I survey my journey through this research. First, I briefly explain what inspired the 

desire to do this research and whether the goal was achieved. Next, I discuss the lessons learned. 

Then, I explain the benefits of the study for the participants, myself, and the broader Antigua 

community, and respond to the questions: “Where are we now?” and “What would I do 

differently?” Finally, I share my vision/hopes for the future, that is, what I would like to see 

happen and what its impact would be.  

All mankind is of one author, and is one volume; when one man dies, one chapter 

is not torn out of the book, but translated into a better language; and every chapter 

must be so translated . . .As therefore the bell that rings to a sermon, calls not 

upon the preacher only, but upon the congregation to come: so this bell calls us 

all: but how much more me . . . No man is an island, entire of itself . . .I am 

involved in mankind. (Donne, n.d.) 

These words by John Donne (n.d.), “but how much more me . . . No man is an island, 

entire of itself . . . I am involved in mankind,” encapsulates the value of “giving back”; that is, a 

thread that has run through my life from childhood, inculcated at home, school, and church. 

When after teaching for 25 years I was asked to head the Antigua Public Library, I dithered 

because teaching was my first love, my calling, but I eventually saw it possibly as another way to 
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give back to a community that had invested so much in me. When I took over running the 

library, no one there had completed formal training. I believe that staff should not be expected to 

function efficiently and effectively without training. Although I developed an online in-house 

training program for staff, I was haunted by the fact that while this helped with the work of the 

library and individuals gained intellectually, it did not affect their lives in a tangible way. The 

government did not recognize in-house training alone for purposes of increased remuneration or 

promotion, and most members of staff did not hold the qualifications required for entry into 

university to acquire formal training. Five members of staff received scholarships to do a 

certificate in library science online with a college in the United States. This opened doors for 

them, as they were able to use the qualifications gained to go on to do their first degree with the 

University of Wales. At the same time, the islands of the English-speaking Caribbean developed 

an accreditation system for courses developed and offered locally. The Antigua Public Library 

grew from a staff of seven to over 30, most of whom had received no formal training.  

My experiences at the library factored into my decisions about what to research for my 

dissertation. It was clear to me that a formal training course should be designed for both those 

hoping to work in libraries and those currently employed in libraries; however, I did not want to 

stay abroad and develop a course without input from library stakeholders. Hence my decision to 

use participatory action research as my chosen methodology, because through it I could 

collaborate with library stakeholders to develop the prospective course. Parallel to PAR, Third 

Space theory, with its underpinning concept of a collaborative, dialogic space where individuals 

meet and share values, meanings, and priorities, proved an equally appropriate choice. I see this 

process as a gift to my community, through which I can impact the lives of many, both within the 

library and the wider society. 
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Lessons Learned 

One of the main aims of this study was to explore whether it was feasible to conduct an 

exploratory participatory action research study within a Third Space, probing the viability of 

collaboratively developing the curriculum of a culturally sensitive library science course for un-

credentialed library staff. I learned that it is possible to collaborate with local people, including 

prospective students, to create the curriculum for a library science program, but under certain 

conditions. These conditions included: 

1. Flexibility––There must be a willingness for the researcher and the process to be 

flexible. For instance, initially I planned to design one library science course, but after 

interviewing participants and extracting the content they wanted covered in the 

course, and following consultation with the design team, we decided to design an 

entire library science program. Given time constraints, we were unable to design 

individual courses. I had also planned to conduct face-to-face interviews online with 

all participants but had to shelve that plan when it proved difficult for Ministry of 

Education stakeholders to allocate the time. Instead, they indicated a willingness to 

respond in writing to the interview questions. I decided that it was more important to 

get their input than to insist on face-to-face interviews. During the design process, all 

colleagues had to be open to change and to challenges of their ideas and the decisions 

made. 

2. Address participants’ needs––Participants should feel invested in the research, that it 

is being conducted for their benefit. From the onset of the research, all participants 

knew that the intent of the study was to design a training program. 
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3. Willingness to participate––For the project to be successful, participants must 

indicate a willingness to participate and maintain that interest throughout the life of 

the project. 

4. Participants must be interested––To maintain interest over time, treat participants 

respectfully and make them feel they have something to offer for the success of the 

program. One factor in participants’ interest is their motivation. In this research, 

participants’ cultural values, their own desire for training, their knowledge of and 

experience within the various institutions served as motivating factors. 

5. Develop an open atmosphere––Develop a relationship in which participants feel free 

to offer suggestions and to critique the process. Ensure their involvement and 

investment in the process. 

6. The quality of participants––For this study, participants were purposefully selected 

from a cross-section of library stakeholders and with varying experience. Library 

participants ranged from qualified (those with a degree in library sciences) to 

unqualified, experienced, and inexperienced library staff. 

