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Introduction

In the one-room school | attended for grades K-5, we had a small room
we called the library. There were four shelves from which the teacher told me
I could take books to read. In the six years | attended the school, | never did
find out who used the other books. | don’t remember ever getting new ones.
We did not do any research, as all the information we needed was in our text-
books. | learned about card catalogs and author, title, and subject cards, not
because we had a card catalog (which we didn’t), but because those questions
were on the lowa Tests of Basic Skills. | discovered once | got to high school
that just because I could answer the test questions didn’t mean | could use the
library.

My schooling began more than 50 years ago. Much has changed since
then, including our information needs. The local neighborhood and the
nearby town defined my world. As a result my information needs were few
and readily available from my parents or the newspaper. The same cannot be
said for children today. Their world is full of news from strange-sounding
places like Uzbekistan, and they hear about poverty and war in Sudan. Many
have physically traveled to different parts of the United States or made virtual
trips via the Internet and television to other parts of the world. | grew up in a
homogeneous community, but students today have in their classrooms chil-
dren from various cultures, some of whom do not speak English. To say that
children today have greater information needs and need access to more
information is something of an understatement.

The amount of information keeps increasing; therefore students must be-
come discerning consumers of information. As a K-12 student | could be as-
sured that the books I used had been edited, the information was accurate, and
the author was someone who knew the subject. Not so today! Anyone can
publish on the Internet. One needs no special training, no specific knowledge
in a subject area, and no editor. Consequently much of what is published on
the Internet is suspect. The information must be scrutinized for accuracy, au-
thority, and bias. These are skills that students must learn. In other words, stu-
dents must become critical thinkers. An information literacy curriculum
provides the standards for students to become critical users of information.

The library media specialist is the person responsible for teaching the in-
formation literacy curriculum in many schools. Since becoming information
literate is an active process, one in which the learner must actively seek
knowledge rather than just sitting and absorbing facts, a different type of
teaching methodology must evolve. The library media specialist must be-
come a coach guiding the students through a research process.

X111



Xiv Introduction

Teaching a research process is an important part of becoming informa-
tion literate. A person’s need for information never ends; the type of informa-
tion needed changes. The reason for the information changes, but the need for
information does not. Because of the continuing need for information, know-
ing a research process is critical. Students must be more self-directed in their
learning, and a research process gives them the direction.

Another necessary change to help students in learning information liter-
acy skills is to integrate those skills with what is being done in the classroom.
Integration helps them see the relevance of learning the process. Since the
learning is tied to something they already know, the students will be more
successful.

The integration of information literacy skills with other curricula will re-
quire flexible scheduling. No longer can students come to the library media
center every Tuesday at 9:00 A.M. for some instruction. With integration the
students come when there is a need. If the skills are tied to another curriculum
area, coming to the library means coming at the time the class meets and
coming for several days in a row.

Because of the integration with other curricula and the increased use of
the library media center, the library media specialist will have to consider the
use of curriculum mapping and collection mapping. The former helps deter-
mine where the skills can be taught. The latter identifies areas of weakness
and strengths in the library media collection. Both are needed if the library
media center is to serve student’s and teacher’s needs.

Everyone has information needs—which movie to see, what car to buy,
what polymyogia rhumematica is. Information is a fundamental need people
have. The school library media specialist today has an important task, that of
instructing students to become critical consumers of information. In 1998 the
American Association of School Librarians and the Association for Educa-
tional Communications and Technology published Information Power:
Building Partnerships for Learning, which provided national information
literacy standards for the first time.

What is information literacy? Why are information literacy skills so im-
portant? What are the national standards? How have different states adapted
the national standards to meet state standards? What is collaboration and flex-
ible scheduling? How does a library media specialist work with classroom
teachers to integrate information literacy skills into other curricular areas?
What does the teaching of information literacy look like at the local level?
What implications does the teaching of information literacy skills have for the
library media center? What research processes are there? These are the ques-
tions that I attempt to answer in this book. This is not an exhaustive discussion
of the issues, but a beginning. Each person must take what he or she needs and
apply it to a local situation.
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Information literacy is at the very foundation of our country. Our Found-
ing Fathers were well read, read several languages, and when faced with es-
tablishing a government, drew on what information they had, thought about
it, and applied the information to the problem. Everyone uses information to-
day regardless of occupation, education, or social and economic status. Edu-
cating students to achieve information literacy competence is a goal that must
become the heart of the library media program, if not the school. All students
need information literacy skills. To neglect teaching students these skills only
widens the gap between the haves and the have nots.
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Information Literacy:
What and Why

A superintendent was explaining to the school board
why it wasimportant to continue to support replacing com-
puters in the schools. He commented that the students
needed to become information literate. That in the 21st
century students needed to know how to use computers to
find information. The school district needed to provide
computers so students could become information literate.

What is wrong with this picture?

The amount of information available today is increasing rapidly. Infor-
mation doubles in months rather than years or decades. The widespread use of
the Internet has increased access to information to an extent that was unheard
of ten years ago. Certainly there is more and more information available to
students and teachers, and that information is valuable. Teachers must realize
and communicate to students an understanding that in today’s society, infor-
mation is viewed as a commodity and, as such, it is bought and sold, like the
product of any other business (Lenox & Walker, 1993, p. 318).

An information glut is here, and undoubtedly information and its avail-
ability will continue to increase. This information glut can actually interfere
with student learning. The more information students have, the more frus-
trated they become when trying to understand what they read. To contend
with this mass of information, students must have certain skills.

The constructivist philosophy of education contributes to students’ need
to understand and use information. McKeown and Beck describe
constructivism as students constructing their own knowledge and teachers
orienting their instructional practices toward teaching for understanding
(1999). Constructivism can also be described as inquiry-based learning or
problem-solving learning.
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With all of the information available today and students needing to con-
struct their own meaning, information literacy skills are necessary for them to
become functioning, literate adults. What is information literacy? Where did
the term originate? Why is it critical? Was the superintendent correct when he
equated knowledge of computers with being information literate?

History of Information Literacy

The definition of literacy changes as society’s needs change. At one time
a person was considered literate if he or she could write his or her name. After
the invention of the printing press, to be literate a person had to be able to de-
code printed words. Today one has to be literate in a variety of ways, one of
which is information literacy. Simply decoding words is not enough. The
concept of information literacy has been around for about 30 years but has
evolved over time. In 1974 Paul Zurkowski, president of the Information In-
dustry Association, introduced the concept of information literacy and de-
fined it as people trained in the application of information resources to their
work (cited in Spitzer, Eisenberg & Lowe, 1998). In other words, people use a
variety of information tools to mold information solutions to problems.
Burchinal stated in 1976 that in order to be information literate people needed
anew set of skills, including how to locate and use information efficiently and
effectively to solve problems and make decisions (cited in Spitzer, Eisenberg
& Lowe, 1998).

Another early definition of information literacy was that it includes all the
facts and ideas that one wants at different times for any part of one’s life
(Carroll, 1981). With this definition Carroll stated the idea that information lit-
eracy contains more than needed facts, and she expanded the definition to in-
clude the idea that facts could be used in the areas of work, leisure, and personal
interest (1981). Here was the suggestion that information could enrich lives.

In response to A Nation at Risk, the National Commission on Libraries
and Information Science (NCLIS) stated that a basic objective of education is
for each student to learn how to identify needed information, locate and orga-
nize it, and present it in a clear and persuasive manner (Haskim, 1986, reported
in Spitzer, Eisenberg & Lowe, 1998, p. 41). Kuhlthau’s work provided the
bases for the next stages of development and implementation. She reasoned
that existing search processes reflected the information system’s perspective
rather than the user’s perspective. A gap existed between the system’s tradi-
tional patterns of information provision and the user’s natural process of in-
formation use (Kuhlthau, 1991). More attention had to be focused on the
formative stages of the information search process. More about Kuhlthau’s
work is reported in Chapter 7.



What |sInformation Literacy? 3

In 1988 the American Association of School Librarians and the Associa-
tion for Educational Communications and Technology published Informa-
tion Power: Guidelinesfor School Library Media Programs. Included was a
mission statement that defined the role of the library media program in terms
of information needs: The mission of the library media program is to ensure
that students and staff are effective users of ideas and information (AASL &
AECT, 1988, p. 1). Based on this mission statement, the definition of infor-
mation literacy as the ability to find and use information was developed
(AASL & AECT, 1998). Ten years later Information Power: Building Part-
nerships for Learning stated a set of information standards for student learn-
ing. Those standards outline levels of proficiency, provide examples of where
information literacy skills might be needed, and offer content-area standards
with which information literacy might be integrated (1998).

The International Literacy Year in 1990 ended with Policy Directions,
which defined literacy as the ability to read and use written information, write
appropriately in a range of contexts, and recognize numbers and basic mathe-
matical signs and symbols. The Policy also widened the definition to include
the integration of speaking, listening, and critical thinking (skills) in reading
and writing as well as the idea that literacy develops throughout a person’s
life (Langford, 1998).

What IsInformation Literacy?

Mention the word literacy, and most people will automatically think
“reading,” but there are a variety of types of literacy that people must have.
Among these are reading, visual literacy, computer literacy, numeracy, media
literacy, digital literacy, and information literacy. The term information liter-
acy can mean different things to different people. Lenox and Walker (1993)
define information literacy as a person’s ability to access and understand a va-
riety of information sources. Loertscher (1996) says that an information liter-
ate student is one who is an avid reader, a critical thinker, a creative thinker,
an interested learner, an organized investigator, an effective communicator, a
responsible information user, and a skilled user of technology tools.

Another definition of information literacy is the ability to find informa-
tion, translate it into meaning and understanding, and create good new ideas
(McKenzie, 2000). Thompson and Henley (2000) state that information liter-
acy can be defined as knowing how to learn, or the ability to derive meaning
from information. Also included in their definition is one from the Associa-
tion of Supervision and Curriculum Development (ASCD) that defines an in-
formation literate student as one who can successfully complete a complex
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problem-solving process that requires him or her to define the need for infor-
mation, determine a search strategy, locate the needed resources, assess and
understand the information found, interpret the information, communicate
the information, and evaluate his or her conclusions in view of the original
problem (2000).

Doyle’s (1994) definition of information literacy focuses on the attrib-
utes of an information literate person. She says that an information literate
person is one who

* recognizes that accurate and complete information is the basis for in-
telligent decision making;

* recognizes the need for information;

« formulates questions based on information needs;
« identifies potential sources of information;

« develops successful search strategies;

« accesses sources of information, including computer-based and other
technologies;

« evaluates information;

« organizes information for practical application;

* integrates new information into an existing body of knowledge; and
« uses information in critical thinking and problem solving.

The Secretary’s Commission on Achieving Necessary Skills (SCANS)
Report (2000) indirectly defined information literacy. The report states that a
worker who demonstrates competency with information can

* acquire and evaluate information,

e organize and maintain information,

* interpret and communicate information, and
 use computers to process information.

The report suggests that these competencies are needed for the workplace of
the future, thus supporting the need for information literacy instruction.

In 1981 the Association of College & Research Libraries, a division of
the American Library Association, released its report on information literacy.
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It states that to be information literate, a person must be able to recognize
when information is needed and have the ability to locate, evaluate, and use
effectively the needed information. McKenzie’s definition of information
literacy has three components:

* Prospecting—requires navigation skills as well as the ability to
sort, sift, and select relevant data

* Interpreting—translating data and information into knowl-
edge, insight, and understanding

 Creating good new ideas—development of new ideas rather
than rehashing the ideas of others. (2000, pp. 41-42)

The California Technology Assistance Project defines information liter-
acy as a learning process in which one identifies a need or defines a problem,
seeks applicable resources, gathers and consumes information, analyzes and
interprets the information, synthesizes and effectively communicates the in-
formation to others, and evaluates the process (CTAP, 2001).

Many of these definitions have common themes: accessing, locating,
evaluating, and using information. Some definitions go further, mentioning
the ability to recognize a need for information. In an international study the
only component that principals and library media specialists agreed on was
the ability to access information from a variety of sources (Oberg, Hay &
Henri, 2000). This finding might suggest that educators are still thinking in
terms of library skills. Ultimately, information literate people are those who
have learned how to learn. They know:

« How knowledge is organized
e How to find information

e How to use information in such a way that others can learn
from them. (Radar, 1997, p. 48)

Because there are many definitions for information literacy, school dis-
trict personnel should agree on a definition for their own use. Defining infor-
mation literacy is an important first step. All stakeholders (teachers,
administrators, and the library media specialist) must understand what is
meant by information literacy. Developing a local definition, even if through
adaptation of another organization’s definition, gives a feeling of ownership
to the local educational community. Having agreed on a definition, adminis-
trators and teachers must understand the importance of students becoming in-
formation literate. They need a process such as Kuhlthau (1994b) developed
in order to visualize how students become information literate. Library media
specialists must work in collaboration with other teachers and administrators
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to see that information literacy skills are integrated into all parts of the
curricula.

The definition of information literacy used in this book takes a broad
view: the ability to recognize a need, then access, find, evaluate, use, and
communicate information. Learning is the bottom line.

What Information Literacy |s Not

Understanding what information literacy is not is also important. As dis-
cussed above, the definition of information literacy has changed over time,
and people use different definitions of the term. Say “information literacy,”
and some people think about teaching how to use an atlas. Others will think
about using computers. Following is a short discussion of terms people often
think of as being the same as information literacy. They are perfectly good
terms, but they are not information literacy.

Library Skills

Information literacy is not library instruction or library skills. Library
skills focus on helping students understand how to use specific resources, that
is, the mechanics of the resources. For example, students are taught how to
use an encyclopedia, a poetry index, a magazine index, and the online
catalog, as well as how to understand the Dewey Decimal System. Finding
a few sources of information that could be used is the purpose of library
skills. While information literacy skills do include accessing information,
they go far beyond that, to using and thinking about information. The
skills of evaluating the appropriateness of facts to the information need or
problem, combining information into new knowledge, and communicating
the new knowledge in an effective way are part of information literacy skills
but not part of library skills.

Computer Literacy

Information literacy also is not the same as computer literacy. A library
media specialist was introducing the new information literacy curriculum at a
staff meeting. She explained that the library media specialists in the district
had worked together to develop a K-12 articulated curriculum, using the stu-
dent competencies listed in Information Power: Building Partnerships for
Learning (AASL & AECT, 1998) and reviewing curricula from other school
districts. The library media specialist then went over the major parts of the
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curriculum and reminded the teachers that the information literacy skills
would be integrated into other curricula.

At the completion of her remarks a fifth-grade teacher raised her hand
and said she felt her students were already information literate. She had them
using the computer to answer questions all the time, and they did a good job.
Having helped some of these students, the library media specialist knew they
were basically filling out worksheets using the computer. An example of a
question they answered was, “How many flags have flown over the state of
Texas?” There was no thought involved and no application for this bit of in-
formation. Thinking about information and applying it are basic tenets of an
information literate person. What the teacher was really saying was, “My stu-
dents are computer literate.” They knew how to use a computer to find infor-
mation. They were not being taught how to use the information.

Computer literacy generally means that a person has keyboarding skills
and ability in using the computer and in manipulating the software. Computer
literacy is certainly necessary for students to become information literate.
Computers assist in accessing information via the Internet and online data-
bases, manipulation of data in spreadsheets or databases, and presentation of
information through the use of word processors and PowerPoint™ or similar
programs. The computer is a tool to facilitate learning. The superintendent
and teacher mentioned above were confusing computer literacy with
information literacy.

Digital Literacy

According to Eisenberg, Carrie, and Spitzer, digital literacy considers
the broad range of resources that are accessible online and underscores the
importance of looking at each of these resources with a critical eye (2004, p.
8). A digitally literate person will consider the author of the information a
clue to the accuracy and bias of the information. Unlike books and magazines,
which are overseen by editors, online resources can be posted by individuals
without expertise in a given field. Because of the need to examine the author-
ity, accuracy, and bias in online resources, digital literacy can be used in
teaching information literacy.

Media Literacy

Media literacy is not the same as information literacy. A media literate stu-
dent can critically analyze visual messages from billboards, signs, magazines,
television, the Internet, and video and recognize the influence of those media on
people. A media literate person understands that ads send subliminal messages
about our culture and society. Those messages are meant to persuade the viewer
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to buy certain products. Media literacy is also important, but it is not a substi-
tute for information literacy. Incorporating media literacy with information lit-
eracy provides students with another way to examine information.

Why Information Literacy?

Information by itself is of little value. It is not equal to knowledge. With
the adoption of state standards, the ability to think critically and reason has
become increasingly important. Unlike library skills, thinking and reasoning
are exactly what information literacy instruction ensures. Information liter-
acy is not a program or a technique, but rather a goal that reflects students’
abilities to use information. It is mainly about developing understanding and
insight. Information literacy instruction goes beyond memorizing facts to
promoting research and understanding, understanding that is demonstrated
through projects or products. Students must be involved with the information
they find and must connect new information with what they already know
(Doyle, 1994). Students gain proficiency in inquiry as they learn to interpret
and use information (Kuhlthau, 1987). Information literacy skills help stu-
dents convert information into understanding. Literacy is about interpreta-
tions of information to guide decisions, solve problems, and steer through
uncertain, complex futures (McKenzie, 2000, p. 41). Information literacy
skills help students filter out information that is not needed.

Information literacy can be thought of as combining the familiar library
skills (location and access) with the process of learning from information
(evaluating, using, synthesizing, and communicating). More access to infor-
mation is not sufficient; students need the critical skills of sorting, evaluating,
and using the information available (Horace, 1995). Instruction that helps
students develop a realistic perception of an information system prepares
them to be more successful searchers (Kuhlthau, 1987). To achieve profi-
ciency in information literacy, instruction in a research process is needed.

Because literacy depends on information, and because information is
expanding at an exponential rate, the mere ability to read and write must be
being translated into the ability to read, write, and develop the capacities to
understand, absorb, assimilate, and digest images being transmitted elec-
tronically, with the added capacity to communicate these images
electrographically (Ross, Tweed & Bailey, 1994, reported in Langford,
1998, pp. 7-8). Not only is information expanding rapidly; with the advent
of the Internet and the ease of creating Web pages, the accuracy of the infor-
mation must be questioned. Unlike books and magazines, in which editorial
constraints help to ensure the accuracy of the information being presented,
anyone can publish a Web site. There is no assurance that a Web site has accu-
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rate information, or that the author knows anything about the subject. Conse-
quently, students must be taught how to determine the value, accuracy, and
bias of information.

Information literacy is important because students cannot be taught all
they will possibly need to know to survive and succeed. The National Forum on
Information Literacy (NFIL), which included 65 national organizations from
business, government, and education, said in its final report that the dreams of a
new and better tomorrow will only begin to be realized when all young people
graduate into the workforce with strong information literacy skills (NFIL,
1998, reported in Spitzer, Eisenberg & Lowe, 1998, p. 40). The Partnership for
21st Century Skills has as its stated goal “to ensure that we measure the content
and skills that will help prepare our students to meet the demands of the global
community and tomorrow’s workplace” (Partnerships, 2004). The organiza-
tion has developed a series of Information and Communication Technology
Literacy Maps (ICT) to show how ITC literacy intersects with core academic
subjects. These are skills students need to enter the workplace:

1. Information and Communication Skills:

* Information and Media Literacy: Analyzing, accessing, man-
aging, integrating, evaluating and creating information in a va-
riety of forms and media. Understanding the role of media in
society.

* Communication Skills: Understanding, managing and cre-
ating effective oral, written and multimedia communication
in a variety of forms and contexts.

2. Thinking and Problem-solving Skills:

e Critical Thinking and Systems Thinking: Exercising
sound reasoning in understanding and making complex
choices, understanding the interconnections among sys-
tems.

* Problem identification, formulation and solution: Ability to
frame, analyze and solve problems.

* Creativity and intellectual curiosity: Developing, imple-
menting and communicating new ideas to others, staying
open and responsive to new and diverse perspectives.

3. Interpersonal and Self-Directional Skills:

* Interpersonal and collaborative skills: Demonstrating
teamwork and leadership; adapting to varied roles and re-
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Not only has business identified skills students need, the Association of
American Universities, in partnership with The Pew Charitable Trusts, have
developed Standards for Success. The standards are what students need to
know to be successful at the college and university level. The Standards for

sponsibilities; working productively with others; exercis-
ing empathy; respecting diverse perspective.

Self Direction: Monitoring one’s own understanding and
learning needs, locating appropriate resources, transferring
learning from one domain to another.

Accountability and Adaptability: Exercising personal re-
sponsibility and flexibility in personal, workplace and com-
munity contexts; setting and meeting high standards and
goals for one’s self and others; tolerating ambiguity.

Social Responsibility: Acting responsibly with the inter-
est of the larger community in mind; demonstrating ethi-
cal behavior in personal, workplace and community
contexts. (Partnerships, 2004)

Success goals follow:

1.

Some information literacy skills are listed as standards students need in
addition to specific subject area knowledge. Information literacy standards
include identifying and organizing what is known and not known in a prob-
lem; the ability to find information from a variety of sources and be able to as-
sess the quality and reliability of that information; and knowing a variety of

Identify what students need to know and be able to do in or-
der to succeed in entry-level university courses. Knowledge
and Skills for University Success is a comprehensive and
thoroughly grounded set of standards for college success

Produce a database of information on state high school as-
sessments to improve the connection between the content of
high school tests and the standards for university. (Under-
standing University Success, 2003)

note-taking methods for both research and class lectures.
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In order to lead productive, interesting, and stimulating lives, students will
need the skills to find, access, evaluate, and communicate information. Infor-
mation literacy is a set of competencies that will remain with students through-
out their lives. Regardless of the definition used, the literature is clear that all
students must become information literate to become life-long learners.

| nfor mation Fluency

Daniel Callison takes the use of information literacy to the next level by
including it as a part of information fluency. Information fluency involves the
abilities to

« transfer information and media literacy skills to address new
information need situations;

» employ the use of modern computer technologies to obtain, se-
lect, analyze, and infer conclusions from information;

< employ critical thinking to derive evidence from information
and creative thinking for the expression and application of that
evidence to decision-making; and

e move across multiple strategies and evaluation levels in order
to address different information needs found in academic,
workplace, and personal environments. (2003b, pp. 38-39)

An information fluent person knows how to use more than one research
process and chooses the one that can best meet the information need in a given
situation. (A discussion of research processes is in Chapter 7.) Computer lit-
eracy is more than knowing how to use a computer; it is being able to use the
computer to analyze information and make inferences. An information fluent
person can take from information literacy, computer literacy, media literacy,
and digital literacy the appropriate aspects of each and meld them together to
meet a particular information need in a specific situation.
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Conclusion

Computer literacy, digital literacy, media literacy, and other types of lit-
eracy are all important skills to use in learning. However, the terms should not
be used as synonyms for information literacy. Information literacy is the abil-
ity to recognize a need, then access, find, evaluate, use, and communicate in-
formation. This definition has evolved over the years and will continue to
change as information needs change. Students living in the age of information
overload and instant access to all types of information need to know how to
deal with it all. Since information does not equal knowledge, students must
learn not only how to find the information, but also how to evaluate and use it.
Students must think about what they learn in terms of what they already know
and turn that into new learning and knowledge. Finally, students must be able
to communicate the new knowledge to others, for new knowledge does no
one any good if it is not shared.

To be information literate is to be empowered. Bombarded by headline
news, sound bites, and short written articles, people are encouraged to accept
the opinions of others without much thought. Even the analysis after a presi-
dential speech discourages thinking as the newscasters tell us what the presi-
dent really said. Thomas Jefferson felt that an educated populace was vital to
the survival of a democracy. If people have the ability to find information,
think about it, and apply it to known situations, they can more readily make
their own decisions and develop their own opinions. Information literacy
skills have become needed survival skills in the 21st century.
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Information Literacy
Standards

Many teachers and administrators tend to think of information literacy as
the traditional library skills of finding and accessing information. The growth
in the quantity of information and the ease of access demands that students
have skills beyond location and access. They need information literacy skills
that focus on a process of learning rather than the dissemination of informa-
tion. The goal of information literacy is to prepare students to be effective
users of information throughout their lives.

From Library Skillsto Information Literacy

For decades school librarians taught students how to find resources.
What students did with those resources was directed by the classroom
teacher. The librarian focused on teaching the Dewey Decimal System; how
to find materials on the shelves; how to use the card catalog and all its rules;
and how to use certain tools such as encyclopedias, dictionaries, and The
Reader’s Guide to Periodical Literature. Although this information was
valuable to students, librarians were only teaching part of what was needed.
Instruction was usually done without much thought about what was going on
in the classroom. Librarians taught lessons in isolation and on a fixed sched-
ule. For example, in September a librarian might teach how to use the ency-
clopedia. Every year using the encyclopedia was taught in September, with
little thought given to whether students needed to know how to use the ency-
clopedia. In fact, whether students ever used the encyclopedia was often left
to the classroom teacher.

Teaching library skills in isolation began to change in 1988 with the publi-
cation of Information Power: Guidedinesfor School Library Media Programs.
The mission of the library media program became making students and staff ef-
fective users of ideas and information (AASL & AECT, 1988). To accomplish

13
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this mission, library media specialists were to provide intellectual access to in-
formation through systematic learning activities that develop cognitive strate-
gies for selecting, retrieving, analyzing, evaluating, synthesizing, and creating
information at all age levels and in all curriculum content areas (AASL &
AECT, 1988, p. 1).

With the publication of Information Power: Building Partnerships for
Learning (AASL & AECT, 1998), the focus shifted from teaching location
and access to teaching about information. Accessing and finding resources
was still being taught, but the scope of instruction was expanded to include
what to do with the information once it was found, that is, using, synthesizing,
and communicating information. Not only had the scope of the content
changed, the content was to be integrated with other curricula. No longer was
the use of the encyclopedia to be taught just because it was September. In-
stead, teaching students how the encyclopedia was organized and how to use
the index, as well as when to use the encyclopedia, was done when students
had a reason to use it.

The difference between library skills and information literacy skills is il-
lustrated in Figure 2.1.

Library Skills Information Literacy
Skills taught in isolation Skills integrated with other curricula
Skills taught on specific schedule Skills taught when needed
Emphasis on locating and accessing ~ Emphasis on evaluating and

resources using resources
Learn search strategies

LMS makes all decisions Collaboration with classroom
teacher

LMS responsible for learning Student responsible for learning

LMS directed Student more self-directed

Printed resources Resources in many formats

Evaluation of product Evaluation, including self-
evaluation, of process and
product

Figure2.1. Comparison of Library Skillsand Information Literacy Skills.
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Information Literacy Standards

What abilities are needed for everyday life in an information society?
Sternberg (1985, reported in Doyle, 1994) found that the first and most diffi-
cult step in problem solving was the ability to recognize that a problem exists
and to define it. Sternberg further stated that in order to bridge the gaps that
exist between the school and the real world, a process of information literacy
should include identifying the problem, formulating a search strategy, acquir-
ing resources, and evaluating the information to determine whether it solves
the problem. Information Power: Building Partnershipsfor Learning (AASL
& AECT, 1998) introduced nine information literacy standards that encom-
passed Sternberg’s suggestions.

Perkins (1999) discusses the three roles in constructivism as the active
learner, the social learner, and the creative learner. The active learner actively
acquires knowledge and understanding. Students discuss, debate, hypothe-
size, investigate, and take viewpoints. The social learner sees knowledge and
understanding as socially constructed. Knowledge and understanding are
constructed by interacting with others. The creative learner creates or re-cre-
ates knowledge and understanding. For example, the learner is guided by
teachers to rediscover scientific theories and historical perspectives.

Langford (1998) argues that the term information literacy is unclear be-
cause the desired outcomes are unclear. The nine literacy standards devel-
oped by the American Association of School Librarians (AASL) and the
Association of Educational Communications Technology (AECT) and pub-
lished in Information Power: Building Partnerships for Learning (1988) an-
swer Langford’s concern that information literacy standards are unclear.
These standards also fit with Perkins’s description of constructivism. Further,
the standards agree with cognitive psychologists’ definition of learning as ac-
tively building knowledge through interaction with information and
experiences.

AASL & AECT Information Literacy Standards

The nine AASL & AECT standards are categorized under three head-
ings: Information Literacy, Independent Learning, and Social Responsibility.
Each heading contains three standards:

Information Literacy

1. Thestudent who is information literate accesses information
efficiently and effectively.
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2. The student who is information literate evaluates informa-
tion critically and competently.

3. The student who is information literate uses information
accurately and creatively.

Independent Learning Standards

4. The student who is an independent learner is information lit-
erate and pursues information related to personal interests.

5. The student who is an independent learner is information lit-
erate and appreciates literature and other creative expres-
sions of information.

6. The student who is an independent learner is information lit-
erate and strives for excellence in information seeking and
knowledge generation.

Social Responsibility Standards

7. The student who contributes positively to the learning com-
munity and to society is information literate and recognizes
the importance of information to a democratic society.

8. The student who contributes positively to the learning com-
munity and to society is information literate and practices ethi-
cal behavior in regard to information and information
technology.

9. The student who contributes positively to the learning com-
munity and to society is information literate and participates
effectively in groups to pursue and generate information.
(AASL & AECT, 1998, pp. 8-9)

Each standard has indicators and three levels of proficiency. For exam-
ple, Standard 1: “The student who is information literate accesses information
efficiently and effectively,” has as its first indicator “Recognizes the need for
information.” A complete list of the standards and their indicators can be
found on the AASL Web site (http://www.ala.org/ala/aasl/aaslindex.htm).
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Information Literacy Standards at the Local Level

The AASL & AECT information literacy standards are broad general
student outcomes that describe an information literate student. Performance
indicators, levels of proficiency, and examples are provided with the stan-
dards. Chapter 3 of this book focuses on the process of aligning national and
state standards with local curriculum. In this chapter the focus is on what in-
formation literacy skills look like at the local level. The library media special-
ist and some classroom teachers need to translate the AASL & AECT
information literacy standards and indicators into standards and indicators
appropriate for their learning community.

At the local level, library media specialists should keep in mind that
“[i]nstruction that helps them (students) develop a realistic perception of an
information system prepares them to be more successful searchers”
(Kuhlthau, 1987, p. 26). Students should be able to distinguish useful infor-
mation from the irrelevant. “Information skills are not isolated incidents, but
rather connected activities that encompass a way of thinking about and using
information” (Eisenberg & Berkowitz, 1999, p. 5). As the first three standards
are discussed, a similarity to several process-based approaches to research,
such as the Big6™, Flip It!™, and others, can be seen. The difference is that
standards are what library media specialists use to measure students’ compe-
tencies, whereas the research process is how students gain the competencies.
Some common research processes are discussed in Chapter 7.

Standard 1, accessing information efficiently and effectively, includes
recognizing the need for information, formulating questions, and locating re-
sources. Providing questions that require students to use higher order think-
ing skills is critical. Low-level fact-finding questions are not sufficient
beyond a beginning level. Low-level fact-finding questions are often basic,
for example, “What do sea horses eat?” or “What was the Stamp Act?” This
type of question is appropriate for first graders who are beginning research-
ers. High school students will use low-level fact-finding questions when they
begin research on a topic about which they know little. As students gain profi-
ciency in researching they need to move beyond low-level fact-finding ques-
tions to build their own questions that will motivate them to find the answers.

In order to build their own questions students need time to read, view, or
listen to sources of information. They need time to think about what they al-
ready know about a topic and relate it to what they have just read in order to
develop meaningful research questions. Without time to read, students often
do not know enough about a topic to ask questions of interest to them. Hurry-
ing at this point deprives the student of quality interaction time with the re-
sources and results in trivial questions requiring little critical thinking.

Standard 2, evaluating information critically and competently, is impor-
tant in light of the amount of information that is available today. When using a
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book a student is usually assured that the information has been written and ed-
ited by knowledgeable people. The same cannot be said about all electronic
sources, especially those available on the Internet. Students must be able to
determine the accuracy and relevance of information; distinguish among fact,
point of view, and opinion; identify inaccurate and misleading information;
and find information that answers the research question.

Some schools use a handout to help students determine the credibility of
Web sites. Web evaluation criteria vary from school to school but often in-
clude the author’s credentials and affiliation, title of the work, whether or not
sources of information are stated, date of creation or modification, and URL.
The scope of the work is important. Is the purpose stated? Are the facts indeed
facts, or just opinions? Students must be taught to look for key words or
phrases, such as “in my opinion,” or “everyone agrees that” in order to iden-
tify a possible bias. Is the information useful? Students have to be taught that
not all information, although interesting, is pertinent to their topic.

Some Internet search engines are quite sophisticated. Before students
have developed search strategies and the skills to determine good Internet
sites, teachers may want to limit students to using pre-selected sites. The
pre-selected site could be a bookmark or be put on the school’s Web site.
There are Web site available to teachers on which they can set up pages for
students to access. A common one is TrackStar. Using online subscription da-
tabases is another way to help students develop a sense of how good online
resources can be.

Under Standard 3 a student uses information accurately and creatively.
The student knows and uses different ways to organize information, inte-
grates what is known with new knowledge, applies critical thinking and prob-
lem solving, and communicates the results in an appropriate format. The
emphasis in this standard is on thinking: thinking in new ways, applying
known information in different ways, using information to draw conclusions
and develop new understandings. Critical thinking and problem solving are
important.

Critical thinking lies between believing everything that is read and be-
lieving nothing that is read. When students think critically, they apply criteria
to judge information for accuracy, authority, and relevance to the problem. To
foster critical thinking, library media specialists and teachers must ask prob-
ing questions: why, how, and what difference does the information make?
Students will learn to take information from a variety of sources and apply it
to a given problem.

Students need to experience communicating the results of their learning
in a variety of formats so they can begin to develop a sense of which commu-
nication tool is best in any given situation. Sometimes teachers will determine
what method of communication will be used, by the amount of computer time
available or the need to do more writing. The method may also be determined
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by the fact that students have not had experience in a given communication
tool. For example, in one school a project that required an oral presentation
was developed for third graders because fourth graders were not doing well
on the oral presentation standard that was evaluated at the beginning of the
school year. The library media specialist worked with the students on the pro-
ject, and in particular on what made a good oral presentation. By doing this
project at the end of third grade, the students had one more experience in giv-
ing oral presentations before they had to meet the state standard (Joyce Udey
and Lori Hess, personal communication, March 2004). While teacher deter-
mination of the method of presentation is fine at times, as students become
proficient in several communication tools, they must take some responsibility
in choosing an appropriate method to present the information.

I ndependent Learner Standards at the Local Level

An independent learner, according to Standard 4, pursues information
related to personal interests. Students seek information related to areas such
as careers, hobbies, health matters, and environmental issues of interest.
Then, information is produced and solutions are designed, developed, and
evaluated related to those personal interests.

Personal interest is a huge motivational factor for students finding infor-
mation. From the third-grade student who wanted to know if there are male
and female butterflies to the senior making decisions about what college to at-
tend, the key factor is a personal interest or need to know. The freshman and
sophomore history classes in the Columbus, Nebraska, High School learned
that the man responsible for designing and building the boat that allowed the
allied troops to land on D-Day was born in their home town. The teacher won-
dered why nothing had ever been done to recognize Andrew Jackson Higgins
and asked the classes if they would be interested in doing something to honor
him. From that innocent beginning came a multi-year project in which stu-
dents researched Higgins, his company, and where his boat had been used.
They designed a memorial, contacted local businesses to support them, car-
ried out fund-raising activities, and wrote letters to prominent people such as
the governor and state and national representatives. Part of the memorial was
to contain sand from all the beaches on which the Higgins boats landed. The
students found individuals who were willing to see they got the sand. Stu-
dents wrote the inscriptions that are a part of the memorial. When it came time
to dedicate the first phase of the memorial, the students contacted Mr. Hig-
gins’s daughters and invited them to be a part of the ceremony. Today, as a re-
sult of student interest and motivation to research a problem and find an
answer, the city has a national monument to Andrew Jackson Higgins.
Motivation is powerful.
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Appreciation of literature and other creative expressions of information
are the heart of Standard 5. Indicators include being a competent and self-mo-
tivated reader, the ability to derive information from a variety of formats, and
success in creating products in a variety of formats.

Appreciation of literature can be exhibited in different ways. A young
child can tell you his or her favorite part of a story, while older students can
discuss complex ideas and compare them to other works of literature. Chil-
dren who read a lot are usually self-motivated readers. The non-motivated
readers are the ones library media specialists work hard to reach. Many
schools have reading incentive programs to encourage students to read. There
may be time set aside during the day for all students and teachers to read, or
there may be a program in which students read at home and parents must sign
a form stating that the students read for the required amount of time.

A critical element in literature appreciation is having a library media center
with books on a variety of topics, in different formats (books, magazines, comic
books), and on different reading levels. Graphic novels have become more popu-
lar with reluctant readers. Lance and others (1993) found that students performed
better on academic tests when library media collections contained large amounts
of quality materials, including print and multimedia. More resources make for
better readers, but those resources must be of interest to students.

Under Standard 6 the student is to strive for excellence in information
seeking and knowledge generation. Assessing the quality of the process and
the product and revising, improving, and updating self-generated knowledge
accomplish this standard. For many students the goal is to get done; to finish
the assignment and move on. Under Standard 6 students must learn that they
have to continually look at the research process to make sure they have the in-
formation they need. If they don’t, the students then have to revisit the appro-
priate step and find further information, rethink their conclusion, or revise the
product. A sophisticated, information literate student learns that revision is
the norm, not the exception.

Student self-evaluation is an important part of this standard. The first
question that students often have to ask regarding the final product is, “Did |
answer the question?” If not, what additional information do they need?
While doing the research students should ask themselves, “Does this informa-
tion answer one of my questions?” Elementary students have a difficult time
limiting themselves to recording just information that pertains to the problem
or question they are answering. This lack of experience is why helping them
develop good questions is important.

Other questions for students to ask might be, “Is this the best way to
share the information?” “Do | have the skills to develop the product | want?”
“Is the type of presentation appropriate for the audience?” Students need
models of what good presentations are. They need to see good examples of
oral reports, PowerPoint presentations, dioramas, and posters.
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Social Responsibility Standards at the Local Level

Standard 7 requires that the student understand the importance of informa-
tion to a democratic society. Information is sought from different sources, con-
texts, and cultures. Further, the student respects the principle of equitable access
to information. At the highest level of competency, students are concerned that
everyone have access to information and information technology.

The library media specialist should not only provide resources with dif-
ferent points of view, representing different cultures, and in different formats,
but also encourage students to use them. Sometimes this may mean requiring
students to use a videotape or interview a community member. Ultimately
students should be able to determine which type of resource is best for a given
information problem and recognize that not all people look at a problem in the
same way. For example, acommunity may need a by-pass around the city be-
cause many large trucks are going through town. The problem students need
to solve is where the by-pass should go. Teams of students could be assigned
to research the problem, develop a solution, and present it to the appropriate
decision-making group. (The decision-making group can be a mock group
rather than an actual one.) The teams would take the point of view of one of
the following groups: business owners, truck drivers, the Chamber of Com-
merce, the city council, property owners whose land might be taken, or resi-
dents of the city. Because the points of view of the groups are different, the
information they need and gather will be different, as will the factors they
consider. Their conclusions should also be different.

Although library media specialists have always been concerned about re-
sponsible use of information, the teaching of ethical use of information has not
always been stressed. Under Standard 8 the student practices ethical behavior
in regard to information and information technology. The student respects
intellectual property rights and uses information technology responsibly.

At a very basic level, students should be able to define intellectual prop-
erty rights. Second grade is not too early to begin teaching students to respect
these rights. Second graders understand the concept of stealing, and discussing
how they would feel if they wrote something and someone else stole it and said
they wrote it has meaning to them. As students progress in their understanding,
they can be introduced to the term plagiarism and the idea of respecting the
work of others. Ultimately students should be able to explain what would hap-
pen in a society in which intellectual property rights were not respected.

Students must be required to cite all Internet and online databases they
use. Likewise, any presentations made using presentation tools such as
PowerPoint must contain a bibliography. If students use pictures from the
Internet, they must be cited. From about third grade on up students should be-
gin to understand that there is a difference in what they can copy and use in a
class project and what they can copy and give to friends.
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Introducing the idea of respecting the work of others can begin as early
as kindergarten by having students write on projects that they got their infor-
mation from a book. Usually the library media specialist will write, “I got my
information from” and the student will then write the word “book.” As stu-
dents advance through the grades they begin to write bibliographies by com-
piling simple ones that include only the authors and titles of books. Gradually
additional components are included, until as high school students they can
complete a fairly sophisticated bibliography. Ideally, regardless of the biblio-
graphic format being used, it should be standard throughout the school, K-12.

Finally, Standard 9 focuses on students participating effectively in
groups to pursue and generate information. Students demonstrate this stan-
dard by sharing knowledge and information with others; respecting others’
ideas and acknowledging their contributions; collaborating with others to
identify information problems and seek solutions; and collaborating with oth-
ers to design, develop, and evaluate information products and solutions.

Primary students demonstrate this standard when they share something
they have learned with a fellow student or show an interesting picture. High
school students share Web sites with each other. At a higher level, students
can design sophisticated hypermedia presentations together. The students in-
volved in the by-pass project mentioned in the discussion of Standard 7 would
be working in groups, sharing ideas and information, and reaching a decision
together. They also have to develop a product to persuade another group to
adopt their solution. The experience acquired in defining an information
problem, researching it, developing a solution, and presenting it in a group
situation is a skill that students will use throughout their lives.

Conclusion

The development of the nine information literacy standards was an im-
portant milestone in advancing the teaching of information literacy. As li-
brary media specialists work together and with classroom teachers, these
standards become a framework for them to follow. Each school district
should adapt the AASL & AECT standards to fit state and local standards.
The standards go beyond the teaching of a research process to encompass the
ethical use of information and recognizing that students need to become so-
phisticated consumers of information found in different formats, written from
different points of view, and reflecting different cultures. Further, communi-
cating what has been learned in an appropriate format is vital. Students today
have a wide variety of communication options and must be able to select the
appropriate ones for each audience.
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Putting It All Together:
National, State, and
Local Standards

Standards are a fact of life in education today. They tell teachers and li-
brary media specialists exactly what essential skills and knowledge students
should learn. Most national associations have developed standards for spe-
cific subject areas. National curriculum guidelines and standards recognize
the importance of learning concepts, skills, and attitudes rather than
memorizing individual facts.

Almost all states have written standards for students to achieve in at least
some subject areas. State standards are often written using the national ones
as guidelines. At the local level school districts must align their curricula to
the state standards. Information literacy skills are unique in that not only must
local, state, and national information literacy standards be aligned, but the lo-
cal information literacy skills must also be integrated with all other curricula.
“It is the way standards are utilized that will dictate the quality of education,
not the fact of their existence” (Allen, 1999).

Information Literacy Standards. State

As discussed in Chapter 2, national standards for information literacy have
been developed by the AASL and AECT. Although the national standards are
not mandated, they have been used by states and local school districts to develop
their own information literacy standards. Some states mandate information liter-
acy standards. Colorado, for example, has adopted the national standards and
provided appropriate assessment. Wisconsin has developed a set of information
literacy skills based on the national standards. Other states, such as Nebraska,
have imbedded a single standard within another curriculum. Finally, there are
states in which no information literacy standards exist.

23
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Examples of State Standards

California

The California School Library Association has developed a 12-stage
process for information literacy standards:

1. Explore/ldentify the need for information
2. Formulate the central search question
3. Relate question to previous knowledge and identify key
words, concepts, and names
4. ldentify potential resources
5. Develop general search strategies to organize the search
6. Locate and explore previously identified resources
7. Select most useful resources and formulate specific strate-
gies for using them
8. Search for relevant information
9. Evaluate, select, and organize information
10. Analyze information retrieved: interpret, infer, and integrate
11. Determine how to use/present/communicate infor-
mation: organize information for intended use/ use
information
12. Evaluate results; evaluate process. (California School
Library Association, 1997, pp. 21-27)
Colorado

Colorado has developed information literacy standards that closely fol-
low the national guidelines developed by AASL and AECT. This example in-
cludes Colorado’s first three standards:
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The information literate student . . .

STANDARD 1. .. accesses information efficiently and
effectively

STANDARD 2. . . evaluates information critically and
competently

STANDARD 3. .. uses information accurately and cre-
atively. (Colorado Department of Education, 2002, p. 1)

Each of the nine standards has a rationale and indicators similar to the state’s
classroom standards. An assessment is given for each standard. For example,
the assessment guidelines for Standard 1, access information efficiently and
effectively, include the following:

* States overview of a topic
» Connects ideas and other issues to a main topic
« States more than one side to an issue

* Indicates when information is complete or incomplete; accu-
rate or inaccurate

e Develops essential questions that go beyond facts and are
thoughtful

« Locates information using a variety of formats

« ldentifies and uses primary and secondary sources

« Locates relevant information to answer research questions.
(Colorado Department of Education, 2002)

Nebraska

In Nebraska, one information literacy standard was written and included
in the Reading/Writing Standards that were developed for grades 4, 8, and 12.
The information literacy standards are the following:

By the end of the fourth grade, students will identify the resource
appropriate for a specific purpose, and use the resource to locate
information.

By the end of the eighth grade, students will identify, locate, and
use multiple resources to access information on an assigned or
self-selected topic.
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By the end of the twelfth grade, students will locate, evaluate,
and use primary and secondary resources for research. (Nebraska
Department of Education, 2001, pp. 3, 6, 9)

Each grade level has several example indicators to be used to develop lo-
cal assessments. These indicators include statements such as the following:

» Use general reference materials (dictionary, thesaurus, ency-
clopedia, atlas, telephone book, almanac)

« Use electronic resources (CD-ROM, software programs, on-
line resources)

 Use library resources (card or electronic catalog, periodicals,
and other informational text).

 Use multimedia resources (video/audio tapes)

« Use print reference materials (gazetteer, atlas, specialized in-
dex, handbook, manual, government document, book of quota-
tions, college and career resources, and citation style manual).

« Identify and gather resources that provide relevant and reliable
information. (Nebraska Department of Education, 2001, pp. 3,
6,9)

In Nebraska each school district develops its own set of assessment tools
for the core subject (reading/writing, science, math, and social studies), so
how the standards are evaluated varies from district to district.

Wisconsin

Wisconsin developed four content standards for information literacy
that were designed to be integrated into various content and skill areas. The
four standards use media and technology to access, organize, create, and com-
municate information for solving problems and constructing new knowledge,
products, and systems:

1. [S]elect and use media and technology to access, organize,
create, and communicate information for solving problems
and constructing new knowledge, products, and systems.

2. [A]ccess, evaluate, and apply information efficiently and ef-
fectively from a variety of sources in print, nonprint, and
electronic formats to meet personal and academic needs.
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3. [A]pply information and technology skills to issues of per-
sonal and academic interest by actively and independently
seeking information; demonstrating critical and discrimi-
nating reading, listening, and viewing habits; and, striving
for personal excellence in learning and career pursuits.

4. [D]emonstrate the ability to work collaboratively in teams
or groups, use information and technology in a responsible
manner, respect intellectual property rights, and recognize
the importance of intellectual freedom and access to infor-
mation in a democratic society. (Wisconsin Association of
School Librarians, 2000, pp. 156, 221, 345, 443)

For each of the content standards, performance standards have been
developed for grades 4, 8, and 12. Each performance standard has several
indicators.

| nformation Literacy Standards:. L ocal

Locally, information literacy standards have to be considered on two
levels. First, a district or school must have its own information literacy skills.
Second, the information literacy skills must be correlated or integrated with
other curricular standards. Information literacy instruction affects test scores.
A study conducted in Alaska showed that the more often students receive in-
formation literacy instruction in which the library media center staff are in-
volved, the higher their test scores are (Lance & Loertscher, 2003).

Creating Local Standards

Library media specialists at the local level must take a leadership role in
seeing that information literacy skills are developed. That leadership begins
with knowing what that state’s and the national standards are for information
literacy. Having access to examples from other school districts is useful. Hav-
ing gathered the appropriate resources and considered ahead of time whom to
involve in the development of the standards and what process might be used,
the library media specialist is ready to approach the administration. Gaining
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administrative support is critical, for without that support the time to develop
the standards and the credibility given to them by other staff members will be
minimal.

Certain questions must be addressed when developing local standards.

Who Will Definethe Local Standar ds?

Will the library media specialist develop the standards alone? This is not
a recommended procedure. Which classroom teachers will be involved? The
climate and structure of the school will be a factor here. In elementary schools
it is often necessary to include representatives from both primary and upper
grades. At the high school all department heads may have to be involved in
order for the standards to gain acceptance. Within any school there is some-
times a leader who is critical to the acceptance of any change, and that person
should be included. This leader may or may not be a department head or the
teacher with the most seniority. Should the teacher who is most likely to resist
standards be included on the team? Sometimes this type of person provides an
alternate viewpoint that is worth considering. Is the principal or curriculum
director to be included? Again, this decision depends on the structure of the
school. Some districts will require that an administrator be included.

What Process Will Be Used to Develop the Standar ds?

Does the school district have a model it has used to develop other curric-
ular standards? If so, it might be a good idea to use it or at least adapt it. If not,
the following questions can be used as a guide for developing a process.

Arethe standards to be district or building standards?

Answering this question will provide some insight into who should be
on the team. If the standards are being written for the district, representatives
from the elementary, middle, and high schools should be included. Both
classroom teachers and library media specialists should be represented, as
well as the administration. One or two community members may also be
included.