I also learned that individuals drawn from the local milieu have a lot to offer in the course 

design process. Participants contributed to every aspect of the process. During the interviews, 

they offered the content to be covered by the program. For instance, for the interview I prepared 

a list of possible content areas to use as probes, in case participants seemed reticent to respond. I 

seldom had to refer to that list; participants spoke about their experiences, and across the range 

of interviews conducted, each area was addressed and more. I distributed the first draft of the 

curriculum to all library participants and allowed time for them to read and reflect before 

participating in the focus group discussion. During the focus group discussion, participants 
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proffered suggestions for improvement of the curriculum. Additionally, the design team 

collaborated with me during the design process. 

This research project gave me practical experience conducting PAR in conjunction with 

exploring the emergence of a Third Space in which various stakeholders had the opportunity to 

contribute to the development of the curriculum, and in which material from the international 

community had an impact. This collaborative enterprise validated the choice of methodology and 

methods; PAR was the backbone of this project. Cornwall and Jukes (1995) noted that what 

differentiates PAR from other methodologies is “who defines research problems and who 

generates, analyses, represents, owns and acts on the information which is sought” (p. 1668). 

This still rings true for me today. Given the constraints of the IRB, I was unable to contact the 

participants before planning the project and getting approval to implement it, and although to 

protect the privacy of individuals and for the purposes of the dissertation I was the only one who 

analyzed data, the participants’ voices still rang through as they contributed their knowledge 

gained from their local experiences. They are part owners of the project. Reason and Bradbury’s 

(2008) concept of PAR as bringing together “action and reflection, theory and practice, in 

participation with others, in the pursuit of practical solutions to issues of pressing concern to 

people, and more generally the flourishing of individual persons and their communities” (p. 3) 

proved true. Participants had the opportunity to reflect on their practice and then voice their 

concerns and the issues they wanted addressed in the curriculum that was being developed.  

PAR’s description as capacity building and focused on community development, 

empowerment, access, social justice, and participation; as democratic, equitable, liberating, and 

life-enhancing, providing agency and giving voice to those in society who are marginalized from 

power and resources (Kemmis & McTaggart, 2005; Robin, 2005; Lykes, Hershberg & Brabeck; 
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2011, MacDonald, 2012; Stoudt, 2009) is apt, and is seen in the process of this research. I sought 

to involve participants from every strata of library services. Credentialed and uncredentialed 

library staff participated in the individual interviews and in the focus group discussions. While I 

cannot guarantee that each participant shared all his or her thoughts, or felt no apprehensions 

about sharing ideas, efforts were made to ensure a safe, supportive atmosphere in which 

participants felt free to do so. My greatest concern about conducting participatory action research 

as a PhD student was that, in my case, PAR was modified. PAR as described by Reason and 

Bradbury (2008), McDonald (2012), and others, involves participants as colleagues throughout 

the research. It was not so in this research. While participants learned from our collaboration in 

program design, they could have learned so much more had they been involved from the onset of 

the research. Institutions should consider this and develop policies that support the conduct of 

PAR as it was envisioned, particularly with respect to ensuring the gains that can accrue to 

participants involved in PAR.  

It is difficult to extract aspects of Third Space from the influence of the PAR approach 

because both sync so well. PAR aims to give voice to the marginalized; Third Space is a dialogic 

space––a meeting place for the marginalized and those who hold power. No one who participates 

in this space remains unchanged. Just as the participatory process is a learning process, so too are 

the meetings in Third Space. We learned together what were considered the critical needs to be 

addressed by the training program. The design team acquired skills they did not have before and 

developed confidence. We drew on the global and the local to develop something new/hybrid 

(Chulach & Gagnon, 2016).  

I also experienced some of the tension and conflict that can come about from meetings 

within Third Space. My experience recalled Masoumi and Lindström’s (2012) caution to 
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designers to explore their subjectivities. I was forced to re-think a long-held position that 

Antiguan women were unlike women in developed countries where gender bias was concerned. 

The culture in my home as I grew up was one where I was surrounded by strong women. I 

worked with strong women in a profession dominated by women (teaching) and had somehow 

convinced myself that my experiences were the norm. Parrish and Linder-VanBerschot (2010) in 

a discussion of the influence of our subjectivities on positioning, described this as a false 

assumption. Reflecting on this, I realize how my ego-centrism had clouded my view. When I 

read the reflection of one participant as she spoke of her gendered experience in the workplace, I 

was shaken. That experience reshaped my view and has made me more open-minded and careful 

about making assumptions based solely on my experiences. This type of change results from 

collaborative thinking within a supportive community, thinking that Garrison (2016) described as 

“personal reflection fused with critical discourse where ideas can be challenged” (p. 3). This type 

of reflective thinking is a Third Space learning mechanism (Akkerman & Bakker, 2011). I was 

positioned within a Third Space when forced to reflect on the differences/discontinuities between 

my gendered experiences and that of the other participant. As I was given a glimpse through the 

eyes of the “other” my perspective shifted; I understood. Further, this reflection also led to action 

(Hofer, 2017, p. 17); as a result, there are now plans to include a focus on gender issues across 

the curriculum. 

Finally, I learned the criticality of providing opportunities for meetings where Third 

Spaces can emerge, where seemingly disparate groups (university researcher, credentialed and 

uncredentialed library staff from a range of institutions, and ministry officials) can come together 

to share and learn from each other. I learned that Third Space is indeed continuous, as described 

by Klein, Taylor, Onore, Strom, and Abrams (2016): “neither easy nor quick, nor is it ever a 
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completed project. It is a continual construction, a Utopian prospect that is never fully achieved” 

(p. 28), since our “Utopian” project continues. The design team will continue developing each 

course in a continuous iterative process which will involve teachers of the various courses and 

the students they teach. This means that the dialogue will continue, and there will be a widening 

ripple effect as the work involves individuals within the Eastern Caribbean. 

Benefits of the Research 

Now that I have explained some of the lessons learned during the research, I discuss the 

benefits to me, to the other participants, and to the broader Antigua community. The beauty of 

PAR is that it I did not solely extract information from participants and move on; rather, it was a 

collaborative effort from which benefits accrued to everyone. Participants had the opportunity to 

share their experiences and build new relationships within the Antiguan context. Before the 

project began, school, college, and public libraries functioned as separate institutions, and most 

staff did not know each other. The fact that there was no umbrella institution such as a library 

association ensured the isolation of each staff. Through their involvement in the research, they 

became familiar with one another. Third Spaces are emerging as the libraries and their staff are 

seen as resources and are creating the beginnings of a support network for library staff in 

Antigua. Participants also gained experience working as part of a research team conducting 

participatory action research. This was particularly true for the design team. They acquired new 

skills and learned to use old skills and knowledges in new ways. They also now know how to use 

information collected from interviews and focus group discussions to create a training program. 

All library participants engaged in the interview and focus group discussions. When the 

individual courses are complete, they will be offered online, and be available to all library 

participants. Those who are qualified will have the opportunity to teach, and uncredentialed staff 
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will receive training. Participants complained about how inefficient they felt because of a lack of 

knowledge; being able to acquire and improve their skills will be a confidence booster. As was 

observed during the design process and as expressed by individuals in the design team, they grew 

in confidence from uncertainty about whether they had something to offer, or whether they could 

actually participate in program design, to the realization that yes, they were on the right track and 

could accomplish what we planned to do. 

I, too, benefited from the research. First, I note that the relationships established within 

this emergent Third Space resulted in me being a mentor for individuals working in various 

libraries. To date, they have kept in touch with me and use me as a sounding board for projects 

and activities they plan for their libraries. I experienced the research process in a way I never had 

before, as I was responsible for specific aspects of the research: creation of the instruments 

(interview and focus group schedules) and conduct of the interviews and focus group 

discussions. The curriculum design was a shared process in which I collaborated with 

credentialed participants. I experienced program design in a practical way––locating content, 

developing goals, and so on. Further, I observed commonalities between local and indigenous 

peoples and have written a paper focused on indigenizing curriculum and online course design. 

This paper was published by Springer for the Association for Educational Communications and 

Technology (AECT; Nelson & Parchoma, 2018). I have written other papers and presented them 

at conferences in Canada and internationally. I have used the skills sharpened through this 

research to work on other projects within the Werklund School of Education. 

Libraries are places where staff interact with the community, whether that community is 

academic, school, or the public. Any training offered to library staff should benefit the 

community. As shown in the analysis, many participants indicated that they wanted training so 
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that they could better serve the community. For instance, some participants wanted to learn how 

to plan programs. Programs are a direct benefit from the training to the community, but 

participants also wanted to learn technical skills such as how to catalogue and shelve library 

materials. As they acquire these skills, they will impact the institution and the community, 

because cataloguing ensures ease of access to library material. 

A Different Approach 

Although I am satisfied that the main goals of the project were achieved, there are still 

things I would have done differently. My misgivings are related to the process itself and to the 

collection of data. I am still troubled by the fact that the local participants, especially the design 

team, were not involved from the onset, that is, before the approval from the IRB. There is so 

much they could have gained from working with me to develop the instruments, conduct the 

interviews, and analyze the data. This desire on my part to involve participants from the onset of 

the research can be juxtaposed against other realities. Do other participants in PAR have the 

skills required for the level of participation expected? If they do not, do I have the skills to train 

them? Do they want to be trained? What about the time training would require? I suggest that 

this demands an honest conversation between the researcher and prospective participants about 

their willingness to participate and at what level. Even though the methodology used was PAR, I 

was always mindful that this research was required for my PhD, and so the responsibility for 

certain aspects of the work was mine. As the work continues, however, it will become more 

participatory. The end of my PhD is not the end of the research. Each course in the program will 

be developed in collaboration with participants. As the courses are taught, they will be assessed 

and revised. I expect eventually to be able to step away as local library stakeholders take over the 

process. 
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A wide range of data was collated during the process, yet, there were some missed 

opportunities which would have enriched the analysis. For instance, I should have developed an 

instrument with guiding questions to help participants with their reflective journals. Maybe more 

of the participants would have completed the journals. Additionally, there were occasions when 

the members of the design team in Antigua met to discuss aspects of the program before posting 

their thoughts online. I should have asked them whether they would be willing to record those 

discussions and share them with me. 