Have standards already been developed that can be adapted?

Be familiar with national and state standards for information literacy.
Have copies of what other states have done. Some states have outlines of in-
formation standards available on a Web site. Some organizations, such as the
Wisconsin Association of School Librarians, have documents for sale.
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In what format will the standards be written?

If the school has written other curricular standards, have copies of them
so the information literacy format can be patterned after them. If the school
has no format to use, examine what other schools or states have done. Also,
consider what is useful to the teachers and to the library media staff. For ex-
ample, do you want a three-ring notebook format?

What terminology will be used?

Adopting existing local terminology is not only expedient but ensures
consistency among the different standards. Staff members do not have to
learn a new set of terms just for information literacy. Terms such as
benchmarks, indicators, and performance standards are common. Examin-
ing what other schools have done will provide some useful examples.

At what grade level and subject areas will benchmarks be established?

Here state and local district requirements will have to be followed. If the
state and school district have benchmarks at grades 4, 8, and 12, then the in-
formation literacy skills should follow that policy. Describe the expected lev-
els of performance and indicators for each benchmark.

How will standards be assessed, and who will do it?

Some states have defined assessments that all schools must follow. If
this is the case, the information literacy standards should follow the same type
of assessment. Some states go so far as to develop assessments for each stan-
dard. Library media specialists should be aware of whether such assessments
exist and if they are required or merely suggested. Does the local school dis-
trict require that assessments be developed for all standards? Is there a pre-
ferred format such as rubrics? The team integrating the information literacy
standards with the other curricula should be aware of what the local require-
ment for assessment of standards is. Schools in Nebraska are allowed to write
their own assessments. One school uses the lowa Tests of Basic Skills (ITBS)
as a measurement of meeting the standards. The Reference Materials section
of the ITBS is used to test how well students do in the area of information lit-
eracy skills. The students do well on the tests, but only a portion of what is be-
ing taught is tested. The library media specialists would say that the process of
finding, evaluating, using, and communicating information is the focus of the
curriculum, not whether students can use the table of contents, important as
that skill may be.

If assessments must be developed, the national standards and some state
standards have levels of proficiencies that can be used as a starting point. A
related question concerning the information literacy skills is who will do the
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assessment. The library media specialist may not always be the most appro-
priate person, especially if the skill is tied closely to another content area stan-
dard. In some instances both the library media specialist and the classroom
teacher may be involved in the assessment. Spelling out who does the assess-
ment may have to be added to the integration document.

Who has the final authority on the local standards?

To whom do the standards have to be presented for approval? Is there a
hierarchy of approval? Some schools have administrative teams or adminis-
trative cabinets that have to approve the standards before they are presented to
the school board. In most cases the local school board will adopt the standards
and the accompanying assessments. For this reason, including a representa-
tive from the school board on the development team might be a wise move.

Who needs a copy of the standards?

Finally, after the standards are completed and officially adopted, who
should be given copies? Obviously the library media specialists and class-
room teachers should have a copy. Do all teachers and library media special-
ists need a copy of the entire document, K-12, or just the portion that affects
them? What about the administrators and school board members? Is there a
district professional library that should have a copy? A school may already
have an informal policy about how distribution of curriculum guides is done.
This could be a starting place for deciding who gets copies of the standards.

| ntegrating with Other Curricula

When the process of developing the information standards begins, all
stakeholders must understand that development is only part of the process.
The second half of the process is the integration of the information literacy
standards with other curricular areas. Not all participants will understand this
need, and it may be necessary to spend some time educating them about the
value of the integration. Some of the information discussed in Chapter 8 may
be useful at this stage.

The library media specialist must take the lead in seeing that the inte-
gration takes place, especially in those curricula for which standards have
been developed. The role of the library media specialist is to show how in-
formation literacy can help students be successful in meeting content area
standards. To do this the library media specialist must be familiar with other
curricula. One way to learn the curricula is to become part of curriculum de-
velopment teams, even if the library media specialist has to initiate the idea.
The time for sitting and waiting to be asked to be a part of curriculum teams
is over. Becoming involved may also mean participating in various training
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and staff development, both as a participant and a presenter. Seizing every op-
portunity to learn more about curriculum, how students learn, and standards is
critical if information literacy standards are to be integrated at the local level.

Integrating information literacy standards and other curricula standards
is a time-consuming process, as each curriculum standard must be read to see
what information literacy standard, if any, fits with it. Information literacy
skills do not have to be integrated into every curriculum at the same time, or
even in the same year. Work with the curriculum revision cycle in the school
and do the correlations or integration as a particular curriculum is revised. In
the meantime, library media specialists can work with teachers in the class-
room to see where skills best fit. They can meet with teachers, individually or
in teams, to plan where to teach which skill. For example, the library media
specialist and a teacher might identify where some information literacy skills
will fit within the social studies curriculum. This information can then be used
when the time comes to correlate the information literacy skills with the so-
cial studies curriculum. If teachers know the information literacy objectives,
they understand better how to use the library media specialist’s expertise.

How does one actually go about integrating two curriculum areas?
Looking for some key words in the subject area curriculum standards can be a
starting place. In the following science standard, the sample indicators use the
words “research and report” or “research and describe,” which are logical
points at which to suggest using information literacy standards to help the
student meet the expected outcome:

The Standard: The history and nature of science illustrates dif-
ferent aspects of scientific inquiry, the human aspects of science,
and the role of science in the development of various cultures.

The Benchmark: By the end of fourth grade, students will de-
velop an understanding of science as a human endeavor.

Sample I ndicators

* Research and report on the contributions to science and
technology throughout history by men and women scien-
tists of diverse cultures.

* Research and report on how science is used in different
careers.

 Research and report on how current scientific discoveries
illustrate that science is an ongoing process.

Benchmark: By the end of eighth grade, students will develop an
understanding of the history of science.
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Sample I ndicator:

* Research and describe the difficulties experienced by sci-
entific innovators who had to overcome commonly held
beliefs of their times to reach conclusions that we now
take for granted.

Benchmark: By the end of twelfth grade, students will develop
an understanding of the history of science.

Sample I ndicator:

* Investigate and describe the contributions of diverse cul-
tures to scientific knowledge and technological inven-
tions. (Nebraska Department of Education, 2001, pp. 7,
13, 20)

It will be necessary to develop a format to show how the subject area
standards and information literacy skills standards relate to each other. There
are many ways to do this. Figure 3.1 shows a simple way to demonstrate the
relationship between state science standards and national information literacy
standards.

By taking the initiative, the library media specialist can show classroom
teachers how using some of the information literacy objectives can help stu-
dents master the science standard. In the eighth grade standard in Figure 3.1,
the sample indicator is, “Research and report on the difficulties experienced
by a scientific innovator who had to overcome flawed, commonly held beliefs
of his or her time to reach conclusions that we now take for granted.” There
are several information literacy skills that could be taught here. For example,
the standard of accessing information efficiently and effectively could be
used. One of the indicators for this standard is “formulates questions based on
information needs” (AASL & AECT, 1998). The library media specialist
could explain to the students that developing the questions will help them fo-
cus on what they need to learn, for example, what people believed, rather than
when the scientist was born and where he or she went to school.
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Nebraska Science Standards

First Grade:
1.2.1 Develop the abilities needed to do
scientific inquiry.

Fourth Grade:
4.1.2 Develop an understanding of
evidence, models, and explanations.

Eighth Grade:

8.8.3 Develop an understanding of the
history of science

* Research and report on the difficulties
experienced by a scientific innovator who
had to overcome flawed, commonly held
beliefs of his or her time to reach conclusions
that we now take for granted.

Twelfth Grade:

12.5.4 Develop a scientific understanding
of the origin of the universe.

*Research and describe the life cycle of a
star.

*Research and understand that changes in
scientific knowledge evolve over time and
almost always build on earlier knowledge.

AASL/AECT Information Literacy
Standardsfor Student Learning

1.1 Recognizes the need for information.

1.3 Formulates questions based on
information needs.

1.5 Develops and uses successful strategies
for locating information.

2.4 Selects information appropriate to the
problems or question at hand.

2.1 Determines accuracy, relevance, and
comprehensiveness.

2.2 Distinguishes among fact, point of view,
and opinion.

2.3 ldentifies inaccurate and misleading
information.

3.1 Organizes information for practical
application.

3.2 Integrates new information into one’s
own knowledge.

3.3 Applies information in critical thinking
and problem solving.

3.4 Produces and communicates
information and ideas in appropriate formats

2.1 Determines accuracy, relevance, and
comprehensiveness.

2.2 Distinguishes among fact, point of view,
and opinion.

2.3 Identifies inaccurate and misleading
information.

2.4 Selects information appropriate to the
problem or question at hand.

9.1 Shares knowledge and information with
others.

Figure 3.1. Correlation of State and National Standards
(Nebraska Educational Media Association, 1999).
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Conclusion

Standards tell educators what the essential learning skills are. Indicators
are used to show teachers and library media specialists what to observe or
what students should be able to do in order to meet the standards. Since not all
students perform at the same level, performance levels are sometimes devel-
oped. These are useful in developing rubrics or other assessment tools.

Library media specialists need not be afraid of standards, but they should
take the initiative to see that information literacy skills become a part of other
curricula. To do this they must be knowledgeable about not only information
literacy skills but also other curricula. There are a number of resources avail-
able to assist in the process of correlation of standards and information liter-
acy. Among these are standards from various states and school districts as
well as the national standards. Perhaps one of the best resources is another li-
brary media specialist who has been through the process.

“Ultimately, information literate people are those who have learned how
to learn. They know how to learn because they know how knowledge is orga-
nized, how to find information in such a way that others can learn from them.
They are people who are prepared for lifelong learning, because they can al-
ways find the information needed for any task or decision at hand” (American
Library Association, 1989). This statement reflects the goal of integrating in-
formation literacy standards with other curricular standards.



CHAPTER 4

Planning for Information
Literacy Instruction

What does information literacy look like at the local level? How does the
library media specialist get an information literacy program started? There is
no single answer, because much depends on whether or not there are state in-
formation literacy standards, the missions of the school district and the library
media program, and the history and culture of the school. In this chapter some
rationale and methods that others have used are presented.

Generally the library media specialist starts the process for developing
and integrating information literacy skills. The library media specialist usu-
ally sees the need for such skills and has a commitment to meet students’
needs. Armed with evidence of the need for information literacy at the build-
ing level and with research such as that reported by Lance and Loertscher
(2003) showing the importance of such skills in academic achievement, the li-
brary media specialist begins to develop the support of the building principal.
To build that support Hartzell (1994) suggests the following:

« Take the initiative instead of waiting for the principal to come to you.
If you wait the principal may never come.

» Do your homework before going to see the principal. When you go to
the principal with a problem, have solutions.

 Be your own publicist and promoter, but be subtle.

« Talk to people before you talk to the principal. You need to know what
research supports and what teachers are thinking. Know how what you
want to do will affect students.

» Don’t get caught up in jargon or titles. Use straightforward language.

As an instructional partner, the library media specialist must join with
teachers and others to identify links across student information needs, curric-
ular content, learning outcomes, and a wide variety of resources (AASL &

35
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AECT, 1998). To accomplish this the library media specialist must be a
change agent, leader, pedagogical innovator, and risk taker.

The Process

Having gained the support of the principal, the library media specialist
can put in place a process to develop a building level information literacy cur-
riculum. The key to a successful process, adoption, and implementation lies
in involving classroom teachers as well as the administrator. Without the in-
volvement of others, the information literacy curriculum belongs solely to the
library media specialist. For other teachers to buy into the curriculum, they
must be a part of the planning process.

A number of processes can be used. The process chosen will vary by
school district. Some school districts take existing local curriculum and corre-
late it with state standards. Others develop local standards as a process.
Spitzer (1999) suggests the following steps in creating a plan for information
literacy:

1. What is the definition of information literacy? Everyone involved
must know what is meant by information literacy. The same defi-
nition must be used throughout the school and district.

2. Should implementing the Information Literacy Standards of
AASL and AECT be a district goal? Or will local standards be
developed?

3. What subject area standards have been or are being developed by
the district?

4. How can these subject area standards (or in their absence, the cur-
riculum) be analyzed to show the integration of the Information
Literacy Standards for Student Learning? What process is to be
used to determine where the information literacy skills will be
integrated?

5. What plans can be made for the systematic integration of informa-
tion literacy with the curriculum?

6. How will the integration of the information literacy skills be
shown? For example, could a committee create a skills-by-grade
matrix?
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The Milton Hershey School took a different approach. Knowing the
long-range goal of the school was to become standards- and perfor-
mance-based, the library media specialists took the initiative and developed
an initial plan for establishing information literacy skills. Their plan centered
on developing five key objectives:

A framework

* Benchmarks

« Instructional strategies

» Assessment to show student mastery

* A process to integrate the skills across subject area curricula

Administrators, teachers, library media specialists, and technology staff were
involved in implementing the objectives.

After studying standards for information literacy and technology, the
group developed four standards as the basis for the program: accessing
knowledge, producing knowledge, presenting knowledge, and knowledge for
society and the workplace. These became their framework. The next step was
to analyze each of the four standards in terms of prerequisite skills and con-
tent and link these to benchmark levels of grades 5, 8, and 10. Skill levels
were developed for each benchmark, which in turn led to a scope and se-
guence statement. Each benchmark described a different skill level that also
had to relate to an aspect of the school’s curriculum (Jones, Gardner &
Zaenglein, 1998). As the library media specialists were developing the infor-
mation literacy standards, they were careful to involve various staff members.
They asked for feedback and input to ensure staff agreement and use of the
standards.

| mplementation

How will the concept of information literacy be disseminated to teach-
ers, parents, and administrators and be integrated with other curricula? Again,
there is no single method for doing this. A lot depends on what already exists
at the school. In one school district where an information literacy curriculum
already existed the library media specialists looked at the existing curricula,
noted where certain skills were currently being taught, and then wrote the in-
formation literacy skills into those curricula. The library media specialists
then provided training to teachers on what skills were being taught in each
curriculum. An important part of the inservices was to assure teachers that the
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library media specialists would work with them in teaching the skills (Joie
Taylor, personal experience, 2000).

Another example shows how a building level library media specialist in-
tegrated information literacy skills into a new technology curriculum. First, at
a staff meeting she introduced the teachers to what she was going to do and
had them complete a survey assessing their technology skills. Then she met
with each teacher individually or by grade level. At the meeting the following
issues were covered: 1) the new keyboarding curriculum for their grade level,
2) the current information literacy curriculum objectives they personally
could integrate within their classroom setting, 3) which technology skill(s)
they would personally like to improve upon during the next school year, 4) a
listing of the integrated projects (information literacy and technology) al-
ready in place for their grade, and 5) in which areas they wished to integrate
information literacy and technology during the next school year. Following
the meetings with teachers, a schedule was drawn up of what teachers wanted
done each month. This allowed the library media specialists to do advanced
planning and help with scheduling classes (interview with Tongay Epp, April
10, 2003).

Farmer (1999) reported on how Redwood High School used information
literacy to help students meet district outcomes. The starting point was the
fact that students had difficulty in accessing and evaluating information. A
study group made up of the library media specialist and teachers was formed
to discuss issues, direct group work, and provide two-way communication.
Then a “Research Strategies Skills Inventory” was developed as a method of
assessing information literacy skills aligned with the standards in Information
Power: Building Partnershipsfor Learning. Figure 4.1 is an example of such
an inventory.

The faculty and students were then surveyed as to whether assignments
incorporated those skills. The results of the survey were mapped and col-
ored-coded by department.

After seeing the results of the survey, the faculty adapted the inventory
and shared responsibility for incorporating the skills throughout the curricu-
lum. A variety of methods were used to accomplish the incorporation, includ-
ing redesigning assignments, adding instruction, incorporating technology,
and varying presentation formats. In addition, rubrics for process and product
and online teaching aids were developed.

Farmer’s analysis of why the project was effective is a key element in
planning for information literacy instruction. She felt that the project was ef-
fective because it grew out of a teacher-perceived need; the effort was student
centered; classroom teachers and library media specialists were partners, both
taking leadership responsibility for the product and the impact; and the entire
faculty was involved and “owned the process.” Cooperation is critical when it
comes to developing information literacy skills.
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Class Unit Date
Assignment
AASL & AECT
INFORMATION LOCAL INFORMATION USE OF SKILL IN
LITERACY STANDARD LITERACY SKILL ASSIGNMENT
Not Assume | Taught
use skill | knew skill skill

1. Accesses information
efficiently and effectively.

1. Develops the question
or problem.

2. Analyzes the assignment
to find the main idea.

3. Chooses the best
resources.

4. Locates information
resources.

5. Locates information
within resources.

2. Evaluates
information critically
and competently.

1. Skims and scans
resource for key ideas.

2. Determines if the
information answers the
question.

3. Records pertinent
information (takes notes).

4. Respects principles of
intellectual freedom.

3. Uses information ac-
curately and creatively.

1. Applies information
through critical thinking
and problem solving.

2. Determines the audience.

3. Determines the sequence
of the information, e.g.
outlines, storyboards.

4. Prepares product or project.

4. Pursues information
related to personal
interests.

1. Includes personal
application, interests, or
insights in work.

2. Method of presentation
appropriate to audience.

Figure 4.1. Resear ch Skills Strategy Inventory.
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Classroom teachers often include information literacy skills in learning
activities but don’t realize they are doing so. When working with teachersina
middle school, one library media specialist had the teachers think about pro-
jects they were currently doing in their classes. They then identified any infor-
mation literacy skills that were a part of the projects. The teachers were
surprised to learn that about half the information literacy skills were already
being taught. When the skills being taught in each class were combined, there
were actually few new information literacy skills that had to be added. A key
point in the teachers’ understanding of integrating information literacy skills
was the fact that every teacher did not have to teach all the skills. Knowing
that the information literacy skills were spread over several subject areas and
classes made the task seem more manageable (Joie Taylor, personal experi-
ence, 2000).

| ntegration

Teachers must accept the idea that information literacy skills must be
taught in all classes frequently. Students should practice using information
literacy skills, as skills not practiced are eventually lost. In addition, students
need to use the skills in a variety of settings and projects to help them transfer
the skills to new situations.

The library media specialist plays a critical role in implementing infor-
mation literacy skills integration by introducing teachers to the skills through
formal inservice programs, informal planning sessions, and casual conversa-
tions. Library media specialists should talk to teachers about what informa-
tion literacy skills students are to learn and what background lessons students
need. Students learn new information more easily if it is linked to preexisting
knowledge. Thinking through where students will look for information and
how they will record and evaluate what they find are tasks the library media
specialist should do and share with the classroom teacher.

Taking a leading role in providing inservice and being a change agent
are not roles that library media specialists have accepted readily. Pickard
(1999) found that the instructional role most library media specialists in
Georgia felt they did to a large extent was providing access to materials
through organization and classification that put materials, regardless of for-
mat, into a unified collection. Providing reference services and materials to
individual students and teachers was another instructional role in which li-
brary media specialists excelled. Less frequently practiced activities were the
library media specialist participating as an equal partner with the teacher in
assessing students’ achievements in a resource-based unit and explaining var-
ious styles of learning that account for individual differences among students.
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Activities related to instructional design and consultation seldom took place.
Pickard concluded that most activities engaged in by library media specialists
were related to the warehousing (selecting, organizing for retrieval, and as-
sisting students) aspect of instruction. From this research the conclusion
might be drawn that library media specialists are a part of the problem in inte-
grating information literacy skills with other curricula. If library media spe-
cialists do not see their role as designing and evaluating instructional
experiences for students, teachers and administrators probably will not either.

Library media specialists are not entirely to blame. Administrators play
an important role in the success of the library media program. “Whenever li-
brary media programs have been especially successful, there have been
strong, informed, and active partnerships forged among the principal, the
classroom teachers, and the library media personnel” (Jay & Jay, 1990). One
thing administrators can do is to see that library media specialists are part of
all curriculum teams. When library media specialists are involved at the be-
ginning stages of developing curriculum, they can help other teachers see
how and where information literacy skills fit. Involvement on curriculum
teams also aids in including information literacy skills at all levels. Integra-
tion of information literacy skills should begin in kindergarten and continue
through all grades and subjects.

Change does not take place easily or rapidly, usually occurring over a
period of three to five years. Recognizing some of the aids and barriers to in-
tegration can help the library media specialist make the change. The aids and
barriers to integration of information literacy skills can be summarized as
follows:

Aids to integration of information literacy skills:

 The principal’s expectations of a teaching role for the library media
specialist and that information literacy skills will be integrated with
other curricula.

« Involvement of teachers in development of information literacy skills
so they see the connections and how the skills actually help student
learning.

* Research to show the importance of information literacy skills; being
able to cite some of the research from Alaska, Colorado, and other
states.

e Adherence to state/district standards of instruction and learning and
how information literacy skills can be used to help students reach state
standards.



42 4—Planning for Information Literacy I nstruction

Barriers to integration of information literacy skills:

* Teachers’ attitudes and beliefs that information literacy skills are an
add-on and there is no time during the day to teach them.

 Time available for teachers and library media specialists to work to-
gether so that planning for integration of information literacy skills can
take place.

 Lack of administrative support; teachers do not consider information
literacy important.

 Educational practices such as teaching from the textbook or reliance
on standardized tests.

The pressure of the principal’s expectations and time for training are es-
sential. If the principal does not value information literacy, the staff won’t ei-
ther. Both the teachers and the library media specialist are needed to make
students life-long learners, which is the ultimate goal of information literacy.
Collaboration of teachers and library media specialists in providing optimum
teaching and learning environments is also essential to achieving information
literacy skills implementation. The principal has to ensure that there is time
for the teacher and library media specialist to collaborate. The principal sets
the tone. If collaboration is expected, it will happen.

Curriculum Mapping

Curriculum mapping is an important component in planning for infor-
mation literacy instruction. Curriculum mapping shows what is being taught,
by whom, and when, and enables teachers to identify gaps and repetitions, tar-
get areas of integration, and match assessment with standards (Hughes-
Hassell & Wheelock, 2001). Curriculum mapping should support teacher dis-
cussions about how to implement a curriculum aligned with standards and as-
sessment (Barron, 2003, p. 50). An important component of curriculum
mapping is to identify overlapping topics that, if corrected will foster greater
curriculum cohesiveness.

In information literacy, curriculum mapping can be defined as the pro-
cess of identifying what information literacy skills are taught, in which curric-
ulum each skill is taught, when it is taught, what skills need to be integrated,
and which information literacy skills are used to help students reach state and
local standards. Another component is to identify which curricula have not
been integrated with information literacy skills. Alignment with state and lo-
cal standards and assessments must always be considered.
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Stepsin Curriculum Mapping

Curriculum mapping should be undertaken with the support of the prin-
cipal and the involvement of classroom teachers and the library media spe-
cialist. Hughes-Hassell and Wheelock (2001) suggest that the first step in
curriculum mapping is to read about it in such books as Mapping the Big Pic-
ture: Integrating Curriculum and Assessment K—12 by Heidi Hays Jacobs
(1997). The reading is necessary to give those involved a background and vo-
cabulary for working with curriculum mapping. The next step is to identify
what information is needed. The information literacy skills taught, the units in
which they were taught, the grade levels, how much time each unit took, the
calendar quarter, the level of instruction, teaching methods, resources used,
and the evaluation must be identified (Eisenberg & Berkowitz, 1988). Any
links to state standards or benchmarks should also be noted. Making the links
between state standards and assessments and information literacy skills is
critical because it helps show how library media specialists work with teach-
ers to meet those standards. Furthermore, teachers see how library media spe-
cialists can help them teach a standard rather than information literacy being
an add-on.

The third step in curriculum mapping is to collect the data. Curriculum
mapping is likely to take more than one year. There are several ways to collect
data. The library media specialist can begin by keeping a record for a year of
the information literacy skills taught in each grade or subject area and with
which teachers. A spreadsheet or database can be developed in which to enter
the data. Using collaboration forms is another way of gathering the data. By
using either of these methods, the library media specialist can identify the ar-
eas of greatest need and target those for development first. These areas can be
developed while the process of curriculum mapping is being completed.

The goal is to find areas in which information literacy skills can be inte-
grated. Frequently the library media specialist uses observations and asks
questions of the teacher or students. For example, teachers who ask to display
student work in the library media center might be a place to start. A number of
students from the same class asking for resource material might be a clue that
some information literacy skills could be integrated.

Another way to identify information literacy needs is for the library me-
dia specialist to look for those places in the curricula where several resources
are used and the evaluation is done in the form of a report or product. Since
most of these learning experiences are tied to a standard, this is a natural place
to show how information literacy skills can help students meet the standard.

Ideally, classroom teachers should be involved in conducting the curric-
ulum mapping. This will give them a sense of ownership and provide a more
accurate picture of what is happening in the classroom. A form may be pro-
vided, and everyone should use the same form to make the compilation of
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data easier. The problem with using a form, however, is that not everyone will
complete it and not everyone will interpret the questions in the same way. In
this case the results would be of limited use. If curriculum mapping is done
with the idea of identifying areas of overlap and gaps in all curricula, there
may be stronger support for this activity.

Finally, the data are mapped, analyzed, and used. The mapping can take
the form of graphs, charts, tables, or any other format that meets the need. The
maps should be reviewed for gaps and repeats. Evidences of standard prac-
tices should be found as well as areas for potential interdisciplinary and
cross-grade-level collaboration. Learning goals and skills that require stu-
dents to use information literacy skills should be noted. If resources are a part
of the curriculum map, the library media center and classroom resources
should include technology. Finally, the appropriate assessment to demon-
strate learning should be delineated (Hughes-Hassell & Wheelock, 2001, pp.
66-67).

Benefitsto the Library Media Specialist

The process of curriculum mapping has the potential of benefiting the
entire school. Since the focus here is on the library media program and infor-
mation literacy skills, the benefits to the library media specialist are dis-
cussed. According to Hughes-Hassell & Wheelock, curriculum mapping
enables the library media specialist to

* make connections between content learning and information
literacy skills

« collaborate with teachers to integrate information literacy com-
petencies throughout the teaching and learning process

« create and promote rationale for infusing information literacy
standards into curricular and instructional policies

» recommend appropriate information resources to support in-
formation literacy and critical thinking throughout the curricu-
lum. (2001, p. 66)

Having identified an area of need, the library media specialist must take
the next step and approach the teacher about adding the information literacy
component. Chapter 5 deals in more detail about how this might be done.
Some teachers are going to be resistant, but others will be enthusiastic. Proba-
bly hardest to accept is that there are teachers who will refuse to work with the
library media specialist.
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Collection Mapping

Collection mapping is defined as a form of evaluation that provides a
way to determine the quantity and quality of the materials available in school
media centers and, thus, to know exactly what materials are available for stu-
dents at any time (Harbour, 2002, p. 6). Hughes-Hassell & Wheelock (2001)
state that collection mapping is a process used to collect, present, and orga-
nize information about the library media collection of resources. Collection
mapping is important to curriculum mapping in that without adequate, appro-
priate resources there is little need to identify areas in which to integrate infor-
mation literacy skills. Teachers and students will become easily discouraged
if they do not have the resources needed to complete projects.

Despite the time it takes, collection mapping has several benefits. It

1. identifies areas of strength and weaknesses in the collection

2. provides evidence of how the collection supports the curriculum
and meets academic and recreational needs of students

3. shows how the library media center budget is being spent
4. provides data to use to lobby for extra funding

5. shows how a weeding plan matches curriculum priorities and iden-
tifies outdated, worn out, inaccurate, or irrelevant resources
(Hughes-Hassell & Wheelock, 2001).

In collection mapping the library media specialist wants to go beyond
simply identifying the quantity and quality of resources available. The re-
sources must be identified in some way by subject areas in order to determine
what curricula are being supported and where additional materials are
needed. As in curriculum mapping, the support of the principal is important,
and discussions with classroom teachers are essential.

Harbour (2002) outlines three steps for collection mapping.

1. Count the total collection.

There are a number of ways a collection may be counted. If the media
center is automated, the task is fairly easy. Most automation software
will generate a report containing the number of items in a collection. If
the media center is not automated, the library media specialist may want
to estimate the number of volumes. One way to do this is to count the
number of shelves and multiply by the average number of books on a
shelf. Another common method is to use the shelflist and assume 100
books per inch of cards.

Although the collection as a whole must be examined, it is also nec-
essary to break it down into various parts. These parts could be spe-
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cial collections, such as Spanish language books or myths and tall
tales. Another way to examine the collection is by its use in support-
ing research in different curricula. For example, count biographies
and history materials related to the study of American history or a
unit of study within American history. An informal way of identify-
ing where collection mapping might be needed is based on experi-
ence. While teaching a unit, write down those areas for which
students have trouble finding information. Also, note any times
when several students request resources on the same topic.

2. Compute the number of items per student.

This step isaccomplished by simply dividing the number of materials
by the number of students. The library media specialist will have to
decide if the number of students will be the entire student body or just
those students in the classes most likely to use the materials. Which-
ever number is chosen, the library media specialist must make it clear
what method has been used.

At this point the age of the materials should also be accessed.
Automation systems often generate this type of information as a report.
Some automation software vendors offer this service either free or for a
small fee. Recording the date of every third item is another way of esti-
mating the age of a collection. Age of materials is especially critical in
areas such as science, geography, and social sciences but should be con-
sidered in all areas. Over a period of time writing styles and clothing
change, and materials simply need an up-to-date look. Knowing the age
of materials might also help build a case for an increase in a budget.

3. Present the results.

A graph is often an effective way to show the number of items in a col-
lection and the age of that collection. Entering the numbers into a
spreadsheet allows one to manipulate and graph the data in a variety of
ways. The graphs must be accompanied by a written brief. Harbour
(2002) states that three elements must be included in the results: 1) a
brief introduction, which includes a brief history and demographics of
the school; 2) the size of the collection; and 3) the quality of the collec-
tion. Graphs, charts, and rating scales are useful for items 2 and 3. Any
special services outside of what might be expected should be noted. A
school that has the only preschool program in the district is an example.

Hughes-Hassell & Wheelock (2001) outline slightly different steps in
collection mapping that expand on Harbour’s steps to include access to online
resources:

1. Collect data on the total collection.
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2. Collect dataon the access students and teachers have to technology
at home and through the Internet.

3. Collect data on specific areas of the collection such as the Civil War
and Native Americans—those that cross Dewey Decimal areas.

4. Create a collection map using bar graphs, diagrams, or pie charts.

5. Analyze data to see where the collection meets curriculum needs,
to find areas that need weeding, identify technology needs, and es-
tablish budget priorities.

6. Create proposed collection maps that will compare curriculum
units and topics and decide what areas of the collection will need to
change over the next five years.

Curriculum mapping and collection mapping are not just exercises to in-
crease the budget, worthy as that goal might be. Mapping is done to determine
the strengths and weaknesses of the collection to support the teaching of in-
formation literacy skills as well as independent reading. By involving teach-
ers and administrators in the process, mapping opens discussion of
integration of information literacy skills.

Conclusion

Generally the library media specialist must initiate integration of infor-
mation literacy skills into various curricula. The first step is gaining the sup-
port of the administration, for without that support little can be accomplished.
Knowing the faculty is important in determining how to begin the integration
process. In some schools integration will come one teacher at a time over a pe-
riod of years. The key is to know with which teacher to start. Who will to take
the risk? Avoid starting with the teachers who are the wait and see type. Those
teachers will come on board after they see the value in information literacy
skills. In other schools, because of special needs or curriculum revisions, inte-
grating information literacy can become part of a formal process. Important to
keep in mind is to start. Teachers usually don’t come to the library media spe-
cialist unless they have had experience working with one. Starting small is
still starting, and change will take place.

Curriculum mapping and collection mapping can be used to gain teacher
support. As they work with the information literacy skills to integrate them in
a variety of different curricula, teachers establish a sense of ownership in see-
ing that the skills are taught. Teachers begin to see how information literacy
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skills can help them as they work with students to meet state standards. Let-
ting teachers have input into what resources are provided through the library
media center is always a powerful incentive.
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Collaboration with
a Purpose

Collaboration. Collaboration. Collaboration. Professional journals are
full of the need for teachers to collaborate with each other to develop the best
learning experiences for students. That need is no less important to library
media specialists, who must work with all teachers. Studies in Oregon, lowa,
and New Mexico have found that successful group visits to the library media
center depend on close collaboration between the library media specialist and
teacher, planning and delivering the instruction together (Lance &
Loertscher, 2003). Collaboration provides the framework for integrating in-
formation literacy skills with the other curricula of a school. Tschamler states
that, “Because no one simply uses information skills without having a pur-
pose or reason, collaboration provides an opportunity to create a purpose in
conjunction with a lesson, in order to teach students the value of information
and research skills” (2002, p. 14).

Information literacy skills must be taught at the point where students
need them. Thus collaboration with classroom teachers is critical. Taught in
isolation, information literacy skills are not retained by students because they
see no need to learn the skill, nor do they get much immediate practice in us-
ing the skill. Taught in conjunction with what they are learning in the class-
room, students are motivated to learn information literacy skills and are on
their way to becoming independent thinkers and life-long learners. Not only
is collaboration necessary, but implementation of flexible scheduling is also
needed. (See Chapter 6 for more on flexible scheduling.)

Library media specialists must understand the effectiveness of collabo-
ration and also be able to convey that understanding to teachers and adminis-
trators. A key point to remember is that collaboration requires shared goals
and a shared vision, as well as a climate of trust between the library media
specialist and the teacher. Principals, teachers, and library media specialists
all must understand collaboration and team teaching. It is essential for these
educators to rethink how they can work together.

49



50 5—Collaboration with a Purpose

Benefits of Collaboration

Through collaboration teachers and library media specialists are pro-
vided the opportunity to work together and share their expertise and knowl-
edge Collaboration is meaningful and worthwhile only if there are strong
benefits or outcomes. Information Power (AASL & AECT, 1998) states that
the catalyst for collaboration is meeting the learning needs of students.
Doiron and Davies (1998) identified five benefits of collaboration:

1. More effective use of resources. Resource-based learning re-
quires more resources than can usually be provided in each classroom.
Library media specialists spend time and effort carefully selecting re-
sources that correlate with the curricula of the school and extend beyond
the school to include community resources.

2. More effective use of teaching time. Two teachers working to-
gether share ideas and teaching responsibilities, and provide two teach-
ers with whom students can work. The workload is divided, and teaching
experience is doubled.

3. Integration of educational technologies. Library media special-
ists can help classroom teachers develop plans and ways to use comput-
ers and other technologies as teaching tools.

4. Shared efforts at promoting literacy. Together the teacher and li-
brary media specialist create an environment in which love of reading
can flourish.

5. Developing the goal of life-long learning. Students are taught a
research process that can be used throughout their lives. Using the pro-
cess in different curricula helps students understand the transferability of
the research process. In her research McGregor (2003) found that princi-
pals believed students became more independent users of the library me-
dia center with collaborative planning.

Loertscher and Achterman (2002) list these additional benefits of collaboration:

* Discipline problems are cut in half. Discipline problems are most
likely lessened because students are engaged in what they are doing
and because there are two teachers interacting with students. Another
factor might be that students know they have to meet the same stan-
dards and consequences as the classroom, thus giving the library me-
dia specialist more credibility as a specialized teacher.

* There is more time to deal with individual student differences, abili-
ties, learning styles, etc.
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» Once again, with two teachers working with students, the ability to
meet individual student needs increases.

 The teachers encourage each other when things get tough.

The School, Children, and Young People’s Section of the Nebraska Li-
brary Association and the Nebraska Educational Media Association (2000)
outline benefits for students when teachers and library media specialists do
collaborative planning. One benefit that has been mentioned elsewhere is that
information literacy skills are taught when needed, and therefore students see
the skills as being relevant to their learning. In turn, the students see learning
and reading as being relevant, and life-long learning skills are mastered.
Other student befits include the following:

 Excitement about learning is inherent.

* Varied learning styles are met.

 The work of small groups and independent study are facilitated.
e Optimum use of a variety of resources is made possible.

As mentioned above, another benefit of collaboration is that students be-
come independent users of libraries. Collaboration can also increase student
achievement. This happens because library media specialists are involved
with integrating, organizing, and demonstrating the context and use of vari-
ous types of resources (Milbury, 2005). Reducing the incidences of plagia-
rism can result from collaboration as the library media specialist works with
the classroom teacher to design assignments that require students to show evi-
dence of critical thinking and synthesis of information (Milbury, 2005).

The Collaborative Planning Process

Collaborative planning is a process. To be effective, library media spe-
cialists and classroom teachers must work together on all aspects of the unit:
planning, teaching, and evaluating. Two heads are better than one. During
collaboration the teacher and library media specialist brainstorm, discuss, and
lay out the activities of a unit. Each person brings to the planning process the
ability and willingness to share ideas, resources, teaching, and evaluation
roles, as well as an understanding of how to implement best practices to meet
content knowledge standards (Callison, 2003a). Thomas (2002) suggests that
there are six steps in the collaborative planning process.
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Step 1:

Step 2:

Invitation to the Classroom Teacher

Many teachers do not have the experience of working with li-
brary media specialists collaboratively. Therefore, the library
media specialist must take the initiative and approach the
classroom teacher. There are several ways to raise teacher
awareness of collaboration. Probably the most common and
effective is simply to find a teacher who is open to collabora-
tion and talk to that person about the possibility. Have a spe-
cific idea or example in mind. Another approach would be to
issue an invitation in a newsletter or at a faculty meeting; how-
ever, keep in mind that follow-up will be necessary. Logan
(2000) suggests additional ways to encourage collaboration:

« Listen for openings and offer to assist through materials
or actual involvement.

« Anticipate research projects and offer services in teach-
ing research skills. This might become more effective if
the procedure of curriculum mapping were used.

» When asked to pull resources, express a willingness to do
s0, but suggest that students could develop their skills by
assisting in locating materials.

« Develop note-taking strategies to share with teachers.
« Suggest, develop, or expand upon projects during conversations.
« Serve on curriculum committees.

A key factor here is building a trust relationship. Many teach-
ers do not know that library media specialists can help them.
Collaboration allows the library media specialist to showcase
his or her collaboration skills (Milbury, 2005). Teachers have
to sense that a library media specialist understands what is
happening in the classroom, knows the curriculum, and cares
about students. Building a sense of trust often takes two or
three years, or even longer with some teachers.

Flexible Planning

Collaboration can be a formal session at which the classroom
teacher and library media specialist sit down and plan, or it can
be informal, using memos, hallway conferences, or e-mails. In
the beginning a more formal session is desirable, with the
teacher and media specialist setting aside a specific time to
meet. Follow-up can be more informal. With experience the
formal meeting time will become shorter. Meet with the
teacher at his or her convenience, whether that is during plan-
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Step 4:

Step 5:

Step 6:
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ning time, before school, after school, or during lunch. Both
the teacher and the library media specialist need a clear under-
standing of a unit’s focus and goals. During the planning ses-
sion the following should be addressed:

« Which goals and objectives will be taught in both the
content area and the information literacy curriculum?
What are the prerequisite skills?

« What instructional activities will be used to teach the
objectives?

 Which step(s) of the research process will be emphasized
or reviewed?

» What is the final project?

» What form of assessment will be used to measure the
learning of the classroom content and the information lit-
eracy skills?

« Who does what?
« What is the timeline for the unit?
» What resources are needed?

Stay Actively Involved

Both the classroom teacher and the library media specialist
should be actively involved during all class sessions. Sometimes
the library media specialist will teach an objective, and at other
times the classroom teacher will. Both, however, are in the class-
room or library media center monitoring and assisting students. A
value in having the classroom teacher present is in helping stu-
dents to make connections with previous learning experiences.

Share Responsibilities

Both the teacher and the library media specialist should de-
velop the necessary learning materials, teach the lessons, and
evaluate the students.

Reflect

Often overlooked, reflection is a critical step. Reflect on the collab-
oration process. Also, look for ways to improve the lesson. Make
notes to be filed with the lesson plan for use in another year.

Save the Lesson

Save the lesson, even if there is room for improvement. There
is no need to start over every year; time is too precious. Build
on what has been done.
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Once a few teachers start collaborating, others will see the benefit and
initiate a project. About 2.5 percent of teachers will be innovators and ready
to start immediately. Some 12.5 percent of teachers are early adopters and are
more cautious, taking longer to accept new ideas. The early majority, about
35 percent of the teachers, are the wait-and-see group. If the early adopters
have success, the early majority will give a new idea a try. Another 35 percent
are the late majority. They are difficult to influence and will adopt only when
many others have. Last are the 15 percent who are resisters or laggards. They
don’t like change and will be the last to accept collaboration, if they ever do at
all (Extra Edge, 1995). Remember that no matter how great the idea, change is
a long process. Effective change takes three to five years. Also, remember
that some teachers will never accept collaboration. Forget about them and
concentrate on those who are willing collaborate. The library media special-
ist’s responsibility is to see that the information literacy skills are taught. If
one subject or grade has little collaboration, the deficiency will have to be
made up elsewhere.

Roles in Collaboration

Collaboration involves an ongoing conversation between teachers and
the library media specialist. They must come to understand their shared goals
for student learning and each other’s roles in the collaboration process. Both
the classroom teachers and the library media specialist have specific areas of
expertise they bring to the collaboration process. The classroom teacher
knows the students’ strengths and weaknesses, attitudes, and interests. Teach-
ers are familiar with learning processes and teaching strategies that work best
for their students. The content or objectives that must be taught are known by
the classroom teacher. They are familiar with state standards and what must
be assessed.

The library media specialist brings knowledge of resources, information
literacy skills, and information processes to the collaborative process. Using
the knowledge of student abilities and what is being taught in the classroom,
library media specialists develop a collection that supports the curriculum.
Knowledge of these resources is used to suggest appropriate materials for
classroom learning experiences. The library media specialist knows what
skills are needed to access information in various formats and can teach stu-
dents those skills. Both the teacher and the library media specialist bring an
understanding of teaching methods and a wide range of strategies. As
Callison (2003a) states, the team of classroom teacher and library media
specialist becomes a curricular think tank.
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A more specific examination of the roles that the library media specialist
and classroom teacher play, both separately and together, reveals that the li-
brary media specialist

learns what is taught in the classroom and how information literacy
skills can be integrated through curriculum mapping by teachers and
through membership on the school’s curriculum committee;

knows the research process;
knows how to integrate technology to enhance learning;

knows available resources within the library media center (both print
and electronic) and makes them available to all staff and students;

knows resources available outside the library media center, both in the
community and electronically;

shares with teachers and administrators the advantages to students of a
collaborative process;

conducts inservices about both national and local information literacy
standards;

maintains records of skills and processes taught;
meets, plans, and teaches with the classroom teacher; and

adapts planning sessions to meet the different styles of classroom
teachers.

The classroom teacher

agrees to collaborate;

has knowledge of the curriculum;

knows the learning process;

knows the current state standards or district curriculum;

knows the students, including their learning styles, reading abilities,
entry level abilities, and experiences as a group;

knows teaching strategies;

shares assignments with the library media specialist and discusses
what students need in the way of information literacy skills;

gives assignments that require higher order thinking skills; and
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» meets, plans, and teaches with the library media specialist.
Together the library media specialist and classroom teacher

« design teaching and learning activities;

« have a repertoire of successful practices to draw upon;

* share teaching responsibilities;

« stimulate student thinking by asking questions;

* help students identify information needs;

« assist in the research process;

« evaluate use of learning resources, achievement of objectives, and
products and processes;

« challenge assumptions and conclusions;

« identify and correct misconceptions;

» model thinking and encourage reflection;

e guide inquiry;

e question the probable findings;

* evaluate the unit; and

* keep current with research on learning behavior.

Students also have a role in collaboration, although it is very different
from that of either the classroom teacher or the library media specialist. The
role of the students is to obtain knowledge and understanding in order to meet
the curricular objectives and standards. In order to do that the students bring
to the collaboration

* enthusiasm for active learning and

« a sense of responsibility for meeting teacher expectations.

Barriersto Collaboration

Teachers proceed through a developmental sequence. Where they are on
the developmental continuum may influence their ability and willingness to
collaborate. According to Katz (1995), teachers advance through four
developmental stages:
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« Stage I—Survival. The teachers’ main concern is whether or not they can
survive the school year. This stage usually lasts one year but can continue into the sec-
ond year of teaching. Teachers are seeking rules and recipes to guide their actions. At
this stage teachers need support, understanding, encouragement, reassurance, comfort,
and guidance.

« Stage II—Consolidation. At this stage teachers are ready to consolidate the
overall gains made during the first stage and to differentiate specific tasks and skills
to be mastered next. Teachers make conscious choices and are able to change les-
sons as they see the need. Suggestions for using a wider range of resources would
be timely.

« Stage I11—Renewal. During the third or fourth year of teaching teachers be-
gin to tire of doing the same old thing. Students are flexibly grouped and regrouped
as skills develop. New developments in the field are sought. New ways for teaching
concepts are welcomed.

« Stage IV—Maturity. At the maturity stage teachers have reached a com-
fortable level of confidence concerning their competence. Some teachers reach
this stage within three years, while others take five or more. Teachers easily
manage classrooms and can anticipate problems. They are now ready to ask
deeper and more abstract questions in order to increase student learning.

Library media specialists must be cognizant of a teacher’s stage of pro-
fessional development. Beginning teachers need a lot of support. Since they
are usually eager for help, suggestions of ways to work together may be
readily accepted. Keep in mind, however, that they usually have no experi-
ence with or amodel for collaboration and will need to be led through the pro-
cess. At the consolidation stage, build on any collaborative efforts that have
been established. If the idea of collaboration is new, provide resources along
with suggestions of how teachers might use them. Teachers at the renewal
stage are ready for a change. These are the teachers who will most likely wel-
come collaboration. Seek them out when first beginning the collaboration
process in a school. Mature teachers may be harder to convince, as they are
comfortable with what they are doing. Through inservice and research stud-
ies, show them how collaboration makes a difference to the students.

A teacher’s stage of professional development is not the only barrier. As
was discovered by the Library Power Project, “collaboration was more diffi-
cult when, despite the librarian’s efforts, teachers persisted in viewing the li-
brary as a service to support traditional instruction rather than a resource for
instructional change” (Findings, 1999, p. 16). If this attitude is common, the
library media specialist must volunteer for school committees, join curricu-
lum teams, and present inservices to show the benefits of collaboration.

Leonard and Leonard (2003) found that lack of time is an important
teacher concern about collaboration. Teachers mentioned other school activi-
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ties, such as parent conferences, programs, activities, and committee work.
The everyday activities of planning lessons, helping children who were ab-
sent or needing extra help, and grading papers were also mentioned. Leaving
right after school for a second job was another time-related factor. Indirectly
related to the time issue is the fact that lunch periods and planning times do
not always coincide with when the library media specialist is available.

Another barrier that Leonard and Leonard (2003) reported were teachers
not wanting to stay after school, especially if they were not being paid. Two
other barriers were teacher personality conflicts and lack of administrative
support. Without administrative support, collaboration is almost impossible,
except with a few teachers.

Aids to Collaboration

No single factor can be said to ensure effective collaboration. Instead,
there are several factors that help facilitate collaboration. “Collaborative
planning is impacted by the individuals involved, school climate, time for
planning, the organization of the school, the facility and collection and train-
ing; of these, the characteristics and actions of the people involved are most
important” (Haycock, 1999).

One factor is the principal’s expectations. Van Deusen and Tallman
(1994) found that more consultation or collaboration took place when princi-
pals expected team planning. Consequently, the library media specialist must
forge a partnership with the principal that includes a shared vision for the li-
brary media program encompassing collaboration and flexible scheduling. A
study completed in Pennsylvania found that activities helpful in integrating
information literacy with other curricula were teaching cooperatively with
teachers as well as teaching alone, providing inservice training to teachers,
serving on standards and curriculum committees, and managing information
technology (Lance & Loertscher, 2003, p. 4). A supportive principal can be
instrumental in seeing that some of these activities take place.

Another important factor is flexible scheduling. When the library media
specialist is scheduled for a whole day of classes, coming at the same time
each week, there is little time for collaboration. This type of schedule restricts
teacher access to the library media specialist. In addition, there is little time
available to teach information literacy skills in a manner conducive to student
learning. In other words, with a fixed schedule students do not have access to
the library media center or the library media specialist several days in a row
during the times classes meet.

Flexible scheduling allows the classroom teacher and the library media
specialist to plan the amount of time that is needed for students to complete
resource-based projects and other learning activities. If need be, classes can
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be scheduled to use the library media center and receive instruction on use of
resources for several consecutive days. Without this concentrated block of
time, research projects drag on and on, resulting in lower student enthusiasm
for learning. Flexible scheduling is discussed in more depth in Chapter 6.

Adequate staffing is also a factor. Information Power: Guidelines for
School Library Media Programs (AASL & AECT, 1988) recommends at
least one full-time library media specialist in every library media center.
When the student population reaches 1,000, another library media specialist
should be added. In their research Lance, Welborn and Hamilton-Pennell
(1993) found that the size of a library media center’s staff and collection is the
best school predictor of academic achievement. In a second study Lance,
Rodney and Hamilton-Pennell (2000) found that elementary and middle
schools students did better on tests when the school library media specialist
and classroom teacher collaborated. The research indicates that staff and col-
laboration influence student achievement. Reading scores increased 8 to 21
percent (Lance & Loertscher, 2003). Yet school decision makers continue to
staff library media centers with clerks and technicians, resulting in the library
media center being nothing more than a warehouse of books.