Vision for the Project 

In this section, I share my dreams for the future of this project and what its impact may 

be. This project for me is a gift to the community that has invested so much in me. This study is 

a longitudinal study that will not end until each course planned in the program is designed, 

offered online, and has gained accreditation. Even then, bearing in mind that the curriculum 

development process is continuous, I expect that whatever we create will be constantly revised. 

The next step then will be to plan with the design team how to enact this. We have already 

planned to design the first course, beginning with the core courses, as soon as I have completed 

my PhD. As each course goes onstream, the accreditation process will begin. Because 

uncredentialed participants are anxious to begin the courses, training will commence as soon as 

the first course is ready.  

Moodle, the LMS used during the research, will be placed on the public library’s server 

and used initially as the platform for offering the program. The principal at the Antigua State 

College has indicated an interest in offering the courses at that institution, so I hope to continue 

consultation with the college to bring that to fruition. It is my hope that the courses will be 
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offered to the wider Antigua community, not just to library staff, so that individuals interested in 

working in libraries can access training. 

I also hope that a cadre of trained persons will be developed who will then be able to 

teach others. In order to support this, for those staff who are already qualified, a course should be 

developed that focuses on how to teach online. The design team will be encouraged to participate 

in workshops focused on online course design in which we may explore topics such as 

instructional design models and the use of digital tools to enhance the online learning 

environment. The course design process will be cyclical. As each course is completed and 

offered, student and teacher feedback will be obtained with the aim of improving the course.  

Once the courses are accredited, the next step will be to offer the program to library staff 

within the OECS. Here again, feedback will be obtained, especially to ensure both academic and 

cultural fit. I have shared my vision for this longitudinal research. This research is but one step in 

the journey. Ultimately, for my vision to be realized requires commitment––both mine and those 

of other participants, and a constant awareness that there will be changes made as we respond to 

changes in the environment. In making this vision a reality, I will follow poet Langston Hughes’ 

(1926) advice to “Hold Fast to Dreams”:  

Hold fast to dreams 

For if dreams die 

Life is a broken-winged bird 

That cannot fly. 

Hold fast to dreams . . .  
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Appendix A: Conceptual Framework 

How do interactions among participants (policy makers, library professionals, un-

credentialed library staff) investments and commitments influence program development/access 

to training? 

Participants Investments and Commitments  

 Commitment to the research process 

 Commitment to their institution 

 Commitment to family 

 Commitment to colleagues 

 Commitment to community 

Access and Barriers to Training 

 Finance 

 Lack of proper infrastructure 

 Lack of training resources 

 Lack of qualifications 

 Time taken to obtain access to training 
 
 

Impact on program development 

How do prospective students’ experiences and understandings influence their 

contributions to program development, and how does working in Third Space impact prospective 

students? 
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Prospective Students’ Perspectives and Understandings 

 Participants Experiences/Training 

 Level of training 

 Quality of participants responses -level/depth 

What challenges can be encountered with the use of PAR to facilitate the emergence of a 

Third Space? 

Challenges to PAR’s Facilitation of Third Space 

 Institutional Review Board 

 Personal biases/subjectivities 

 Perceptions of abilities 

 Achieving objectives of research 

 Unplanned situations 

 Working online 

 Identification -roles, functions, practices, personal, cultural identities, power  

 Reflection 

What are the values that emerged in the Third Space in the negotiations that made their 

way into the program design? 

Values in Third Space and Program Design  

 Caribbean/local/institutional values 

 Values of librarianship  

 Schwartz’s values 
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How does the intersection of experience and different understandings come together in 

curriculum development and how does it look in the Third Space? (understandings derived)  

Intersection of experience and understanding and curriculum development 

Understandings in Third Space 

 Collaborative curriculum design 

 Negotiations in Third Space 

 Experience and the curriculum 

  



217 
 

Appendix B: Interview Protocol Ministry Officials 

 

 

Interview Protocol: Ministry Officials 

Project: Researching the Design of a Culturally Sensitive Library Science Course 

Notes to interviewee: 

Thank you for your participation. I believe your input will be valuable to this research and in 

helping grow all of our professional practice. 

Participant interviews 

(60 minutes total) 

Introduction 

Welcome—Explain purpose of the interview 

 Thank you for agreeing to do this interview. My name is [NAME], and I'll be talking 

with you today. As you know, I am a PhD student in the Werklund School of Education 

at the University of Calgary, Canada.  

 The purpose of this interview today is to learn about your experiences with and your 

recommendations for the training of un-credentialed library staff.  
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 The interview will last about 1 hour. 

 Do you have any questions? 

Ground rules 

 At any time during our conversation, please feel free to let me know if you have any 

questions or if you would rather not answer any specific question. You can also stop the 

interview at any time for any reason. 

 Please remember that we want to know what you think and feel and that there are no right 

or wrong answers. 

 Is it OK if I record this interview? If YES, you can request that the recorder be turned off 

at any time. Any information shared when the recorder is stopped, will not be included in 

the study. If NO, then do I have permission to take notes during the interview? 