In order to carry out collaboration, time to plan is critical. “Collaboration
was most effective when teachers had already done some planning specifi-
cally aimed at improving learning objectives or thematic units” (Findings,
1999, p. 16). Therefore, not only do teachers need time to plan and think
ahead; they also need time to plan with the library media specialist. Without
good planning, little is accomplished. Time is needed for the partners to de-
cide on goals, discuss learning activities, and develop assessments. Without
adequate time to plan, collaboration cannot be carried out.

Many library media specialists find using a collaboration form or plan-
ning guide helpful. Figure 5.1 (p. 60) is an example of a collaboration form.
All such forms have certain characteristics. They include information about
the class level and size, a timeline, the teacher’s name, the information liter-
acy skill to be taught, the content objective to be taught, the state standard, the
responsibilities of the teacher and library media specialist, the student project,
how the learning will be assessed, the materials or resources needed, and a
space for comments or evaluation of the unit.
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Teacher’s Name: Grade: Today’s Date:
Unit: No. Students:
Timeline: Dates of class: Time of class:
State Standards: Information Literacy Standards:
Classroom Obijectives: Information Literacy Objectives:
Learning activities: Who will do:

Resources needed:

Evaluation of Unit:

Figureb5.1. Collaboration Form.
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A checklist of information literacy skills to be taught at each grade level
is also helpful. The checklist will help ensure that students are taught the re-
quired skills. The list can also be used to share with teachers what the library
media specialist is expected to teach, thus opening the possibility of collabo-
ration. Figure 5.2 (pp. 62—64) is an example of such a checklist, maintained in
a spreadsheet. The first column refers to the research step. In this case the ap-
propriate Big6™ step. The second column is the information literacy skill.
The third column indicates whether the skill is to be introduced, practiced, or
mastered. The date the skill is taught is entered in the fourth column. The fifth
column is the class. In the activities/comments column is placed information
regarding in which unit the skill was taught and any other information the li-
brary media specialist wants to remember for future use.

One library media specialist has used the list of information literacy ob-
jectives to further collaboration. After having worked with the teachers for a
year and noting when and how each of the objectives was taught, the library
media specialist met with teachers at each grade level. Teachers were given a
copy of what was to be taught at their grade level as well as what was taught
the previous year. Each objective was written on a slip of paper. Knowing that
teachers include some information literacy skills within the classroom, the
teachers were asked to identify any that they taught. For example, the
fourth-grade teachers used a thesaurus. A notation was made beside that in-
formation literacy objective indicating that the classroom teacher covered
that concept. The teachers and library media specialist then brainstormed how
the other objectives could be met while at the same time helping teachers with
meeting state curriculum standards (Joie Taylor, personal experience, 2003).

McGriff, Harvey, and Preddy (2004) suggest that library media special-
ists need to collect quantitative and qualitative data to analyze collaboration
triumphs and productivity. They suggest using semester surveys, collabora-
tion logs, student surveys, and collaborator-educator surveys to collect data.
Quantitative data are numerical responses that can easily be put into a spread-
sheet for quick interpretation. Qualitative data are collected using open-ended
questions and personal comments or experiences. A semester survey could be
given to faculty, administration, and support staff. Questions should relate to
curriculum and services. A numerical scale would be developed representing
terms such as Never used, Frequently used, or Used once a year. How many
numbers used and the terms used will obviously depend on what information
is being collected. Examples of questions for a semester survey are:

What resources were not available to your or your students that the li-
brary media center should consider adding?

What could be done to improve the service of the library media center?
What barriers are there to using the library media center?
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Evidence need not be limited to surveys. Collaboration forms can be
used to create a collaboration log showing how often collaboration is done,
with which teachers, and in what subject areas it was completed. A summary
of the collaborative learning lessons should be developed. Although only ef-
fective learning experiences are included in the log, if the collaboration form
includes an evaluation element, some examples of what went well and what
resources are needed has already been provided. In order to document posi-
tive interactions with faculty and to show that some teachers recognize the
value of collaboration, the library media specialist may also want to include
e-mail such as this example:

Have you ever done an American Revolution project? | did not
know what kind of resources we have available in the library. I
was thinking a small research project about a person, event, bat-
tle etc. Maybe include illustrations about topic??? We could even
do the first part of research in the library and finish in the class-
room or do something in the computer lab??? 1 would be looking
at approximately the 2nd of February if all goes as planned, but |
am flexible?? What do you think? Any ideas??? (Brenda Cuba,
personal communication, January 17, 2005)

McGriff, Harvey, and Preddy (2004) explain that the collaboration log is
used to record information as instructional units are planned. The collabora-
tion formin Figure 5.1 (p. 60) or any of several others can be used for this pur-
pose. The information obtained from the collaboration form helps the library
media specialist determine who is and is not being served and what instruc-
tional needs are being met. The checklist in Figure 5.2 is another way that the
library media specialist can easily ascertain the status of instruction.

The student survey is a part of evaluation data. Students are asked to re-
spond to quantitative and qualitative questions in order to gather information
about their experiences. Questions could be asked about how clear both the
teacher’s and the library media specialist’s instructions were, if there were
sufficient resources, and what they might do better or differently next time.
An important part of this evaluation, according to McGriff, Harvey, and
Preddy (2004), is for the teacher and library media specialist to discuss the re-
sponses together. Through this final process the collaborator-educator survey
is compiled.



66 5—Collaboration with a Purpose

Conclusion

Some teachers embrace collaboration right away, while others take a
wait-and-see attitude and jump on the bandwagon only after they see the posi-
tive effects of collaboration. There are other teachers who never accept col-
laboration. Rather than telling teachers what will be done, give them options
for how to proceed with collaboration. Think of teachers as being at various
stages along a continuum of collaboration. On one end is independence and
on the other interdependence. At the beginning participants in collaboration
must share their stories and look for new ideas together. As teachers and li-
brary media specialists progress along the continuum, they move on to giving
aid and assistance to each other and then mutual sharing. Only when a degree
of trust has been established and tested will the partners enter joint work or in-
terdependence (Herrin, 1994). Toni Buzzeo (2002) states that the keys to
successful collaboration include

« respecting individual strengths;

advertising successes and building on them;

remaining flexible; everyone will not participate at the same level,

learning to compromise in order to move forward;
» remembering that word of mouth is the best form of advertising; and
* keeping the faith; collaboration works.

A colleague is fond of saying, “Baby steps. Take baby steps” (Jane
Dodson, personal communication, 2003). Start with several small steps, one
at a time, and move forward. Change takes years to accomplish, but it can be
done.



CHAPTER 6

Flexible Scheduling

Scheduling is frequently discussed when media specialists get together.
A question often asked is, “Do you have flexible scheduling?” What follows
is usually dialog about fixed scheduling and the need to provide teacher plan-
ning time and whether there are ways to change that. Information Power:
Guideinesfor Building Partnerships (AASL & AECT, 1988) brought to the
attention of library media specialists the benefits of flexible scheduling for
the library media program to meet the needs of the school community. Both
the library media center and the library media specialist’s time can be flexibly
scheduled. The focus of this chapter is scheduling the library media special-
ist’s time in order to teach information literacy skills.

Types of Scheduling

According to Karpisek (1989, p. 41), scheduling serves 1) to ensure eg-
uitable access, 2) to help the library media specialist know what to plan in or-
der to teach information literacy skills, and 3) to help the specialist assess
library media center use. There are generally three types of scheduling: fixed,
flexible, and a modified flexible schedule. Issues of fixed versus flexible
schedules are mostly a concern at the elementary level. High schools and mid-
dle schools generally have a fixed length of period, 45 minutes for example,
for each class, and classes are scheduled at specific times on specific days.
The use of the library media center is often confined to those times. The only
flexibility is how many days the center will be needed. Elementary schools
are not as rigidly scheduled, and teachers have more latitude in scheduling
classes.

67
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Fixed Schedules

On a fixed schedule the library media specialist meets with each class on
a specified day for a specified length of time all year long. Students are admit-
ted to the media center only with a class or before and after school. The infor-
mation literacy skills being taught often have little connection to what is
being done in the classroom and therefore no relevance to the curriculum. The
idea is that “library media” is another class just like music, art, and physical
education (Karpisek, 1989). The justification that media specialists give for
maintaining this type of schedule is that it ensures that every child is taught all
the skills, but it is the least responsive to student and teacher needs.

Unfortunately, a fixed schedule is often used to provide planning time
for classroom teachers; therefore, teacher involvement in what the students
are learning is minimal. Library media specialists who must provide planning
time for other teachers have little flexibility in when they teach skills. Infor-
mation literacy skills are taught in the “it’s the third week of September and
time to teach about the encyclopedia” syndrome. There is no apparent con-
cern about whether or not students need to use the encyclopedia at that time.
Without teacher involvement and little or no connection to what is being
learned in the classroom, students may not be learning the skills being taught.

Flexible Schedules

Flexible scheduling is one component of the larger concept of flexible ac-
cess, open access being the second component. Both are needed to ensure that
students and teachers have access to resources in a timely manner. Open access
means that students come to the library media center whenever there is a need.
Open access is what allows students to have adequate access to the library me-
dia center even when they are not scheduled for regular classes. The student
need not be coming for a class but may be coming to check out a book, find the
answer to a question, or do some recreational reading. Open access accommo-
dates students of different ages levels and grades at the same time and in differ-
ent groupings. Those grouping could be individuals, small groups, or classes.

What is a flexible schedule? Simply put, flexible scheduling means the
schedule changes daily, weekly, and monthly. Teachers schedule classes ac-
cording to project and unit needs (Karpisek, 1989). Changes in scheduling are
necessitated by the fact that different students need to use the library media
center on different days and for different lengths of time. When applied to in-
struction, a flexible schedule is critical if students are to be taught information
literacy skills at the point of need. The library media specialist and the class-
room teacher work together to determine the best time for instruction to oc-
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cur. Who teaches the skills is also flexible. The instruction could be done by
the library media specialist, the classroom teacher, or both.

A flexible schedule is also important to the integration of the informa-
tion literacy curriculum with other curricular areas. The classroom teacher
and the library media specialist determine at what points in the curriculum
specific information literacy skills can be taught. Skills should be taught in
different curricula for two reasons. First, students are more likely to remem-
ber information that connects with preexisting knowledge (Hardiman, 2003).
Second, teaching in different subject areas is important for learning to transfer
the skills from one setting to another. Using knowledge in multiple contexts
helps students abstract relevant features of concepts and develop a more flexi-
ble representation of knowledge (Bransford, 2000). Since classes are taught at
different times during the day and units are taught at different times of the
year, the library media specialist must be available to teach the information
literacy skills when students need them.

Advantages of Flexible Scheduling

There are several advantages for students and teachers when flexible
scheduling is used. Those listed below relate to information literacy
instruction.

« |t is student centered.

« Students become better consumers of information through more fre-
quent practice.

e Curricular needs are met.
* There is a lower student—teacher ratio.

One of the often overlooked advantages is the benefit to students. When
the library media specialist’s time is flexibly scheduled, students are the focus
rather than the staff or planning time. Scheduling is done to optimize student
learning. Students work on skills in a continuous manner rather than one day a
week. They see a purpose for learning information literacy skills as they relate
them to what they are learning in the classroom. Students are more motivated
and excited about learning, as they know they need these skills to complete
assignments (McGregor, 1999). Since they are allowed to use the library me-
dia center when they need to, students learn and practice information literacy
skills when they are relevant. Also, students develop confidence in using li-
braries through successful experiences. Results from the Library Power Pro-
ject indicate that students experienced more engaging and educationally rich
learning activities when taught information literacy skills in context with
classroom content (Library Power project, 2003).
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Flexible scheduling promotes student use of information. Since students
have ready access to the library media center, they use it more and for a wider
variety of purposes. There are more opportunities to use the acquired infor-
mation literacy skills. As students use the library media center more often and
more independently, they become better information consumers. Being better
consumers, the students can find information more efficiently, evaluate it
with more care, and think critically about the content.

Another advantage is the focus on the curricula, both the information lit-
eracy curriculum and that being taught in the classroom. In the collaborative
process the focus is on integrating the information literacy skills with the
classroom objectives, thus dovetailing students’ learning activities. The guid-
ing factor is the teaching unit, not the time of the year or day of the week. If a
unit takes 50 minutes a day for two weeks, that can be scheduled. If only one
45-minute period is needed, that is what is scheduled. Collaborative planning
is facilitated by flexible scheduling. McGregor (2003) found that principals
felt flexible scheduling provided better opportunities for collaboration as well
as curriculum support. Van Deusen and Tallman (1994) found that more con-
sultation occurred between teachers and library media specialists in schools
with flexible scheduling. “Collaboration with colleagues and varied student
use is more evident in schools with flexibly scheduled library resource cen-
ters” (Haycock, 1999). Knowing how to collaborate cannot be assumed. Hay-
cock (1996) found that library media specialists who were trained in
cooperative planning and teaching engaged in more collaboration than those
who were not. If teachers don’t know how to collaborate, the need for flexible
scheduling is not as evident.

With flexible scheduling students also benefit by a lower stu-
dent—teacher ratio. With both the library media specialist and the classroom
teacher available to respond to students’ questions, wait time for help is di-
minished, and students can stay on task more often. For high demand projects
the library media para-educator can also assist students, thus further reducing
the student—teacher ratio.

Challenges of Flexible Scheduling

Change is scary, and teachers and principals have some very real con-
cerns about changing scheduling modes, including the following:

* Providing planning timefor other teachers. In some schools the spe-
cialists (music, physical education, computer, library media) provide
planning time for teachers. With flexible scheduling the library media
specialist must be available to schedule classes as they are needed, thus
preventing them from being available at the same time every week to
provide planning time. Teachers need planning time, principals need
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to find a way to provide it, and to lose the use of the library media spe-
cialist’s time as one avenue to providing planning time is threatening.

Changing existing educational activities. Teachers have different
personalities. Some welcome suggestions; others do not. If flexible
scheduling is to work, the library media specialist must often take the
initiative in approaching the teacher. Some teachers find changing
their classroom activities uncomfortable or even threatening.

 Finding timeto schedulethelibrary media specialist. Teachers are
very busy, and some see collaborating with the library media specialist
in providing flexible scheduling as just one more thing to do. As teach-
ers become more accustomed to flexible scheduling, the problem is
more the library media specialist having trouble finding time to work
with them.

* Making sureinformation literacy skills aretaught. Because of the
need to meet state standards, both principals and teachers are con-
cerned that students be taught the appropriate information literacy
skills. If students do not have regularly scheduled library classes, how
can teachers be sure they have learned the necessary skills? A library
media specialist usually has a method to track what skills have been
taught, when, and to whom.

Implementing a flexible schedule is not always easy. In moving to a flex-
ible schedule, library media specialists are often working against well-en-
trenched attitudes of teachers and principals. McGregor (1999) found that the
qualities of the library media specialist seemed to be a factor in successful im-
plementation. Library media specialists should be flexible, energetic, have a
sharing and facilitating mindset, be competent, be persistent, have an aware-
ness of national trends and best practices, have a sense of humor, be enthusi-
astic, and have the ability to deal with a variety of people.

According to McGregor (2003), principals stated that with flexible
scheduling 1) the library media specialist and teachers tend to be overex-
tended due to high demand and 2) not all students use the library media center
often enough. While the possibility is there for both of these problems to hap-
pen, that need not be the case. Flexible scheduling does not mean unsched-
uled or unplanned. Posting a schedule helps both the library media specialist
and the teacher when scheduling time for instruction in information literacy
skills. Both can see what times are available at a glance. If curriculum map-
ping has been done, the library media specialist has an idea of when units will
need to be scheduled and can pencil those in and work around them. A good
para-educator can alleviate some of the problem because this person not only
checks books in and out, but can also help with reading guidance, take care of
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reading promotions, and assist in some of the instructional activities. With a
para-educator performing clerical tasks and working under the supervision of
the library media specialist on other activities, the library media specialist has
more time to work with students and teachers. The library media specialist is
busy because flexible scheduling works, and support staff is a critical element
in that success.

Students learn to use and do use the media center independently. When they
are comfortable finding needed materials, students do not hesitate to use the li-
brary media center. In addition, the center is available for classes and groups of
various sizes. No longer must students wait until the entire class is scheduled for
the media center. Provided the library media center is large enough and arranged
appropriately, students are free to visit even when there is a class scheduled.

Flexible scheduling does require organization. A busy library media
specialist cannot keep track of a changing schedule without some type of cal-
endar. One library media specialist has a laminated piece of oak tag with 20
squares on it; 5 squares across (one for each day of the week) and 4 rows
down, so that a total of 4 weeks can be scheduled at one time (see Figure 6.1).

At the beginning of each row is written the date of the first day of the
week. As classes are scheduled, they are written on the schedule. Teachers have
learned to check the schedule for open times. A color code is used to identify
the type of activities on the schedule. Red entries are for scheduled classes,
black is for times the library media specialist must do recess supervision, and
green is for other meetings the library media specialist must attend, such as staff
meetings and district meetings (Joie Taylor, personal experience, 2003). The
color code is for the benefit of the library media specialist rather than the teach-
ers. The teachers just want to know when the media specialist is available.

As a means of comparison, a fixed and a modified schedule are pre-
sented in Figures 6.2 (pp. 74-75) and 6.3 (pp. 76—77). There are library media
specialists who feel that a modified or fixed schedule is better because it en-
sures every child has an opportunity to use the library media center. However,
once teachers and administrators see the benefits of flexible scheduling for
teaching information literacy skills, they usually find other ways to make sure
students are able to check out books. Ignoring when and where students need
to learn a particular skill flies in the face of what is known about how humans
learn. A fixed schedule provides little time for needed collaboration between
the teachers and the library media specialist. In the flexible schedule the li-
brary media specialists has several opportunities to see teachers during the
day as well as during lunch and after school. Some library media specialists
see a modified schedule as a compromise. In a modified schedule, some
classes come at fixed times. Because younger students need more structure, a
case might be made for scheduling preschool and kindergarten students at the
same time every week. Certain days are left open to allow for classes to come
multiple times during the week if necessary.
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Making sure that all students use the library media center was a real con-
cern for teachers when flexible scheduling was implemented in one school.
To help alleviate their fears, the library media staff agreed to print out once a
month the number of items students had checked out (not what they had
checked out, but the number of items). Some classroom teachers also put up a
book pocket for each student, and when the student had been to the media
center and checked out a book, a strip of paper was placed in the pocket. After
several years’ experience with flexible scheduling the teachers no longer kept
a record in their rooms nor did the library staff send reports to the teachers.
The practice was discontinued because teachers found that students were con-
tinuing to check out books (Jane Dodson, personal experience, 1992). How-
ever, the intermediate step of providing proof that students were checking out
books was needed to make teachers comfortable with the change.

Meeting the Challenges

The idea of flexible scheduling has to be sold. Library media specialists
must be proactive. The support of the principal is essential. Principals indi-
cate that the way they have learned about flexible scheduling is through the li-
brary media specialist sharing the experiences with them and providing
journal articles supporting its benefits. They describe themselves as cheer-
leaders, advocates, supporters, communicators, enforcers, promoters, and
enablers of flexible scheduling (McGregor, 2003). The selling point for prin-
cipals is the benefit to students (McGregor, 1999). In planning for flexible
scheduling, conducting a needs assessment to find out what services the staff
values can help. Then show how flexible scheduling would allow or improve
those services. Be sure to include teachers and the principal in decisions.

Providing planning time is a big issue. Using the library media specialist
primarily as a teacher ignores the other important contributions the specialist
can make to the educational team of the school. A change can be made only
when the principal is convinced flexible scheduling will benefit students. Af-
ter making the decision to have flexible scheduling, one principal extended
the lunch period by five minutes each day and held meetings with students at
each grade level every other Friday afternoon during which he discussed
schoolwide issues or arranged for a presentation by another person (Shannon,
1996). Other schools have added or increased time for computer programs,
music, or physical education to provide planning time. One school changed
electives by adding rotation option periods. Teachers took turns giving option
periods so that they had planning time, but not every day (McGregor, 1999).
Another option is to have planning time specified on a weekly rather than a
daily basis.
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Time to collaborate is a challenge. Teachers and library media special-
ists are busy. Keep in mind that not every unit requires a detailed meeting be-
tween the teacher and the library media specialist. This is especially true if
you have collaborated on the unit before. Knowing the teachers also helps.
Some teachers want and are more comfortable with a detailed planning meet-
ing for each unit. Other teachers, especially after they get to know you, are
willing to let you “just do it” with a minimal amount of collaboration. Then
there are teachers who know exactly what they want done and will tell you
what they want you to do. For those teachers who don’t need a formal meet-
ing, talking at lunch, while walking down the hall, or stopping briefly in the
room works fine and takes a minimal amount of time.

Keeping track of which skills have been taught is essential. As Ohlrich
(1992) stated, “When the skills are taught is flexible; whether the skills are
taught is not flexible.” Having a way to track which information literacy skills
have been taught, when, and to whom is essential. A binder or database can be
used to keep track of which skills have been taught to which classes or grades.
(An example is given on p. 62.)

I mplementation

Start small. Don’t become discouraged. One school tried flexible sched-
uling for two weeks and found it didn’t work. Two weeks is not long enough
for teachers to understand the concept, let alone change years of teaching hab-
its. Change takes time—three to five years. McGregor (1999) found in her
study that library media specialists recommended looking for the small suc-
cesses, being persistent, and building over a period of years, not just months.

In order to implement flexible scheduling, the school climate must be
one of cooperation and collaboration and must support risk-taking (Shannon,
1996). From her study McGregor (1999) has made the following recommen-
dations to promote successful implementation:

* Visit successful sites together to study how to implement flexible
scheduling effectively. Include principals, teachers, and library media
specialists.

» Form district committees of teachers to study the concept and bring the
findings back to the school.

» Wait for the right time and then seize it. However, waiting might mean
years rather than weeks or months.

« Teach teachers to take advantage of the situation.

» Make something happen in the beginning. Actively seek out people
with whom to plan, even if only one teacher. Others will follow when
they see the advantages of collaborative planning.
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» Keep a visible, public schedule so everyone can see what’s happening
in the media center.

 Loan out rotating and constantly changing classroom libraries to pro-
vide regular access to a collection of reading materials to help make
sure students have access to them.

* Be able to accept disorganization, uncertainty, and change.

» Be aware that you can’t please all the people all the time, and some
people may never be advocates of flexible scheduling.

« Be intuitive—figure out where teachers are, meet them wherever they
are, and bring them along a continuum of effective use.

* Plan as a district to continually educate new superintendents and
administrators.

» Conduct inservices for each other in other schools.

Obviously one will not follow all of these suggestions. What is done depends
on the attitude of the teachers and their stages of acceptance of flexible sched-
uling. Knowing the teachers is an important aspect of implementing flexible
scheduling.

Modified Flexible Schedules

A modified flexible schedule is usually adopted because the library me-
dia specialist recognizes the benefits of a flexible schedule but is faced by im-
posed limitations. These limitations could be from having to provide some
teacher planning time, being in the building part-time, or teaching another
subject. In a modified flexible schedule the library media specialist attempts
to provide some time to meet the needs of students and teachers in a limited
way. Library media specialists have used the concept of a modified flexible
schedule in different ways. For example, on certain days, such as Monday,
Wednesday, and Friday, classes are scheduled on a fixed basis. On Tuesday
and Thursday the specialist can schedule classes that need additional time. In
some cases a certain day of the week or week of the month is designated for
flexible scheduling. In other instances a specific class may be designated as
the one to have flexible scheduling. In some schools the fifth and sixth grades
have flexible schedules, and kindergarten through fourth grades have fixed
schedules. The disadvantage to the modified flexible schedule is that it does
not automatically provide for individualization, and periodic reinforcement
may or may not occur (Karpisek, 1989).
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Conclusion

Flexible scheduling is not an end in itself; it is a means to an end. In the
case of information literacy, that end is to have students who are literate in
finding, using, evaluating, and communicating information. Library media
specialists working on fixed schedules should have as a goal moving toward a
more flexible scheduling of classes. With flexible scheduling the library me-
dia specialist can organize his or her time to teach skills at the point of need;
work with students in small groups or independently; confer with teachers;
and select, order, and catalog materials for students to use. Flexible schedul-
ing is not an easier way to teach. In fact, as teachers see the benefits of flexible
scheduling, the library media specialist will probably find more demands on
his or her time. Although it may not be easier, flexible scheduling is a better
way to teach because it meets the needs of students and teachers.
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It’s All About Process

There is more involved in teaching information literacy skills than hav-
ing a set of standards or objectives. Kuhlthau (1991) found that there is a natu-
ral sequence of information use activities that matches children’s
developmental stages and their need for information arising from their class-
room and their personal lives. In pre-kindergarten through fifth grade, learn-
ing involves children in asking questions, seeking answers, and sharing their
discoveries. Children in fifth through eighth grades are transitioning toward
more abstraction in learning (Donham, 2001). Therefore, a sequence of infor-
mation skills can and needs to be planned. Kuhlthau (1991) further stated that
the process of learning from information is at the core of an information liter-
acy program. Information literacy skills taught within a framework of an in-
formation process ensure consistent development of needed skills and
strategies so that students can retrieve, access, process, and share information
(Doiron & Davies, 1998). In other words, students need to learn a process for
doing research.

Learning a research process is learning how to solve a problem. Students
cannot be taught all the facts they will ever need to know, but they can be
taught a process for solving information problems. Knowing how to use a re-
search process is not intuitive; it has to be taught. Pitts (1995) found that a
lack of mental models for information seeking was detrimental to the entire
research process and to learning from the research task. Students in Ohio
schools indicated some fundamentals necessary for them to construct their
own understanding of a topic:

 Understanding how to do research effectively

« Understanding how to identify key ideas
 Analyzing, synthesizing and evaluating information
e Structuring and organizing ideas

 Developing personal conclusions. (Todd and Kuhlthau, 2004,
p. 20)

83
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These fundamentals that students identified are included in most research
processes. Once having learned a research process, students are more likely to
be independent learners.

There are several research processes or models, but they generally have
some steps in common: the research problem, where to find the information,
how to extract the information, how to let others know what has been learned,
and if the problem has been solved. In addition to learning the steps in a pro-
cess, there are other positive outcomes. Kuhlthau (1989) found that students
came to understand that thinking, reflecting, and mulling were an important
part of learning from information. Students also learned that uncertainty is
okay at the beginning of all learning. Using a process considers information
seeking from the user’s point of view.

Resear ch Process

In information literacy, what is being taught is really a research process.
Although there are several different processes, they have some basic steps in
common.

The Research Problem

The first step is the research problem. This is where students define the
keywords or search terms to be used. Defining the problem is a difficult step
for students, as they are often accustomed to the teacher telling them what to
find. Students need some guidance about what types of questions to ask. Ac-
cording to Moore and St. George (1991), 52 percent of the questions students
originally generated were not answered in their final projects. In fact, they
substituted questions that fit the information they found. Sometimes, how-
ever, the difficulty arises because of the research problem. For many years
teachers have asked student to research birds, or something they find interest-
ing about the Civil War. The topics are so broad the students are clueless
where to begin. Setting up the right type of research problem is important.

Without the right questions, students won’t know where they are going.
They won’t know which search strategies to use. Questions are needed to
cope with the large quantity of information available to students. Students
need to understand what they are to do by asking who, what, when, where,
why, and how questions.
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What is an avalanche?

When is an avalanche likely to occur?

Where is the safest place to be during an avalanche?
Why is an avalanche dangerous?

How can you survive an avalanche?

Brainstorming is often an effective technique to establish questions for
an assignment. Then, by using a process to group the questions, some key
questions will emerge. Preceding the brainstorming of questions by review-
ing what is already known is also a good technique. The review may call to
mind some questions. Just as important as what is being learned is relating
what is known. From what is known other questions may develop.

Moore and St. George (1991) stated that it is evident that abilities to both
reduce and increase the scope of a topic are necessary for the selection of the
most appropriate search term. From the generated questions students then can
identify keywords to be used in finding and extracting information. Identifi-
cation of keywords is another skill that needs to be taught. A related learning
activity is guiding students in understanding the need for and in thinking of
synonyms for the keywords they select.

Finding Information

After determining what questions need to be answered, the student must
decide where the best place to look for information is. When asked where to
find information, many students will often say, “The Internet.” Finding the
information needed to answer an information problem is about finding the
right source for the questions to be answered. Although students might prefer
searching the Internet, they must learn that other sources of information are
sometimes more appropriate. The student should ask, “Where is the best place
to find this information?” A student needs to know whether a question can be
best answered by using an encyclopedia, an almanac, an atlas, or the Internet;
by asking an expert; by reading a book; or by looking in the telephone book.

Extracting I nformation

Once students have decided which resources to use, they must extract
the information. Different skills are needed depending on the type of resource
they use. The skills for reading and listening are different, as are those for
viewing. Students have to be taught some skills for extracting the needed in-
formation, such as listening for keywords, using indexes and tables of con-
tents, or searching databases.
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Students also have to be taught several ways of taking notes so that they
have some options depending on their learning style and the format being
used. Visual or graphic organizers work well for many students. A web can
help show interconnectivity between two concepts. For some students high-
lighting passages is most effective. If a student will be interviewing an expert,
guidance is needed in developing appropriate questions.

Product/Project

Having gathered the information, students must synthesize and organize
it in some manner to convey what they have learned. Frequently teachers de-
termine the product for beginning researchers. However, it is appropriate to
familiarize students with different products. Because of interaction with all
teachers in the building, the library media specialist can suggest appropriate
projects or products to teachers. Although it may be appropriate for very
young students to produce products that are basically factual, as they get older
students should have projects that require use of critical thinking skills. Hav-
ing projects that require making inferences and coming to conclusions is
practice in using real-life skills.

The product can be almost anything. However, students should complete
a variety of products throughout the year. Again, as a person involved in
many class learning activities, the library media specialist can suggest prod-
ucts or projects based on what has been done. The most common product is a
research paper, but more and more teachers are looking for real-life experi-
ence for students to present their findings. Students may be talking to a city
council, a parent group, or the principal. At this point the library media spe-
cialist and teacher may have to teach how to present information in different
formats, for example, PowerPoint presentations, oral presentations, posters,
or public service announcements. Using a variety of products recognizes that
students have and use multiple intelligences (linguistic, logical-mathemati-
cal, spatial, kinesthetic, musical, interpersonal, intrapersonal, and naturalist).

Evaluation

The focus of the evaluation is the research process. Students should
think about how the process worked. Was there something they could have
done differently that would have made the work easier or improved the prod-
uct? Should they have looked for more information? Did they run out of time?
What would they do differently the next time?

There are a number of ways to evaluate, and not all evaluation has to be
formal. Sometimes having students do a self-evaluation by stating what
worked best and what would be done differently next time is all that is
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needed. At other times a rubric may be needed. More about evaluation is cov-
ered in Chapter 9.

Research M odels

A number of research processes or models have been developed. The
key is to find the process that is the best fit with the library media specialist,
the teachers, and the students. This chapter attempts to give a brief explana-
tion of some of those most commonly used. All promote critical thinking
skills. The description is meant as an introduction to the models, with the idea
that the reader will investigate them further.

Big6"

The Big6 is a six-step process developed by Michael B. Eisenberg and
Robert E. Berkowitz. Their premise is that most problems have an informa-
tion component, and that information problems can be solved in a systematic
way. The steps seem sequential, but the authors explain that branching is pos-
sible and desirable. Each step is broken down into two subskills, which
Eisenberg and Berkowitz call the “Little 12.” These subskills help explain
what is to be done at each step. The steps and the subskills follow:

1. Task definition—defining the task and identifying the information
needed to complete the task.

2. Information seeking strategies—identifying the possible resources
and selecting the best ones.

3. Location and access—locating sources and finding information
within the resources.

4. Use of Information—reading, hearing, viewing in order to extract
relevant information.

5. Synthesis—organizing the information and presenting the final
project or product in an appropriate format.

6. Evaluation—judging both the process and the product (Eisenberg
& Berkowitz, 1999).

This model has great application not only for solving information prob-
lems, but also for doing assignments and using in real-life applications.
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FLIPIT!"

Developed by Alice Yucht, FLIP was originally a research process but
has evolved to being used in other ways. When beginning a research process,
FLIP might stand for Focus, Links, Input, and Payoff. For determining re-
search strategies the acronym would mean Focus, Links, Input, and Propri-
eties. When getting ready to do the research, the letters would stand for Focus
topic, Looked in, and Important Points. The teacher might give the students
project guidelines that included Focus, Layout, Input, and Pay attention to.
There is even a FLIP for assessment—Focus, Logistics, Information content,
and Presentation.

The IT stands for If/Then, which is an important part of the process as it
helps students make connections between the steps. For example, IF the Fo-
cus is on a Native American tribe, THEN what Links or resources are needed
to answer the questions? IT also stands for Intelligent Thinking throughout
the process. The student reflects on whether or not the final product answered
the questions. Were the best resources used? Were the questions appropriate?
Was time used wisely?

The steps, with an explanation for the different FLIP IT uses, follow.

Beginning a research project with FLIP IT!

1. Focus—think about the topic to be researched and ask what infor-
mation they needed to complete the project; narrow the topic

2. Links—what resources are needed to answer the questions? What
is the logical way to proceed

3. Input—what kinds of information needs to be found? What is the
best way to organize and use the information gathered? How is the
information to be recorded? Is more information needed?

4. Payoff—how can the student show what has been learned or the
problem has been solved?

IT—how has the student demonstrated Intelligent Thinking throughout the
process?

Planning research strategies with FLIP IT!
1. Focus—keywords and search terms to be used

2. Links—Ilocations and call numbers of resources
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3. Input—Kinds of information needed; note taking, copying biblio-
graphic information

4. Proprieties—use a variety of resources, share materials, put mate-
rials away

IT—how has the student demonstrated Intelligent Thinking throughout the
process?

Researching with FLIP IT!
This is the note-taking stage of research.

1. Focus topics—Ilist all the topics for which information is needed
with a letter (A, B, C, etc.)

2. Looked in—list resources used, each with a symbol (#, $, *).

3. Important Points—lower left hand side of paper is numbered 1-5
and right hand side is numbered 6-10. Notes are written here. With
each note is written the letter of the topic and the symbol of the re-
source (Yucht, 1999).

IT—how has the student demonstrated Intelligent Thinking throughout the
process?

Figure 7.1 (p. 90) is an example of the note-taking stage for a student do-
ing research on Benjamin Franklin. Students are asked to fold a piece of paper
into fourths. The top left fourth contains topics to research, the top right
fourth is for sources and the bottom half is for the notes.

I nformation Search Process

Carol Kuhlthau, an early researcher into the information search process,
looked at the development of student thoughts about a topic and the feelings
that accompany those thoughts. Kuhlthau developed the Information Search
Process from five studies she conducted. Each of the seven stages in the pro-
cess includes tasks, thoughts, feelings, actions, and strategies that students
commonly experience. The tasks are listed, but only some of the feelings, ac-
tions, and strategies are included as examples (Kuhlthau, 1994b).
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Focus Topics Sources:
A. Political views & Brands, H. W. The First American. New

B. Personality # Ellis, Joseph J. Founding Brothers. New

C. Contributions to government % “The Autobiography of Benjamin

York: Anchor Books, 2000.
York: Vintage Books, 2000.
Franklin”. Early America Review. [On-line]

Available, http:/Awww.earlyamerica.com/
lives/franklin Assessed 2003.

Important Points

1. One of 8 most prominent 6. Used situations to make money B%
political leaders C#

2. Negotiated alliance with 7. Printed newspaper, ran stationery B%
France C#

3. Led antislavery movement 8.
1787 A#

4. Intelligent; not tolerate less 9.
intelligence B&

5. Enjoyed English society & 10.

intellectuals B&

Figure7.1. FLIPIT. (Based on a process developed by Alice Yucht.)

1. Initiating a research assignment: The problem is introduced.

Students are frequently confused and uncertain as to what they are
to do. Strategies include brainstorming, discussing, and contem-
plating possible topics.

Selecting a topic: Discussing or considering possible topics for in-
vestigation.

Actions would include talking with others, making a preliminary
search of the library media collection, and using the encyclopedia
to determine what is available. After selecting a topic students
have a big feeling of elation.

Exploring information: Reading to become informed about the
broad topic

At this step students would identify several possible focuses for re-
search. They would look for interesting facts and ideas and make
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bibliographic citations. This is often the most difficult part of the
process.

4. Formulating a focus: Forming a focus for the investigation.
Students look at their choices and decide which looks the most
promising. Having chosen a focus, students can plan a strategy for
finding information. Students move from feelings of uncertainty
to understanding.

5. Collecting information: Seeking information to define, extend,
and support the focus.
Students begin taking detailed notes. From the notes a narrative
begins to take shape.

6. Preparing to present: Concluding the search for information and
planning the product.
Students organize their notes and synthesize the information into a
draft. After making a final copy, which includes a bibliography,
the product is presented. At this point students experience a sense
of relief.

7. Assessing the process: Identifying the problems and successes of
the process
In evaluating the process students would seek evidence of the fo-
cus in the product, assess the use of time, and evaluate the re-
sources used. Students have a sense of accomplishment at this
point.

One of the strong features of this model is the reflective aspect. As they
progress through the process, students are to asked certain questions that help
them reflect on their progress and success to date by keeping a journal of the
research process. Kuhlthau (1994b) feels that writing helps students formu-
late their ideas, clarify their thinking, and become aware of the progress they
are making. The journal will also help in the assessment stage.

Pathways to Knowledge®

Pathways to Knowledge®, developed by Marjorie Pappas and Ann E.
Tepe, is an information process that provides both stages and strategies for
solving information problems. All but the first stage have function state-
ments. For each function statement there are general strategies that help im-
plement the function statement. The steps with their function statements
follow:
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1. Appreciation

2. Pre-search
Establishing my focus

3. Search
Planning and implementing my search strategy

4. Interpretation

Assessing usefulness of my information
Reflecting to develop my personal meaning

5. Communication
Constructing and presenting my new knowledge

6. Evaluation
Thinking about my product and process (Pappas, 2000).

Although appreciation is the first step in this model, it is not mandatory.
Appreciation often develops as a student conducts the research, draws con-
clusions, and presents the product. However, appreciation may never become
apparent or develop for the student. At the pre-search stage teachers and li-
brary media specialists give students time to make connections between the
topic, what they need to know, and what they already know. The search stage
is where students determine what resources they will use, evaluate their use-
fulness, and take notes. During the interpretation stage students reflect on and
internalize the information. Communication includes organizing the informa-
tion and presenting in to others. At the evaluation stage an evaluation of the
product and the research process is done. However, in the Pathways model
peer and self- evaluation are encouraged throughout the process.

Research Process

This ten-step process, developed by Barbara K. Stripling and Judy M.
Pitts, suggests a sequence. Research is described as a thinking activity: stu-
dents are asked at certain steps to reflect on what they have done. The ten
steps are explained below.

“1. Choose a broad topic”

This step is usually assigned by the teacher until students become
proficient at researching.
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“2. Get an overview of the topic”

In the beginning the teacher might give the overview. Students
would then progress to overviews being discussed in class, then to doing
individual readings.

“3. Narrow the topic”

Beginning researchers often narrow their topics by drawing or se-
lecting from a teacher list. As students progress in their research abilities
they will be able to narrow topics based on their personal interests and
information available.

“Reflection Point: Is my topic a good one?”
“4. Develop thesis/purpose statement”

Teachers usually assign beginning researchers a thesis statement,
but students progress to writing statements after class discussion, then to
independently writing a purpose statement.

“Reflection Point: Does my thesis or statement of purpose represent
an effective, overall concept for my research?”

“5. Formulate questions to guide research”

After initial instruction, students formulate questions as a class, then
individually, and progress to being able to write questions independently
with guidance.

“Reflection Point: Do the questions provide a foundation for my
research?”

“6. Plan for research and production”

As beginning researchers students are told what the product will be
and what exactly is to be included. After much experience students
should be able to determine what type of product will best present the in-
formation and know what skills are needed to produce the product and
how long it will take.

“Reflection Point: Is the research/production plan workable?”
“7. Find, analyze, evaluate sources”

What and how many resources to use are usually predetermined by
the teacher for beginning researchers. More experienced students will be
able to select appropriate resources based on some criteria they have
learned.

“Reflection Point: Are my sources usable and adequate?”
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“8. Evaluate evidence, take notes/compile bibliography”

With instruction students will learn a variety of ways to take notes. As
they become experienced in note taking, students use a format they
choose. With experience students will also be able to evaluate whether or
not a resource is suitable for their needs.

“Reflection Point; Is my research complete?”
“9. Establish conclusions/organize into an outline”

As they begin learning the research process, students will need help
organizing the information. Often this step is done as a class, with stu-
dents inserting their own information. Students then progress to being
able to organize on their own, then with guidance, then to being fairly in-
dependent.

“Reflection Point: Are my conclusions based on researched evidence? Does
my outline logically organize conclusions and evidence?”

“10. Create and present final product”

The final product is prepared and presented according to steps out-
lined by the teacher or library media specialist as the student begins
learning the research process. As they become more experienced, stu-
dents will have more say in what the final product is. Competent re-
searchers will express their own creativity in their products.

“Reflection Point: Is my paper/project satisfactory?” (Stripling &
Pitts, 1988, p. 20)

Research Cycle

Jamie McKenzie, who created this model, feels that asking the right
question is essential. If the researcher starts with good questions, the rest will
follow more easily. The seven activities of the cycle follow:

1. Questioning—clarifying the essential question being explored; de-
veloping questions around the central theme

2. Planning—finding pertinent and reliable information; where in-
formation can be found, what the best source for the information
is, if the source is available, if it will answer the questions

3. Gathering—pulling together and sorting according to topic the re-
sources to be used; taking notes

4. Sorting and sifting—organizing data to contribute insight into the
original information problem
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5. Synthesizing—arranging and rearranging the information to arrive
at a conclusion

6. Evaluating—whether the information problem has been answered;
if more research is needed

7. Reporting—sharing what was found with others (McKenzie, 2000).

| mplementing a Resear ch Process

A research process is not a curriculum. The process is the way by which
the information literacy skills are taught in collaboration with other teachers.
No matter what the topic, students will learn more if the lesson follows an in-
formation problem-solving model and the principles of learning. The first
step in implementing a research process is to adopt one that will be used
throughout the school, if not the district. With all teachers using the same pro-
cess, students get repeated practice in applying it. With practice the process
becomes automatic. In addition, since everyone uses the same model, teach-
ers can share the responsibility of teaching the process, thus taking less time
from teaching other curricula. Students tend to move within a district and cer-
tainly progress within a district; therefore, having the same process used
K-12 provides some consistency for students and prevents them having to
spend time learning a new model.

As with any change, adopting a research model does not “just happen.”
First of all, the library media specialist needs the support and cooperation of the
principal. Curriculum directors are also important stakeholders in adoption.
Administrators need to see benefits from using a research model. Tying the re-
search process to district and building goals is imperative. Explain how a re-
search process will help the district or school meet its goals. Another area to
target is state standards. Some states have information literacy standards, others
include information literacy in standards for other subject areas, and still others
have nothing in terms of information literacy standards. Regardless, a review of
the standards in all subject areas is important to be prepared to demonstrate how
a research process can help students meet those standards.

Once administrators see the benefit to using a research process, they will
lead the way to including teachers in the decision-making process Teachers
will have to be convinced of the value of a research process in much the same
way administrators have been. Once they too see the importance, move to a
discussion of which model to choose. The library media specialist and some
classroom teachers might investigate the different models and discuss the
strengths and weaknesses in using them with the students. In some cases the
models might even be tried with students before one is adopted.
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Once the decision has been made about which research process to use,
some inservice will have to be conducted. Carefully select who will present
the model to the teachers, because that person must have credibility with all
teachers. The presenter could be the library media specialist, the principal, a
respected fellow teacher, or someone from outside the school or district. If the
process is being used in another school within the district, invite the library
media specialist and a teacher to present the process to the faculty. Regardless
of who conducts the inservice, the library media specialist must thoroughly
understand the process and how to teach it, because he or she will have to be
readily available to help and encourage teachers in its use.

The teachers need to know the steps in the process, but they also need to
understand how the process integrates with what is already being taught.
Teaching research skills should not be an added class, but rather an enhance-
ment that helps students succeed in their learning. Different parts of the re-
search process are emphasized in different assignments. While presenting an
inservice to a middle school staff on integrating the research process, the
teachers at one school were concerned about when they were going to teach
the process. The question asked was, “How can we teach this? We already
have more to cover than we can get done.” The answer was twofold. First, in-
tegrate the process into a current assignment. Second, the entire process is not
taught in all classes. Emphasize particular steps in particular assignments.
The library media specialist is central in helping teachers know what has been
done in other classes (Joie Taylor, personal experience, 1998).

Inservice might also be important for the para-educators in the school.
Because they work with students, para-educators must understand the re-
search process as well as how to use the various computer programs and
search engines available to students. In one school, after a meeting of all the
schools’ para-educators, the library assistant relayed to the library media spe-
cialist the desire of the para-educators to have some training in the computer
programs that were being used in student projects (Kathi Nelson, personal
communication, 2004).

Tying the Resear ch Processto
I nformation Literacy Skills

The research process gives students a set of skills to solve information
problems, but like information literacy skills, they are not taught in isolation.
The process is the framework around which the information literacy skills are
taught. Following are examples of information literacy skills based on the
Big6 skills, written by two school districts. They look different because the
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development was necessarily different. In developing information literacy
skills, it is important that the district model for curriculum be followed.

The first example is more like the basic scope and sequence that some
districts use. The curriculum committee had as members an administrator,
four classroom teachers representing the elementary, middle, and high
schools, and one library media specialist from each level. Five performance
goals were determined, and suggested activities were listed for each. Follow-
ing that a determination was made about when each activity would be I—in-
troduced, P—practiced, M—mastered, and R—reinforced. The terms
introduce, practice, master, and reinforce had been used in other district cur-
ricula, but the team created a fourth level, A—add. The add level was to indi-
cate that even though a skill had been mastered there were additional or new
aspects of the skill that needed to be learned. An example is searching data-
bases. Even though students knew how to use keywords for searching, they
still might need to learn how to use a specific database.

The five performance goals were:

1. Define the information need (problem) and choose the best resources.
2. Locate specific resources and information within them.

3. Use (read, hear, view) the resources and extract the needed information.
4. Organize the information from all resources and create a product.
5. Share the product based on a research project (Columbus, 1998).

Figure 7.2 (p. 98) is an example of how the scope and sequence is writ-
ten. The scope and sequence is used mostly by the library media specialists to
give them an overall picture at a glance. Each teacher is given a copy of the in-
formation literacy skills appropriate for his or her grade level, but the format
is different because it follows the one used for all curricula in the district. See
Figure 7.3 (p. 99) for an example.
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Information Literacy Scope & Sequence

Performance goal 2: The learner will locate specific resources and information within them.

Suggested Activity K123 456 7 8910 11 12

Locate specific resources:
A. Locate resources within library media
Center (intellectually/physically):
1. Know the location and purpose I PPPPMRRRRR R R
of the library media center
2. Identify areas of the librarymedia I P P P P MR R R R R R R
center, e.g., fiction, circulation
desk, everybody
3. Comprehend that the call number I PP MRRRRR R R
tells where the item is located and
relates the call number to the
location of materials on the shelf
in a specific order
a. Dewey Decimal Number I PMRRRAA A A
and author (Cutter number in
high school
b. Biography
Can use on-line catalog to tell I P
if a book is a biography
c. Reference I
d. A-V resources I
4. Identify left to right, top to bottom I P
shelf arrangement
5. Scan immediate area for resources I
on similar subjects or misshelved
items
6. Comprehend that the online catalog I PP
is an index to print and nonprint
materials in the library media center
7. Apply the ability to use computer to I PP MAAAAA A A
the online catalog using key words,
author, title, or subject

ja=e- e~
= RER K
= mABr >
o AR >
= mAr> >
 Ar> >
® R >
N
N

=
=
o
]
-
]
=
]

8. Apply the ability to search by key I PMAAAAA A A
words in sources of information
9. Use Boolean search strategies I PMAAAAA A A

I=Introduce P=Practice M =Master A = Additional instruction beyond basic skill mastery

Figure7.2. Information Literacy Scope and Sequence. (Used with the permission
of the Columbus (NE) Public Schoolslibrary media specialists.)
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Goal Two—The Learner will locate specific resources and information within them.

Reinforce ~ Know the location and purpose of the library media center.

Reinforce Identify areas of the library media center and other places where they might obtain
information.

Reinforce Comprehend that the call number on materials tells where the item is located and
relates the call number to the location of materials on shelf in a specific order.

Add Locate Dewey Decimal Number, Cutter Number

Add Know how to use online catalog to tell if a book is a biography.

Add Know the location of the reference materials.

Add Know the location and purpose of the A-V resources.

Reinforce Identifies left to right, top to bottom shelf arrangement.

Reinforce Scans immediate area for resources on similar subjects or for mis-shelved items.

Reinforce Comprehend that the computer catalog is an index to print and nonprint materials in
the library media center.