[Click the record icon] 

Training Needs 

(start at _____ 45 min end at _____)  

A key goal of this project is to obtain information about the type of training needed, the 

knowledge, skills, abilities that need to be strengthened through training and the actual content 

you would like to see covered in any training designed for un-credentialed library staff. 

Training Needs 

(start at _____ 45 min end at _____) 
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1. How can the library assist the Ministry of Education in achieving its national/school 

goals? 

2. Are library staff ready to fulfil this function/meet these needs? 

3. How would the provision of training impact the library’s ability to perform this 

function? 

4. How does the Ministry of Education respond to library staff training needs? 

5. What kind of services do you expect the library staff to offer? [PROBE: programs, 

classes, reference, assistance locating information, planning events and activities, 

research services, access to online databases]. 

6. What value do you see in libraries in the context of national/school/education 

development? 

7. What would be your priority areas for library staff training? 

8. What are some of the barriers to the provision of training? 

9. What challenges does the library face that could be resolved by training? 

10. When you compare your library service with what you know of other similar libraries 

and information services – where are the major gaps in service provided? 

11. Has staff asked for information, resources, training, etc. for their work with patrons. 

12. Were you able to meet their needs? Please be as specific as possible. (Probe: Why not?) 

13. Does your library have the budget to accommodate training for staff? 

14. Would you allow staff to take time for training? 

15. Please detail what kinds of workshops and/or training the library has provided for you. 

(Probe: Please indicate when this training was acquired and if you feel it is now 

outdated) 
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16. What specific topics would you like to learn more about, in order to better assist 

patrons and meet their information needs? 
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Appendix C: Interview Protocol Professional/Credentialed Library Staff 

 

 

Interview Protocol: Professional library staff 

Project: Researching the Design of a Culturally Sensitive Library Science Course 

Notes to interviewee: 

Thank you for your participation. I believe your input will be valuable to this research and in 

helping grow all of our professional practice. 

Participant interviews 

(60 minutes total) 

Introduction 

Welcome—Explain purpose of the interview 

 Thank you for agreeing to do this interview. My name is [NAME], and I'll be talking 

with you today. As you know, I am a PhD student in the Werklund School of Education 

at the University of Calgary, Canada.  

 The purpose of this interview today is to learn about your experiences with and your 

recommendations for the training of un-credentialed library staff.  
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 The interview will last about 1 hour. 

 Do you have any questions? 

Ground rules 

 At any time during our conversation, please feel free to let me know if you have any 

questions or if you would rather not answer any specific question. You can also stop the 

interview at any time for any reason. 

 Please remember that we want to know what you think and feel and that there are no right 

or wrong answers. 

 Is it OK if I record this interview? If YES, you can request that the recorder be turned off 

at any time. Any information shared when the recorder is stopped, will not be included in 

the study. If NO, then do I have permission to take notes during the interview? 

[Click the record icon] 

Training Needs 

(start at _____ 45 min end at _____)  

A key goal of this project is to obtain information about the type of training needed, the 

knowledge, skills, abilities that need to be strengthened through training and the actual content 

you would like to see covered in any training designed for un-credentialed library staff. 

Training Needs 

(start at _____ 45 min end at _____) 
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1. How can the library assist the Ministry of Education in achieving its national/school 

goals? 

2. Are library staff ready to fulfil this function/meet these needs? 

3. How would the provision of training impact the library’s ability to perform this function? 

4. How does the Ministry of Education respond to library staff training needs? 

5. What kind of services do you expect the library staff to offer? [PROBE: programs, 

classes, reference, assistance locating information, readers’ advisory, planning events and 

activities, research services, access to online databases, basic computer, customer 

services, orientation, accessioning, acquisition, exhibition, cataloguing, bookmobile, 

community services e.g. outreach to the elderly, disabled, special needs] 

6. What value do you see in libraries in the context of national/school/education 

development? 

7. What would be your priority areas for library staff training? 

8. What are some of the barriers to the provision of training? 

9. What challenges does the library face that could be resolved by training? 

10. When you compare your library service with what you know of other similar libraries and 

information services – where are the major gaps in service provided? 

11. Has staff asked for information, resources, training, etc. for their work with patrons 

12. Were you able to meet their needs? Please be as specific as possible. (Probe: Why not?) 

13. Does your library have the budget to accommodate training for staff? 

14. Would you allow staff to take time for training? 
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15. Please detail what kinds of workshops and/or training the library has provided for you. 

(Probe: Please indicate when this training was acquired and if you feel it is now 

outdated.) 

16. What specific topics would you like to learn more about, in order to better assist patrons 

and meet their information needs? 

As you know, I plan to use the information provided in this interview to develop the 

curriculum for a course to train untrained library staff. We'd like to get your input on the content 

of the curriculum. The curriculum will contain the content, purpose, method, duration and 

location planned for the course. 

What do you think are the priority topics and content areas for the curriculum?  

a. With what topics do untrained library staff need the most assistance? 

b. In which department can training effect the most change? 

What is the most important message that you want me to take away from this interview? 

Is there anything else that you would like to add about anything that we've discussed or  

other areas that we didn't discuss but you think are important? 

How do you feel about your being able to contribute to the development of the 

curriculum for this course? 

What do you expect the impact of your contribution will be? 
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Appendix D: Interview Protocol Uncredentialed Library Staff 

 

 

Interview Protocol: un-credentialed library staff 

Project: Researching the Design of a Culturally Sensitive Library Science Course 

Notes to interviewee: 

Thank you for your participation. I believe your input will be valuable to this research and in 

helping grow all of our professional practice. 

Participant interviews 

(60 minutes total) 

Introduction 

Welcome—Explain purpose of the interview 

 Thank you for agreeing to do this interview. My name is [NAME], and I’ll be talking 

with you today. As you know, I am a PhD student in the Werklund School of Education 

at the University of Calgary, Canada. (tell a little more about yourself and invite the 

participant to tell a little about herself). 
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 The purpose of this interview today is to learn about your experiences with and your 

recommendations for the training of un-credentialed library staff.  

 The interview will last about 1 hour. 

 Do you have any questions? 

Ground rules 

 At any time during our conversation, please feel free to let me know if you have any 

questions or if you would rather not answer any specific question. You can also stop the 

interview at any time for any reason. 

 Please remember that I want to know what you think and feel and that there are no right 

or wrong answers. 

 Is it OK if I record this interview? If YES, you can request that the recorder be turned off 

at any time. Any information shared when the recorder is stopped, will not be included in 

the study. If NO, then do I have permission to take notes during the interview? 

[Click the record icon] 

I’d like to begin by asking you some questions about your current job. 

1. What is your position at [organization]? What are your major responsibilities in your 

current position? 

2. How long have you been with [organization]? 

3. Can you tell me a bit about your work and experience as it relates to training? (Probe 

particularly for aspects of current job that relate to performance of untrained library staff) 

4. How are you affected by your level of training? 
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Training Needs 

(start at _____ min end at _____) 

A key goal of our project is to obtain information about the type of training needed, the 

knowledge, skills, abilities that need to be strengthened through training and the actual content 

you would like to see covered in any training designed for un-credentialed library staff.  

1. Describe a specific situation or problem that you experienced on the job in which you felt 

you could have done something better? (Probe: answered or explained something better 

or in general improved your performance by having training).  

2. During the situation, did you have any questions, things you wanted to learn about or 

found confusing? If yes, what were the questions?  

3. Did you ever get an answer to each of the questions?  

[Probe: If yes, how did you get an answer and how did the answer help you?  

If no, what do you see as having prevented you from getting an answer and how did you  

hope the answer would help you?]  

4. How would you expect training to help you in future, similar, experiences?  

5. What training do you think would help you become more effective in your current job 

and in your future career? 

[Probe: What type of training would you find most helpful in your current department or 

another department in which you would like to work? Why is that training important to 

you? What training is relevant to the tasks you perform now, and possibly in the near 

future?] 

6. What duties and tasks do you perform most frequently? 
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7. What do you think you need to know to perform these duties and tasks effectively? 

8. When you compare your library service with what you know of other similar library and 

information services – where are the major gaps in the skills required? 

9. Please detail what kinds of workshops and/or training the library has provided for you. 

(Probe: Please indicate when this training was acquired and if you feel it is now 

outdated.) 

10. What specific topics would you like to learn more about, in order to better assist patrons 

and meet their information needs? 

11. Please detail what kinds of workshops and/or training the library has provided for you. 

(Probe: Please indicate when this training was acquired and if you feel it is now 

outdated.) 

12. What specific topics would you like to learn more about, in order to better assist patrons 

and meet their information needs? 

13. As you know, I plan to use the information provided in this interview to develop the 

curriculum for a course to train untrained library staff. We’d like to get your input on the 

content of the curriculum. The curriculum will contain the content, purpose, method, 

duration and location planned for the course. 

14. What do you think are the priority topics and content areas for the curriculum?  

o With what topics do untrained library staff need the most assistance? 

o In which department can training effect the most change? (cataloguing and 

organization of library material, literacy) 

o [PROBE: planning programs – planning events and activities, conducting classes 

-training for clients in use of the library’s resources and other community 
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outreach as the need arises, reference, assistance locating information, acquisition, 

research services, access to online databases, preservation, repair and maintenance 

of library material, collection management, cataloguing, organization of library 

material, customer service, basic computer training, relating to teachers, literacy] 

 

15. What is the most important message that you want me to take away from this interview? 

16. Is there anything else that you would like to add about anything that we’ve discussed or  

other areas that we didn’t discuss but you think are important? 

17. How do you feel about your being able to contribute to the development of the 

curriculum for this course? 

18. What do you expect the impact of your contribution will be? 
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Appendix E: Focus Group Protocol 

 

 

Focus Group Protocol 

Project: Researching the Design of a Culturally Sensitive Library Science Course 

(60 minutes total) 

Introduction 

 Do you have any questions? 

Welcome  

 Good morning/afternoon and welcome. Thanks for taking the time to join our discussion 

about the training needs of un-credentialed library staff. My name is [NAME]. As you 

know, I am a PhD student in the Werklund School of Education at the University of 

Calgary, Canada, and I will serve as the moderator for today’s focus group discussion.  