Add Apply the ability to use computer to search the automated catalog using key words,
author, title or subject.

Add Apply the ability to search by key words in sources of information.

Add Use Boolean search strategies.

Reinforce Locate resources outside library media center (intellectually/physically)

Reinforce Apply knowledge of checking out and returning resources.

Reinforce Demonstrate procedures for reserving resources.

Reinforce Demonstrate procedures for interlibrary loaning resources.

Add Know that most resources have an internal organizational system such as Indexes,

Guide Words, Table of Contents, Main Menu, HyperLinks, Search engines, cross
references, search screen, graphic clues.

Reinforce Apply use of alphabetizing skills.

Reinforce Locate major headings/groupings.

Reinforce Identify keywords and phrases within resources.

Reinforce Know the cover, spine, title page, and verso.

Reinforce Know the page/verso information—author, title, illustrator, copyright, publisher,
place of publication, and editor.

Goal Three—TLW use (read, hear, view) the resources and extract the needed information.

Master Operate the technology needed to access information.

Master Skim and scan resources for key ideas.

Master Use more than one source to find information on a topic to help
determine accuracy.

Master Recognize the difference between fact and opinion.

Master Determines comprehensiveness of the information.

Master Record pertinent information by note taking, charting, graphical aids,
highlighting.

Master Recognize that information can be moved from one document to
another.

Figure 7.3. Information Literacy Skills—Grade 11
(Columbus Public Schools, 1998).
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The library media specialists have made a connection between the scope
and sequence and the research process. Figure 5.2 (see pp. 62—64) shows how
the skills and the process are related. The first column is the research process;
the second column is the information literacy activity. In the first column 1TD
means Step 1—Task Definition in the Big6 process. Likewise, 2ISS is Step
2—Information Seeking Strategies; 4Uofl is Step 4—Use of Information;
5Syn is Step 5—Synthesis; and 6Eval is Step 6—Evaluation. The absence of
any objectives associated with step 3, location and access, does not mean this
step is totally ignored. As appropriate the library media specialist will instruct
and reinforce this skill.

In the second example, the Lincoln Public Schools, has also made a con-
nection between information literacy skills and the Big6, but the format is dif-
ferent. The skills have been divided into four areas:

« Orientation to information resources

« Selection and utilization of resources
 Organization and presentation of information
« Information and literature appreciation

Specific skills have been listed in each of the four areas for grades
Pre-K-2, 3-5, 6-8, and 9-12. Following are examples from the skills for Ori-
entation to Information Resources. The learner

« Knows that resources can be obtained for pleasure and for in-
formation from various locations (school library media centers
and public libraries, on-line, community, etc.)

« ldentifies and locates appropriate materials and hardware that
meet his/her needs.

« Knows that there are tools available that organize information
for location (card on-line catalog, home page, etc.)

» Knows the various types of library media center hardware and soft-
ware and online resources used in gathering information.

 Uses library catalog independently to locate materials by au-
thor, title, or subject.

* Applies knowledge that the periodical section consists of mag-
azines for pleasure reading and other materials that provide
current information.

» Knows that the purpose of the Dewey Decimal system is to
classify and arrange nonfiction materials by subject. (Lincoln,
2003, p. 15)
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Instead of linking a skill with a specific step in the Big6, an Information
Literacy Research Path was developed, which has three components: research
steps, learner strategies, and instructional strategies. The research steps are
the six steps to be followed for informational problem solving, with explana-
tions and action verbs. For example, under Task Definition students would be
guided to think about what needs to be done and what information is needed,
and to identify needed information. The learner strategies provide questions
that the students can ask themselves to help them complete each of the steps.
Here students would identify keywords or concepts and other related topics
and consider what resources might be available, whether the topic was too
broad or too narrow, and what is already known. The instructional strategies
are tools or actions to be taught that will help students complete each of the six
steps. Here are listed instructional strategies for the library media specialist,
including brainstorm, webbing, discuss, create possible questions, model,
and list (Lincoln, 2003).

Conclusion

Examining and selecting a research process is important to the instruc-
tion of information literacy skills for a number of reasons. According to
Donham and others, a research process helps to

¢ Analyze and break down a process so lessons can be designed
to teach it

 Provide acommon language for communication among library
media specialists, teachers, and students

 Guide students in the research process

 Help library media specialists and teachers monitor what’s
taught and what students learn (2001, p. 16)

Todd (1995) found that there is value in both a process approach and an
integrated approach to information skills instruction, in other words, a research
process along with information literacy skills integrated in other curricula.

A research process requires instruction and practice so that it becomes
automatic. A resourced-based curriculum provides the best avenue for utiliz-
ing a research model. Inquiry-based, project-based, or problem-based learn-
ing activities require using a research process. When students have a research
model to use, learning is perceived as a process rather than a product. Know-
ing the process model allows students to continue learning after leaving
school.






CHAPTER 8

Setting the Stage
for Learning

Information literacy can be considered a basic survival skill for the 21st
century. Since information needs arise in the real world from various situa-
tions, information literacy skills should be taught within the realm of
real-world problems and placed within the context of the overall learning pro-
cess (authentic learning). Attention should also be given to the way students
learn. The study of how humans learn has revealed much about the process of
learning. For students to achieve maximum understanding of what is being
taught, the library media specialist must consider both how students learn and
various processes for structuring learning activities.

How Humans Learn: A Brief Introduction

In We're Born to Learn, Rita Smilkstein (2003) states that the human
brain is designed to learn and wants to learn. As evidence she points to how
almost all humans learn to walk and talk without formal instruction.
Smilkstein says there are six natural learning stages that educators would do
well to heed when designing curriculum and learning activities:

1. Motivation—Respond to stimulus in the environment
2. Beginning Practice—Practice; train and error; learn from mistakes

3. Advanced Practice—More practice, resulting in increase of skill
and confidence

4. Skillfulness—Practice in new ways; share what is known

5. Refinement—Learn new methods; show creativity; skill has be-
come a habit and can teach others

103
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6. Mastery—Continue to get better by meeting greater challenges;
transfer skill to other interests

Describing exactly how the brain learns is beyond the scope of this book.
However, a brief description is in order. In order to learn the brain must grow
dendrites, which look something like the roots of a plant. The various den-
drites connect with each other at points called synapses. The growing and
connecting of dendrites is learning. In order to learn, humans must link new
learning with something already known, but in the process also change what
is known. Learning takes time because the growing of dendrites, synapses,
and the resulting neural networks takes time.

Not only must new learning be connected to something known, the learn-
ing should be a stimulating experience. Stimulating experiences arouse the
brain to seek patterns, solve problems, and understand how the world works,
and they cause the neural structure to grow and connect. Once learned, practice
must be continued, because one rule of the brain is “something not practiced is
lost.” However, learning that has been used for a long period of time is not lost
as fast as learning that is practiced for only a short period of time. As away to il-
lustrate this rule, someone who has ridden a bike for 15 years and then does not
ride for 10 will easily take to riding again. On the other hand, someone who just
learned to balance and ride around the block and then stopped riding the bike
will need to do a great deal of learning after 10 years.

Learning is specific to the situation in which the learning occurred. This
fact helps explain why students can punctuate sentences in language arts
classes but not in social studies. The skill has to be practiced in different situa-
tions, making connections to what is already known in order for students to
learn to transfer the learning from one situation to another. Transfer of learn-
ing is not automatic. Students must be taught how to make the transfer by us-
ing the new skill in different situations.

There is much more to know about how humans learn, and the reader is
referred to Smilkstein’s book or others on the topic. The purpose for this dis-
cussion is to show that there is a scientific basis for integrating information
literacy skills into other curricular areas. If students are to learn and use a re-
search process, they must learn the process in connection with something that
is known. Westwater and Wolfe (2000) state that information the brain deter-
mines is important is more likely to be attended to, stored, and later retrieved.
The brain makes that determination on the basis of a recognizable pattern or
feature, or what is already known. People then use what is known in a new
way. The process must be used many times in different settings. If the re-
search process is used only in language arts, students will think of it only in
terms of language arts. In order for the research or information process to be a
life-long skill, students must experience using it in science, math, social
studies, art, doing homework, and setting up for homecoming.
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Structuring Learning Activities

How does a library media specialist design learning experiences that will
stimulate the brain to learn? The strongest neural networks are formed from
actual experiences; therefore, students should be involved in authentic prob-
lems in their school or community (Westwater & Wolfe 2000). For students
authentic learning involves exploring the world around them, asking ques-
tions, discovering connections, examining multiple perspectives, discussing
ideas, and making informed decisions that have a real impact (Callison &
Lamb, 2004, p. 34). Authentic learning experiences have the added advantage
of helping students see how reading, writing, and mathematics are used in
ordinary life experiences.

There are various terms to describe the different ways authentic learning
activities can be structured. Some educators use problem-based learning
(Schroeder & Zarinnia, 2001), while others use resource-based learning
(California School Library Association, 1997), inquiry-based learning
(Donham et al., 2001), or constructivism (Perkins, 1999). There is also pro-
ject-based learning. These concepts do have some common features, and all
are conducive to teaching information literacy skills and are based on teach-
ing subject content objectives also. In all of them, there is an information
problem or need, a variety of resources in various formats must be used, infor-
mation must be extracted from the resources and then synthesized, a solution
must be determined and communicated in an acceptable format, and the solu-
tion and process must be evaluated. Figure 8.1 (p. 106) compares problem-
based, inquiry-based, project-based, and resource-based learning.

The excitement for students is learning centered in solving a problem or
addressing an issue they find meaningful. A meaningful issue activates the
brain’s mechanisms to learn. What makes learning real? Harada and Kim
(2003) suggest the following characteristics of meaningful learning:

* Deals with a problem or issue with which kids can connect
« Allows for students making choices

* Involves hands-on and minds-on tasks

 Requires problem solving in teams or groups

* Results in sharing new knowledge with real audiences

Learning with these characteristics takes advantage of the brain’s natural ten-
dency to want to learn.
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Problem-Based Inquiry-Based Proj ect-Based Resour ce-Based
Focus is on process Focus is on self- Focus is on Focus is on using
of solving a identification of developing a resources to
problem and information need. product as the facilitate learning.
acquiring result of
knowledge. investigation.

Identify Identify Identify Identify
information information information information

problem or need.

problem or need.

problem or need.

problem or need.

Determine search
strategy.

Determine search
strategy.

Determine search
strategy.

Determine search
strategy.

Extract information
from resources.

Extract information
from resources.

Extract information
from resources.

Extract information
from resources.

Collect and Collect and Collect and Collect and

organize organize organize organize

information. information. information. information.
Relate information to Construct meaning Interpret the
original questions. from questions. information.

Create product or

Present solution to

Create a product to

Communicate the

performance. information question. demonstrate information.
learning.

Assess and Assess process and Assess process and Evaluate

evaluate work. solution. product. conclusion in

relation to original
problem.

Figure8.1. Comparison of Authentic L earning Activities.

Problem-Based Learning

In problem-based learning students focus on the process of solving a
problem and acquiring knowledge. According to Harada and Kim (2003),
problem-based learning includes

« identifying the problem or issue,
« discussion of the reasons and implications presented by the problem, and
e discussion of how to solve or improve the situation.

There is a natural correlation between problem-based learning and infor-
mation literacy. Harada and Kim (2003) identify the teaching and learning
steps as follows:

« |dentify the big or essential questions addressed by the problem (motivation).

 Find out what students already know (tie to existing knowledge).
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» Agree on how to assess the final solution.

* Brainstorm what information is needed and how to find it (practice).
« Collect and organize information (more practice).

 Create a product or performance (practice in new ways).
 Continually assess and evaluate work (learning new ways).

« Consider the next steps. How could the solution be used in another sit-
uation (mastery)?

The terms in parentheses show the correlation between problem-based learn-
ing and the steps in the brain’s learning process.

Schroeder and Zarinnia (2001) demonstrate a parallel between prob-
lem-based learning and information literacy skills. In Figure 8.2 (p. 108) the
brain’s learning stages have been added to show how these fit with informa-
tion literacy skills.

Resource-Based Learning

Resource-based learning is not to be confused with resource-based
teaching. In resource-based teaching the teacher uses a variety of resources to
instruct students. Students may not actually use the resources. In re-
source-based learning the focus is on the students using a variety of resources
to facilitate their own learning. This model differs from the other approaches
to learning in that the focus is more on the resources than the learning experi-
ence. Learning that is resource-based provides information seeking, evaluat-
ing, and organizing opportunities (Thompson & Henley, 2000, p. 67).

Students are active learners under the guidance of teachers. Questions
are formulated and follow a trail of other questions. The students find the in-
formation and turn it into knowledge by making their own meanings from a
variety of resources. A general process for resource-based learning is to

1. define the need for information (motivation),
determine a search strategy (practice),

locate needed resources (practice),

assess and understand the information (more practice),
interpret the information (practice in new ways),
communicate the information (learning new ways), and

N oo a M w D

evaluate the conclusion in relation to the original problem (mas-
tery) (ASCD, 1995).
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Problem-based L earning

Information Literacy

L earning Stages

* What do | know?
* What do | need to know?

Encounters ill-defined problem State information need Motivation
Define sub-problems Define need Practice
Develop hypotheses

Determine: Explore relationship Practice

Where can | find the information
needed?

How can | find information from
different perspectives?

Gather information from various
sources

Develop search strategy

Locate and use resource

More practice

More practice

Share and analyze data
Revisit hypothesis, seek more
information if needed, make
recommendation

Select, interpret, analyze
synthesize, and evaluate
information

Practice in new ways

Agree on solution and defend in
authentic forum
Generalize to wider context

Present/communicate
knowledge

Learning new ways

Self-assessment
Assess product

Evaluate product and
process

Mastery

Figure 8.2. Information Literacy and Stages of L earning.

Again, the terms in the parentheses show the correlation to the brain’s natural
learning process.

Like other methods of learning, resource-based learning helps students
develop information literacy skills. There are also some other benefits to stu-
dents in using a resource-based type of learning:

* Increased autonomy of learning;

e Mimicry of real life, where the learner constructs knowledge from the
resources based on the questions to be answered;

* In-depth focus on a topic, which results in higher quality of learning;

e Promotion of thinking skills through the interaction with information
in a variety of formats; and

* Better student attitude toward learning.
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I nquiry-Based Learning

When students learn through an inquiry-based approach they focus on
questioning, critical thinking, and problem solving just as they do in the other
methods. The difference between problem-based and inquiry-based learning
is that in inquiry-based learning students help create or identify the problem.
Students may even initiate the original question in relation to a class assign-
ment or something happening in school or in the community. In in-
quiry-based learning the teacher might also create a real or hypothetical
real-world problem for students to solve.

Questioning does not stop with the initial or main question. The role of
the library media specialist is to guide and encourage the students to continue
to ask questions throughout the information search process. Because the
questions have been identified by the students, they are more enthusiastic
when it comes to finding the answers, answers that are not given facts, but that
must be constructed from the information that is found. Another benefit to in-
quiry-based learning is that a variety of learning modes can be
accommodated.

Project-Based Learning

The project-based approach to learning is focused on developing a prod-
uct or creation as the result of an in-depth investigation of a real-world topic.
The project could be student-centered, problem-based, or inquiry-based, but
it doesn’t necessarily have to be any of those. The student, often working in a
small group, constructs meaning from questions that result in carefully de-
signed products. Resolving the questions will help students learn the
curriculum content.

The Buck Institute for Education (2002) discusses project-based learn-
ing as a way to meet standards. The Institute identifies the following charac-
teristics of effective projects:

* Project work is central rather than peripheral to the curriculum.

« Issues or questions lead students to in-depth exploration of important
topics.

« Essential tools and skills are used for learning, self-management, and
project management.

 Products solve problems, explain dilemmas, or present information
generated through investigation, research, or reasoning.



110 8—Setting the Stage for Learning

» Multiple products permit frequent feedback and consistent opportuni-
ties for students to learn from experience.

« Performance-based assessments communicate high expectations, present
rigorous challenges, and require a range of skills and knowledge.

 There is collaboration, either through small groups, student-led pre-
sentations, or whole-class evaluations of project results.

Project-based learning is not appropriate for teaching certain basic skills
such as reading and math, but it is appropriate for those situations requiring
higher order thinking skills and critical thinking. The Buck Institute for Edu-
cation (2002) lists the following benefits of project-based learning:

« It overcomes the dichotomy between knowledge and thinking, helping
students to both “know” and *“do.”

* It supports students in learning and practicing skills in problem solv-
ing, communication, and self-management.

e It encourages the development of habits of mind associated with
life-long learning, civic responsibility, and personal or career success.

* It integrates curriculum areas, thematic instruction, and community
issues.

« |t assesses performance on content and skills using criteria similar to
those in the work world, thus encouraging accountability, goal setting,
and improved performance.

* It creates positive communication and collaborative relationships
among diverse groups of students.

« It meets the needs of learners with varying skill levels and learning
styles.

* It engages and motivates bored or indifferent students.

The Essential Question

One common feature in most of the types of learning discussed above is
the importance of asking questions. Questions are important in student
achievement (Black et al., 2004). Black and others state that more time has to
be spent on framing questions that are worth asking, questions that explore is-
sues critical to the development of student understanding. Such questions
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help stimulate the brain’s natural desire to know, understand, or make sense
of a problem. McKenzie (2001) calls these essential questions and defines
them as questions that help us make meaning out of the events and circum-
stances of our lives. The essential questions are at the center of all other types
of questions. Brainstorming is a technique that is often used to develop
questions related to the essential question.

McKenzie (2000) has identified several of these related questions,
which he calls subsidiary questions:

» Hypothetical questions—designed to explore possibilities and test
relationships

« Telling questions—help students gather only the information needed
« Planning questions—help students structure their searches

 Organizing questions—help structure findings that allow construction
of meaning

 Probing questions—get students beyond the surface of investigation

« Sorting and sifting questions—allow sorting out of the important in-
formation and getting rid of the unessential

* Clarification questions—define and create logical meaning
« Strategic questions—focus on ways to make meaning

* Elaborating questions—extend and stretch the import of what is being
found

» Unanswerable questions—help students push the limits

* Inventive questions—rearrange information until a new insight or dis-
covery is found

 Provocative questions—push, and challenge and cause students to
look at information in new ways

* Irrelevant questions—distract, and cause students to venture away
from conventional thinking

« Divergent questions—explore existing knowledge in terms adjacent to
common meanings

* Irreverent questions—explore that which is off-limits or taboo
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Another way to look at questioning is in terms of Bloom’s taxonomy.
The Maryland State Department of Education (2004) has developed ques-
tions for each level of the taxonomy. Following are some of these.

Knowledge: Who, what, when, where, how?
Comprehension: What is the main idea of

Application: How is an example of ?
How is related to ?
Why is significant?

Analysis: What are the parts or features of ?
How does compare/contrast with ?
What evidence can you present for ?

Synthesis: What would you predict/infer from ?
What ideas can you add to ?
What solutions would you suggest for ?

Evaluation: Why do you agree with ?
Which is most important?
Which criteria would you use to assess ?

Thelmportance of Critical Thinking

One of the important outcomes of information literacy skills is developing
in students the ability to think critically. What does this mean, and how does the
library media specialist accomplish this important task? One definition of criti-
cal thinking is the application, analysis, synthesis, and evaluation of informa-
tion so it can be used to construct personal meaning (Laverty, 1998).

In the information literacy curriculum, the idea is to help students de-
velop thinking strategies as an integral part of what is being learned rather
than teaching thinking as a discrete unit. A group of experts determined six
core critical thinking skills: analysis, inference, explanation, interpretation,
evaluation, and self-regulation (Facione, 1998). These six skills are to be
taught along with information literacy. There is a natural fit. As students ex-
tract information from resources, they need to analyze what is said, make in-
ferences, and evaluate the usefulness of the information. Having found the
needed information, students are required to draw conclusions through
inference, explanation, and interpretation.
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Incorporating the teaching of thinking skills is not difficult. The learning
strategies used to teach any content can also be used to teach thinking skills.
Common strategies that can be used include

* keeping journals,
« asking questions and refining the original questions,

» considering what is already known,

using graphic organizers,

evaluating resources in terms of information needs,

working in groups, and

presenting what is learned.

The teaching of a research process is a natural way of teaching critical
thinking skills. There are questions that are naturally asked in connection to
research. Starting with the original information problem, the student must an-
alyze the problem to determine exactly what information is needed. Re-
sources have to be evaluated to determine whether they meet the information
need, represent a certain viewpoint, or are accurate. Data in charts and tables
must be interpreted. Inferences can be drawn from visuals, or in the case of in-
terviews from facial expressions and tone of voice. Always there is the ele-
ment of self-regulation. Do | have enough information? Is the presentation
appropriate for the audience? What is the best way to present the information?

Restructuring the L earning Environment

Whether the resource-based learning, inquiry-learning, project-based,
or problem-based learning is used, there must be a fundamental change in in-
struction in order to take advantage of the way humans learn. The focus shifts
from the teacher directing all learning to the teacher guiding learning and the
students being more involved in directing their own learning. This change of
focus has been described as the teacher moving from the sage on the stage to
the guide on the side. This change in focus requires some restructuring within
the school.

The learning environment must be restructured. Any restructuring must
first have the support of the building principal. Information literacy skills
must be integrated with other curricula to ensure that those skills are devel-
oped and nurtured when students need them. The classroom teacher and the
library media specialist must collaborate to see that information literacy skills



114 8—Setting the Stage for Learning

are taught. In their study of Colorado libraries Lance and others (1993) found
that when library media specialists collaborate with classroom teachers, stu-
dent achievement improves. Further, learning activities should be assigned so
students connect with resources in a meaningful way. Resources must be
available when students need them, which requires flexible scheduling in the
library media center. Also, resources beyond the school library media center
should be available either through online databases or within the community,
as students will frequently need more in-depth material than is usually
available within the school.

Further, both the classroom teacher and the library media specialist must
model the steps in the research process for the students. An explanation of
how the credibility and authority of the sources of information was deter-
mined is needed. Thinking out loud shows students the thought process when
determining what types of questions might be asked. Another example of
when to think out loud would be when weighing the value of using surveys,
interviews, or experiments in the research. Modeling the steps in the research
process for students is a powerful learning tool.

Farmer (2001) discussed how one school changed its approach to teach-
ing information literacy skills. The faculty noticed students were having
problems accessing and evaluating information and that incidences of plagia-
rism were rising. Student research questions were vague and underdeveloped.
The school formed a study group co-chaired by the library media specialist
and a science teacher, with representatives from all departments. The group
identified these research questions: 1) What information skills do students
need to demonstrate? and 2) What interventions will improve student skills?

After reviewing research on information literacy, the study group devel-
oped a Research Skills Inventory List, which included some skills high school
students could be expected to have, such as use of various resources, use of in-
dexes, and note taking. Based on this list, they assessed the students’ level of
information literacy, thus creating a baseline to use for comparison. They
identified some specific areas of need, such as using graphic organizers, com-
paring different sources on the same topic, and avoiding plagiarism. This pro-
cess led to the next question about why the gaps in literacy existed. The study
group then looked at instructional experiences. Teachers and students inde-
pendently determined which class required which information literacy skills.
The data were then examined to find the gaps, and possible interventions were
brainstormed.

The end result was a multi-faceted solution. Research products were de-
veloped to standardize bibliographic entries, provide research process and
product rubrics, provide a research handbook, and develop a library research
Web page. In addition to developing products, inservices were provided for
the faculty. One inservice involved having the faculty review where informa-
tion literacy skills were being taught and negotiating any changes that were
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needed. Another inservice dealt with evaluating Web sites and how to de-
velop assignments that would make plagiarism difficult.

Faculty involvement is essential for any permanent and meaningful
change to take place. Farmer (2001) states that this approach to solving a
problem worked well because it grew out of a teacher-perceived need, the ef-
fort was student centered, classroom teachers partnered with the library me-
dia specialist and took leadership roles where needed; and the entire faculty
being involved gave them ownership of the process and results.

Advantages

The advantages of problem-based, inquiry-based, resource-based, or
project-based instruction are similar. Students are more highly motivated to
learn because the instruction is centered on a problem of interest to them. This
is the motivating factor the brain needs to stimulate learning. Problems about
which students must draw their own conclusions through asking why, how,
and which are best because they give the student time to practice and develop
the needed neural networks that result in learning. By creating problems that
require thinking, plagiarism is more easily avoided.

I ssuesin I mplementation

Even if there is agreement that project-based, inquiry-based, prob-
lem-based, or resource-based learning are the best ways to develop informa-
tion literacy skills and life-long learning and help students meet standards,
there are obstacles that must be overcome, including lack of time, scheduling,
confusion of roles, lack of professional development and training, and poorly
defined assignments.