Purpose of the focus group: 

 The purpose of today’s discussion is to get your perception of the draft curriculum which 

has been shared with you. I would like to know what you like and don’t like and whether 

I have left out any area you think should be included.  
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 The discussion will last about 1 hour. During this time, I will ask you questions and will 

listen to what you have to say. 

 Do you have any questions? 

Ground rules: 

5. I want you to do the talking  

I want everyone to participate. I may call on you if I haven’t heard from you in a while. 

6. There are no right and wrong answers 

There are no right or wrong answers to the questions I am about to ask. I expect 

that you will have differing points of view. Please feel free to share your point of view 

even if it differs from what others have said. You do not have to agree with others, but 

you are encouraged to listen respectfully as others share their views. If you want to 

follow up on something that someone has said, you want to agree, disagree, or give an 

example, feel free to do that. Don’t feel like you have to respond to me all the time. Feel 

free to have a conversation with one another about these questions.  

7. What is said here, stays here 

Unless you have indicated otherwise, no reports will link what you say to your name, 

department or institution. In this way your confidentiality will be maintained. In addition, I ask 

that you also respect the confidentiality of everyone here. Please do not share any part of our 

discussion after you leave this room. 

8. Permission to Record the Session 
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Since I do not want to miss anything you have said, I would like your permission to 

record the session. Please note that you can request to have the recording stopped at any point in 

time. Information shared when the recorder is stopped will not be included in the study data. 

May I begin recording now?  

[Click the record icon] 

First, tell us your name or chosen pseudonym, the type of library you work in, and how 

long you have been working there. 

Training Needs 

(start at _____ end at _____) 

A key goal of our project is to obtain information about the type of training needed, the 

knowledge, skills, abilities that need to be strengthened through training and the actual content 

you would like to see covered in any training designed for un-credentialed library staff. 

1. Round robin:  

Take a few minutes to write your first thoughts about the areas covered in the draft 

curriculum shared with you. Each of you will then be asked to share your impressions 

with us. 

2. What do you like best about the curriculum? 

3. Think about tasks performed or situations that occur in the library and the skills required 

to perform them. If you had the opportunity to acquire any skill, which would you want 

most? 
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4. Think back over your experiences with/as an untrained employee, do you think that the 

curriculum covers the areas of greatest need? [Probe: Are those areas adequately 

covered?] 

5. What topic/s would you like to see included? [Probe: What skill, knowledge, ability, 

attitude does this address?] 

6. Of all the topics we have discussed, which are the most important to you? 

7. Summary question: You have indicated that [topics] should be included in the 

curriculum, and which of your [areas/topics] are priority. Is this an adequate summary? 

8. The purpose of the study is to develop a curriculum for a course to be offered to un-

credentialed library staff. Have we missed anything? 

Thanks so much for participating in our focus group session. Let me remind you 

that in the next two or three weeks, you will receive an email message from me that will 

include an attached transcript of today’s discussion. You will have two weeks to read the 

transcript and make revisions or additions to your contributions and return the revised 

transcript to me via email. If you are confident that the transcript accurately reflects your 

contributions to today’s discussion, please send me an email to let me know.  
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Appendix F: Debriefing Protocol Design Team 

 

 

Debriefing protocol for design team 

(30 minutes total) 

Introduction 

 Do you have any questions? 

Welcome  

 Good morning/afternoon and welcome. Thanks for taking the time to join our discussion 

about the training needs of un-credentialed library staff. My name is [NAME]. As you 

know, I am a PhD student in the Werklund School of Education at the University of 

Calgary, Canada, and I will serve as the moderator for today’s focus group discussion.  

Purpose of the debriefing session: 

 The purpose of today’s discussion is to find out how you feel about your participation in 

the research. I would like to know what you like and don’t like about the process.  

 The discussion will last about 30 minutes. During this time, I will ask you questions and 

will listen to what you have to say. 
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 Do you have any questions? 

Ground rules: 

1. I want you to do the talking  

2. I want everyone to participate. I may call on you if I haven’t heard from you in a while 

3. There are no right and wrong answers 

There are no right or wrong answers to the questions I am about to ask. I expect 

that you will have differing points of view. Please feel free to share your point of view 

even if it differs from what others have said. You do not have to agree with others, but 

you are encouraged to listen respectfully as others share their views. If you want to 

follow up on something that someone has said, you want to agree, disagree, or give an 

example, feel free to do that. Don’t feel like you have to respond to me all the time. Feel 

free to have a conversation with one another about these questions.  

3. What is said here, stays here 

Unless you have indicated otherwise, no reports will link what you say to your name, 

department or institution. In this way your confidentiality will be maintained. In addition, I ask 

that you also respect the confidentiality of everyone here. Please do not share any part of our 

discussion after you leave this room. 

4. Permission to Record the Session 

Since I do not want to miss anything you have said, I would like your permission to 

record the session. Please note that you can request to have the recording stopped at any point in 
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time. Information shared when the recorder is stopped will not be included in the study data. 

May I begin recording now?  

[Click the record icon] 

First, tell us your name or chosen pseudonym, the type of library you work in, and how 

long you have been working there. 

Training Needs 

(start at _____ end at _____) 

A key goal of our project is to obtain information about the type of training needed, the 

knowledge, skills, abilities that need to be strengthened through training and the actual content 

you would like to see covered in any training designed for un-credentialed library staff, and your 

participation was critical to this process. 

The purpose of this debriefing session is to find out how you feel about the conduct and 

the results of the research, and about your participation in it.  

1. What were our original objectives for the research? 

2. Did we meet them? 

3. Were there any problems encountered as we tried to meet our objectives? (think: What 

didn’t go well and why -tech issues, contacting participants, remaining committed, dealing 

with the subject matter/content) If so, what were they? 

4. Did those problems get solved? How? Was the provided solution effective? 

5. Was your individual role in the research process clear to you from the outset? 
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6. How important was it to you to be a part of the process? 

7. How important was it to you to be able to make the choices of material to be included in the 

curriculum? 

8. What personal or national values influenced your decision to participate? 

9. What values influenced your choices of material to include in the curriculum? 

10. Did you find that the information you needed to help with the curriculum design was readily 

available to you? 

11. How much did international content (sample curriculum) figure/impact your selection of 

courses and what you included in the courses? 

12. What were some successes during the research? (Think: What went well? Why?) Who or 

what was responsible for them? Do you think that these successes will impact the next stage 

of the research? How? 

13. How do you feel about our use of technology during this research? What was the impact? 

How can we improve on its use in the future?  

14. How are you feeling? 

15. How did it go? How do you feel? What more do you need from me? 

 

Thanks so much for participating in our debriefing session. Let me remind you that in the 

next two or three weeks, you will receive an email message from me that will include an attached 

transcript of today’s discussion. You will have two weeks to read the transcript and make 

revisions or additions to your contributions and return the revised transcript to me via email. If 

you are confident that the transcript accurately reflects your contributions to today’s discussion, 

please send me an email to let me know.  
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Appendix G: Debriefing Protocol Uncredentialed Library Staff 

 

 

Project: Researching the Design of a Culturally Sensitive Library Science Course 

(30 minutes total) 

Introduction 

 Do you have any questions? 

Welcome  

 Good morning/afternoon and welcome. Thanks for taking the time to join our discussion 

about the training needs of un-credentialed library staff. My name is [NAME]. As you 

know, I am a PhD student in the Werklund School of Education at the University of 

Calgary, Canada, and I will serve as the moderator for today’s focus group discussion.  

Purpose of the debriefing session: 

 The purpose of today’s discussion is to find out how you feel about your participation in 

the research. I would like to know what you like and don’t like about the process.  
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 The discussion will last about 30 minutes. During this time, I will ask you questions and 

will listen to what you have to say. 

 Do you have any questions? 

Ground rules: 

1. I want you to do the talking  

I want everyone to participate. I may call on you if I haven’t heard from you in a while. 

2. There are no right and wrong answers 

There are no right or wrong answers to the questions I am about to ask. I expect 

that you will have differing points of view. Please feel free to share your point of view 

even if it differs from what others have said. You do not have to agree with others, but 

you are encouraged to listen respectfully as others share their views. If you want to 

follow up on something that someone has said, you want to agree, disagree, or give an 

example, feel free to do that. Don’t feel like you have to respond to me all the time. Feel 

free to have a conversation with one another about these questions.  

3. What is said here, stays here 

Unless you have indicated otherwise, no reports will link what you say to your name, 

department or institution. In this way your confidentiality will be maintained. In addition, I ask 

that you also respect the confidentiality of everyone here. Please do not share any part of our 

discussion after you leave this room. 

4. Permission to Record the Session 
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Since I do not want to miss anything you have said, I would like your permission to 

record the session. Please note that you can request to have the recording stopped at any point in 

time. Information shared when the recorder is stopped will not be included in the study data. 

May I begin recording now?  

[Click the record icon] 

First, tell us your name or chosen pseudonym, the type of library you work in, and how 

long you have been working there. 

Training Needs 

(start at _____ end at _____) 

A key goal of our project is to obtain information about the type of training needed, the 

knowledge, skills, abilities that need to be strengthened through training and the actual content 

you would like to see covered in any training designed for un-credentialed library staff, and your 

participation was critical to this process. 

Debriefing protocol for uncredentialed staff 

1. What were your personal goals for participating in this research? 

2. Did you achieve those goals? 

3. How do you feel about the research and where we are now? 

4. How has the research impacted your relationship with each other? (Think: did you 

know each other before this? How do you feel about each other now? Do you now 

feel a part of a wider community?) 
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Do you have any questions? 

Thanks so much for participating in our debriefing session. Let me remind you that in 

the next two or three weeks, you will receive an email message from me that will include an 

attached transcript of today’s discussion. You will have two weeks to read the transcript and 

make revisions or additions to your contributions and return the revised transcript to me via 

email. If you are confident that the transcript accurately reflects your contributions to today’s 

discussion, please send me an email to let me know.  

 

 