More and more teachers are feeling the lack of time to teach what they
feel students should know. State standards require that certain skills be taught
and assessments completed. Add local requirements, and teachers feel over-
whelmed by having to complete all requirements. As one teacher said, “There
is no time to teach the fun things, the things kids enjoy” (Susan Braun, per-
sonal conversation, April 23, 2002). No wonder teachers are reluctant to un-
dertake anything new or consider a new way of doing something. One of the
key points to be made is that project-based, inquiry-based, problem-based,
and resource-based learning are not methods to be tacked on to the fun activi-
ties. They are legitimate teaching methods that can be used to teach not only
the information literacy skills but other content as well. Giving lectures and
handing out worksheets before using one of the above methods is not a re-
quirement. Substituting one of these methods when appropriate will add
enthusiasm and fun for the students.
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Following is an example of how one media specialist took a classroom
objective and information literacy objectives and designed a learning experi-
ence for second graders.

Classroom Objective: The student will understand what is involved
in various occupations and decide if their “job” will be a service to
people or a job that produces goods for people.

Information Literacy Objectives: The student will 1) become fa-
miliar with the Super 3 research process; 2) learn to take notes; and
3) use Kidspiration? to create a final product.

Learning Activity: The teacher made two templates in Kidspiration
and put them in each student’s class folder on the computer server.
One template was for taking notes and the second was a graphic or-
ganizer to enter the information they found. Students worked with a
partner to do the research, but each took notes and put the informa-
tion in templates.

Students then shared their information orally with the class by
using the graphic organizers.

Evaluation: Students were to think back on their projects and de-
ciding what they did that was good, what did they like about the
project, and how they could have done better. (Sherry Bishop,
personal communication, 2004)

Scheduling in schools is horrific. Teachers complain about having the
entire class for only two hours a day because students are taken from the
classroom for special classes, speech therapy, and other activities. Some ele-
mentary schools have a block of time for reading and language arts that is al-
most sacred. Not surprisingly, teachers groan when the library media
specialist wants to talk about information literacy skills. The key to success is
for the library media specialist to show the teacher how the subject matter ob-
jectives can be taught at the same time that the information literacy objectives
are taught. Curriculum mapping can be used as a way to target units and top-
ics where information literacy skills can be taught. (See chapter 4 for further
discussion of curriculum mapping.)

When teachers do work with library media specialists on teaching infor-
mation literacy skills, there is often confusion about who is doing what. Teach-
ers need to understand that their role is providing the curriculum objectives and
the assignment. The library media specialist provides a process and resources.
Together they must reach a consensus about what will be taught and how and
by whom. Ideally, team teaching occurs. Even if the library media specialist is
teaching the objective, the classroom teacher should be present. Not only does
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the teacher know what students are learning, but he or she can also provide
valuable connections to previous learning.

The library media specialist can help clear up this confusion by learning
to diagnose the teacher’s information needs. Grover and Carabell (1995) sug-
gested these steps in a diagnostic process:

« Establish a comfortable relationship with the teacher. Use positive,
nonverbal communication, show interest in the teacher, and create an
engaging physical environment.

e Determine the context for the information need. Determine where the
teacher is in the search process, what the purpose of using the informa-
tion is, and the expected outcomes.

» Determine the information preferences of the teacher. Identify pre-
ferred formats for researching and for reporting information and spe-
cial requirements.

¢ Ascertain the teacher’s limitations. Constraints of time, cost, and
availability are top on the list of limitations teachers feel.

« Evaluate the appropriateness of the information. Elicit feedback on the
teacher’s comfort, appropriateness of information to the context, pref-
erences, and limitations.

In the process of diagnosing the information needs, the library media
specialist can often clarify what needs to be done by the teacher in order for
the collaboration to be successful.

Clearly defined assignments are a must. No longer is it acceptable to as-
sign students to “look up something about a sea animal.” By engaging in
problem-based learning, students can see the relevance of what they are asked
to learn. They can also better design research strategies to solve the problem.
There must be guidelines about what students are expected to know (the cur-
riculum). They need to know how to go about finding the information (the
process). They need access to appropriate resources. Assignments and the re-
search process must be designed to meet the learning stage of students. Stu-
dents should be expected to ask questions to help them determine the
information they need. Even kindergartners can begin to define what they
want to know if they are asked, for example, to state what they want to know
about a whale.

If a focus on problem solving and information process is to become a re-
ality, certain aspects of thinking about teaching and how students learn must
change. Changing how teachers think about teaching and learning comes
about through working together to examine why change is needed, how stu-
dent learning will improve, and how to implement the change. Change will
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not happen overnight. More than likely, it will take years. Not all teachers or
library media specialists will make the change at the same time. There will be
those who jump on the bandwagon immediately. Others will change only as
they see the benefits. Others wait to make sure this is not just a fad. Sadly,
some never make the change.

Sufficient time, clearly defined roles, and well-constructed assignments
help ensure the success of inquiry-based learning. With a commitment to in-
quiry-based learning, mutually held constructive beliefs, and collaboration
between classroom teachers and the library media specialists, students will
succeed in becoming effective and efficient information users, meeting the
information literacy standards. Research on how people learn shows that us-
ing a process must be repeated frequently and in a variety of situations. In
other words, students need to experience problem-solving assignments and
the research process every year and in all curricula.

Conclusion

As stated in Information Power: Building Partnerships For Learning,
“The goal (of information literacy) is to assist all students in becoming active
and creative locators, evaluators, and users of information to solve problems
and to satisfy their own curiosity” (AASL & AECT, 1998, p. 2). One method
is not better than the other in achieving this goal. The library media specialist
and teacher must decide which is best for a given objective. Direct instruction
by teachers is still appropriate in some instances. The teacher and library me-
dia specialist must decide the best approach to use with students. Keep in
mind that the learning is still structured, but the student rather than the teacher
has moved to the center of the stage. The emphasis is on learning rather than
instructing.

Central to any of the methods is a research question that requires prob-
lem solving or decision making, “real-world problems.” Unlimited access to a
collection of materials is essential. Students must develop the skills to take in-
formation from different formats and blend that learning into new knowledge.
For learning to truly be long term, interdisciplinary learning and connections
between school and community must be made. Because some new learning
takes longer than others, projects could take a few days or all year.

Students benefit from using any of the methods of instruction discussed
above. All require students to work collaboratively at some point. At the same
time, the learning can be structured so that individuals who prefer to work
alone can do so, at least part of the time. There is greater flexibility in meeting
individual learning styles. The learning can be structured to work with any
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age group from primary through higher education. All the methods promote
critical thinking and using a research process.

Regardless of the method of instruction—resource-based, project-
based, inquiry-based, or problem-based—the teacher and library media spe-
cialist take on a new role, guiding students through a research process and de-
veloping critical thinking skills. Teachers and library media specialists
assume the role of guide rather than dispenser of knowledge. Students assume
more responsibility for their own learning. The result will be students who
learn to be critical thinkers and have a process for problem solving they can
use the rest of their lives.






CHAPTER9

How Did I Do?:
Assessment

Questions students frequently ask are, “Is this okay?” or “How did | do?”
We all want to know how we did. Assessment is a part of the learning process.
From our mistakes we learn how to improve. Stripling reminds us that student
learning must be measured in terms of ability to “do” as well as to “know”
(1999). Standardized tests often measure only what students know. Local school
districts must measure students’ ability to do a task. Assessment in this chapter re-
fers to evaluation of the information literacy skills and the research process.

If library media specialists believe that critical thinking and being able to
use a research process are important and critical life skills, the assessment of
what students know must go beyond the knowledge level. Students must be
expected to demonstrate synthesis and application as defined by Bloom’s tax-
onomy. Wiggins and McTighe (2001) state that understanding is always a
matter of degree. In Understanding by Design they discuss six facets of un-
derstanding—explanation, interpretation, application, perspective, empathiz-
ing, and self-knowledge—and how each might be assessed:

Explanation is thorough, supported and justifiable accounts
of phenomena, facts, and data. Assessments can be performance
tasks, projects, prompts, and tests that ask students to explain and
link specific fact to larger ideas and justify connections. Students
go beyond just giving the answer to show their work and explain
their answer.

Interpretation is telling meaningful stories, offering apt
translations, or providing a historical or personal dimension to
ideas or events. To demonstrate this type of understanding stu-
dents must be able to read, view, or listen and interpret what they
read, saw, or heard.

Application is effectively using and adapting what is known in
many different contexts. Assessment of application calls authentic
tasks or application to real world situations. Conventional tests can
be used to supplement the assessment.

121
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Perspective is seeing and hearing points of view through
critical eyes and ears. Essential questions are critical to helping
students see different points of view as well as to aiding in the as-
sessment of the student learning.

Empathiz[ing] is finding value in what others might find un-
usual or perceiving sensitively on the basis of prior direct experi-
ence. Assessment of empathy centers on whether or not students
have overcome egocentrism, ethnocentrism, and present-cen-
teredness regardless of the actual method used to assess the
learning.

Self-knowledge perceives the personal style, prejudices,
projections and habits of mind that shape and impede our own
understanding. In other words, we know what we don’t know
and why. Here is where self-assessment fits. Students need to be
taught how to evaluate their own learning realistically.

Wiggins and McTighe (2001) argue that the assessment should be deter-
mined first. What is it that students should know as a result of instruction? Lo-
cal and state standards should be consulted at this point. Then determine what
is acceptable evidence that learning has taken place. Any benchmarks or indi-
cators that are used with the standards might be helpful. Last, determine the
learning experiences and instructional activities. The point at which what is
acceptable evidence is determined is when the method of assessment be-
comes relevant.

Wiggins and McTighe (2001) further contend that assessment is a matter
of what is more or less naive or sophisticated; more or less superficial or
in-depth. What the teacher and library media specialist are looking for in as-
sessment is what degree of understanding the student has reached. This as-
sessment commonly takes place at the end of a project, but assessments may
well take place periodically during a project. Working together, the class-
room teacher and the library media specialist must determine what the charac-
teristics or indicators of learning along a continuum are, from just beginning
to learn to advanced learner.

Just how does the library media specialist go about assessing what stu-
dents have learned? How can the teacher find out the students’ degree of un-
derstanding? There are many different methods of assessment, including
written tests of various types, portfolios, products or projects, rubrics, and
performances. No one method is best in all instances. The library media spe-
cialist and the classroom teacher will determine which method of assess-
ment to use based on what the students should know at the end of the
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learning experience. A decision will also be made about who will do the as-
sessing. Sometimes the assessment will be done by the teacher, other times by
the library media specialist, and at times by both.

Authentic Assessments

While students should know the content of a subject, they should also be
able to use that knowledge in an authentic or real-world situation. In an inter-
view Howard Gardner stated that there is a need to develop assessments that are
much more representative of what human beings are going to have to do to sur-
vive in this society (cited in Checkley, 1997, p. 12). An authentic assessment
requires a connection to the “real world” or a simulation of the real world, in
other words, an application of what has been learned (Bergen, 1994). Assess-
ment of understanding should be grounded in authentic performances (Wiggins
& McTighe, 2001). Counting the number of resources used or the number of
note cards written is no longer acceptable. Assessment needs, for example, to
focus more on the appropriateness of the resources. Authentic assessment val-
ues both the processes and products involved in learning (Callison & Lamb,
2004). Students need feedback on how well they completed the steps of the re-
search process as well as the outcome of what they learned.

The National Science Education Standards define authentic assessments
as ones “that require students to perform complex tasks representative of ac-
tivities actually done in out-of-school settings” (Classroom assessment,
2001, p. 31). Since out-of-school settings are not always possible, simulations
are often used. One of the main differences between the traditional pa-
per-and-pencil assessments (true/false, fill-in-the blank, and multiple-choice)
and authentic assessment is that paper-and-pencil tests are usually given after
learning has taken place. Authentic assessments are used as a part of the learn-
ing experience and can take place periodically throughout a project. The pro-
cess of learning becomes as important as the content. Authentic assessment
also allows some freedom in developing the final product or project in such a
way as to meet individual learning styles, which is not always possible with
multiple-choice tests.

Some types of assessments are discussed below. In authentic assess-
ment, providing feedback for student improvement is as important as evaluat-
ing student work. Also, the focus of authentic assessment is on individual
strengths and weaknesses rather than comparing students (Callison & Lamb,
2004). Whatever type of assessment is used, when designing the assessment
tool a good practice is to have it reviewed by a peer to ensure that what is be-
ing assessed is what is actually meant to be assessed and that the scoring
criteria are clear.



124 9—How Did | Do?; Assessment

Performance Assessments

Assessment by using performances is useful in those instances where pa-
per-and-pencil tests and portfolios are not suitable. Performance assessment
requires students to demonstrate what they know and what they can do. These
assessments allow students to demonstrate their understanding and skills as
they perform certain activities. Students are evaluated on their ability to per-
form specific tasks and the products created in the process (Classroom assess-
ment, 2001). A performance might be, for example, an oral presentation, an
enactment, a debate, or a dramatic reading.

According to Bergen (1994), a performance assessment has three qualities:

« Its many facets are measured simultaneously.
* It is applied, having the complexity of real-world roles.

« |t may be individual, but if it is group based the performance of every
member is evaluated as well as the group’s.

To be successful performance assessment must have defined, explicit
standards of performance and provide multiple ways in which children can
reach those standards.

Products

A product is something that students create to demonstrate their under-
standing of certain concepts and skills and/or their ability to apply, analyze,
synthesize, or evaluate those concepts and skills (Mueller, 2003). Examples
of products are a demonstration, a videotape, a PowerPoint presentation, an
exhibit, a research paper, and a poem. Products are usually developed over a
period of time and reflect more depth of knowledge and understanding. A ru-
bric is frequently used to assess the learning that has occurred while develop-
ing the product. Additional rubrics are used to access the process of learning
(the research process) and the product itself.

Benchmarks

A benchmark is a standard against which student learning can be mea-
sured. Setting benchmarks is a guide for students as well as an assessment tool
for learning. Benchmarks help students understand what the important con-
cepts are and what will be evaluated. By using benchmarks students have
some questions to guide their decision making. For example, in evaluating the
research process the lowa City Community School District uses seven basic
evaluation skills for sources of information:
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Appropriateness of sources
Availability of sources
Relevance of sources
Suitability of relevant sources
Currency of resources
Authority of author or source

Reliability of source

With each evaluation skill there are questions to guide students (lowa
City Community School District, 1998):

1. Appropriateness
a. Do I need general information? Is an encyclopedia or maga-
zine a better choice?
b. Do | need current information? Is a magazine, book, or
Internet a better choice?
c. Dolneedamap?lsaCD-ROM encyclopedia or atlas better?
2. Availability
a. Can | get the resource on time?
b. Will there be enough information?
¢.  Would time be better spent using a local readily available source?
3. Relevant
a. Does the table of contents show information on the topic?
b. Does the index contain a number of pages on the topic?
c. Does the abstract of the article deal with my topic?
4. Suitability
a. Can I read and understand it?
b. Do I understand the title?
c. If1read a page, are there several words | don’t understand?
d. Can | paraphrase what | just read?
5. Currency

a.  When was the book published?
b. Does copyright date matter?
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6. Authority
a. Was the person’s background or training in the subject?
b. Has my teacher ever heard of this person?
c. Isthe person clearly identified from what’s on the Web page?

7. Reliability
a. s it free of stereotypes or loaded words?
b. Isitacommercial site, personal, or sponsored by an organization?
c. Are other sources given to support or verify the information?

In order to assess students’ understanding of the research process, the li-
brary media specialist or teacher could conference with the students about
their choice of resources. Another way would be to have students keep Learn-
ing Logs (see p. 132) and then review these. A checklist or a rubric might be
developed. Figure 9.1 shows how the lowa City Community School District’s
seven evaluation skills for sources of information could be turned into a
checklist. The statements could be either checked off or answered yes or no.
The checklist could become a part of the overall assessment piece.

The benchmarks could be turned into a different checklist and used to
keep students on track. Using the benchmarks in a checklists allows students
to take responsibility for their own learning through peer and self-evaluation.
The benchmarks could also be used to design rubrics for evaluation.

Rubrics

Rubrics are a common way of assessing student work. They can improve
student performance by making teacher expectations clear and showing stu-
dents how to meet those expectations. Grover, Lakin, and Dickerson (1997)
define rubrics as guidelines for evaluation using quantitative descriptions or
measures for student progress. Goodrich (1997) refers to rubrics as a scoring
tool that lists the criteria for a piece of work and articulates gradations of qual-
ity for each criterion. Wiggins (reported in Phillip, 2002) describes rubrics as
specifying the elements of performance that matter most and detailing how to
distinguish strong performances from weak ones.
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Sour ces of I nformation Checklist

Directions: For each of the sources of information you use make a check mark to indicate
the information meets the criteria. A blank space will show the source of information lacks
that particular criteria. If the criterion is not appropriate write in NA for not applicable.

Skill Sourcel Source2 Source 3

Appropriateness:
General information
Current information
Map available

Availability:
Can get on time
Enough information
Local resource readily available

Relevant:
Table of contents show information
Index contains several pages on topic
Abstract deals with topic

Suitability:
I can read and understand
| understand title
Several words | don’t understand
| can paraphrase what | read

Currency:
When published
Copyright date matters

Authority:
Author had training in area
Teacher familiar with author
Author clearly identified

Reliability
Free of stereotypes or loaded words

Commercial, personal, or organization
sponsored site

Sources given to support or verify information

Figure9.1. Sources of Information Checklist. (Based on Information
Literacy Skills of thelowa City (I1A) Community Schools.)
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Rubrics can be instructional or evaluative. In fact, the same rubric can
serve both purposes. An instructional rubric guides students in what is to be
done, and they know the criteria against which they will be judged. The same
rubric can then be used as a peer or self-evaluation tool to help students see
how they might improve. After giving students an opportunity to make revi-
sions in the product, the teacher or library media specialist can then use the ru-
bric to evaluate that product. Thus the rubric is used in assessment for
informative feedback about the work in progress as well as a detailed evalua-
tion of the final product. Andrade (2002) describes an advantage of using ru-
brics: instructional rubrics provide students with more informative feedback
about their strengths and areas in need of improvement than do traditional
forms of assessment.

The value of using rubrics with students is that expectations are clearly
defined. Using Wiggins and McTighe’s (2001) backward design theory, ru-
brics should be created before the project, followed by the design of the unit
and lessons. Rubrics can vary, but they have two characteristics in common:
1) alist of criteria to show what is important in a project or process; and 2) dif-
ferent levels of quality, usually described in terms of good, average, or unac-
ceptable work. The qualities, or gradations as Andrade (2002) calls them, can
be written to describe problems that students commonly encounter. By doing
this the library media specialist assists the student in understanding what his
or her strengths and weaknesses are. Rubrics can also be used to identify goals
for improvement.

In the Colony Rubric (see Figure 9.2), the criteria listed are webbing,
Venn diagram, and paragraph. The information literacy skill for this lesson is
focusing on note taking by using a web. Students were familiar with using
Venn diagrams to compare and contrast, so the decision was made to have
them make one to guide their thinking in determining which colony they
might like to live in. The teacher wanted the students to write a paragraph to
explain their reasoning. The levels of quality were explained by using the de-
scriptive words Exceeds Expectations, Meets Expectations, Near Expecta-
tions, and Needs Improvement. These terms are similar to those the school
district uses. Since a problem in note taking is students copying sentences,
one criterion became that no sentences were copied. The teacher wanted at
least three reasons with supporting detail for where a student chose to live, so
that had to be included (Brenda Cuba and Joie Taylor, personal experience,
2004).
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There is no one way to go about developing a rubric, but there are some
key components in all rubrics:

* ldentify the desired outcome. What should students be able to do at the
end of instruction?

 Determine what student performance would demonstrate achievement
of the outcome. What is the best way for students to show what they
have learned?

« Establish the criteria to be used for assessment. What will actually be
assessed?

 Determine the levels of quality to be met. What is acceptable work, ex-
ceptional work, and unacceptable work? How many levels will there be?

« State the levels in performance behaviors.

The criteria to be used in a rubric are listed in a column on the left. Ru-
brics can have several levels of quality, which are listed in columns to the
right of the criteria. Grover, Larkin, and Dickerson (1997) used four levels of
achievement—Application, Demonstration, Understanding, and Awareness—
with Application being the highest level and Awareness the lowest. They also
included “not applicable or no evidence is available.” In developing their lev-
els of achievement, the lowa City Community School District (1998) chose to
use Expert, Proficient, Apprentice, and Novice. Some library media special-
ists choose to use a numerical or point system. Although rubrics were never
meant to be tied to grades, some schools do just that by using a numerical sys-
tem of 0 to 4, with 0 being a failing grade and 4 an A. Schools often have de-
fined standard levels of quality to be used throughout the district, and the
library media specialist would be expected to follow those.

One of the problems with rubrics is the language used in describing the
levels of achievement. Words such as most, often, poor, and excellent are dif-
ficult to describe objectively. Some library media specialists solve the prob-
lem by saying, “Students should have three resources,” but that takes us back
to counting the number of resources used. For this reason the practice of hav-
ing someone else use the rubric and give feedback about clarification and ease
of use is a good idea.

If rubrics are to accomplish the task of improving student performance,
the rubric must be shared with students at the beginning of instruction. Stu-
dents can use a rubric to guide their work. When students know what is ex-
pected of them, the library media specialist or teacher can easily hold them
accountable for the work. Handing students a rubric is not enough. Initially
the teacher or library media specialist should check with students throughout
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a project to see how they are doing in using the rubric as a guide to accom-
plishing their work. After students have used several rubrics and are comfort-
able with them, the library media specialist might have the students help
design the rubric to be used for a specific unit or lesson.

The library media specialist need not always begin from scratch when
developing rubrics. Several Internet sites provide helpful templates and sug-
gestions by subject area. Rubistar, located at http://rubistar.4teachers.org, is
one example.

Portfolios

Callison (1993) defines portfolios as a deliberate compilation, gathered
according to a plan, for use by a specified reader for a specified purpose. An-
other way of describing a portfolio is *“a purposeful and representative collec-
tion of student work that conveys a story of progress, achievement and/or
effort. The student is involved in selecting pieces of work and includes
self-reflections of what understandings the piece of work demonstrates. Thus,
criteria for selection and evaluation need to be made clear prior to selection”
(Classroom assessment, 2001, p. 31). What is included in a portfolio depends
on its purpose. Is the purpose to show growth over a period of time? If so,
work from the beginning, at several points along the way, and at the end
should be included. Portfolios might be designed to demonstrate the learning
process. In this instance work that shows development of a skill or a process
used would be included. Is the portfolio the final product or best work of the
student? In this case the items included would be those that demonstrate what
has been learned or show the best work.

The teacher and the library media specialist will determine together the
purpose of the portfolio and what evidence the student should present. The
Harvard Graduate School of Education suggests the following elements for a
portfolio:

¢ A collection of student work that demonstrates what has been learned
and understood

 An extended time frame to allow progress and effort to be demonstrated

» Structure and organizing principles to help organize and interpret and
analyze

« Student involvement in selection of materials for portfolio and in reflec-
tion and assessment (reported in Classroom assessment, 2001, p.62).

The types of items that might be put into a portfolio are many: essays, re-
search papers, CD-ROMs, PowerPoint presentations, a videotape of presenta-
tions, drawings, etc. The list is practically infinite. The focus has to be on why
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the portfolio is being developed. A portfolio to help students develop research
process skills might include the following:

* Brainstorming concerning the task or critical question

» What resources were considered and the thought process to determine
which would be used

* A time line showing progress on the work

« A learning log of successes and difficulties

* Actual notes that were taken

 Feedback along the way from the library media specialist
« Drafts of the final project

 The finished project or a CD-ROM or videotape if actual project, such
as an oral presentation, cannot be included

« Student reflection on the overall project

If the portfolio is to be shared with parents or others not familiar with the
classroom experience, a table of contents or cover letter written by the student
should be included.

Learning Logs

Observations, conferencing, and interviews allow students and teachers
to explore together a student’s achievement and discuss strengths and weak-
nesses. Learning logs are useful in helping facilitate a dialog between stu-
dents and the library media specialist or teacher. Stripling (1993) advocates
the use of learning logs as a way to assess student thinking, specifically in the
note-taking process. Students set up two columns in a notebook, one for notes
and the other for reactions to the notes. The reactions can include personal re-
actions, feelings, or questions to be pursued further. Helping students learn to
interact mentally and emotionally with their notes is the purpose of a learning
log. Learning logs document students’ involvement in their own learning pro-
cess and are consistent with Wiggins and McTighe’s work on developing un-
derstanding. Learning logs also help facilitate a dialog between a student and
the library media specialist. The library media specialist can ask questions or
make suggestions to assist the student in the research process. Personal con-
tacts are often useful when students are working on group projects, as this is
an avenue to work out problems within the group such as one person
dominating it or someone not working.
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Other Assessments

Tests

Paper-and-pencil tests are still valid, but to evaluate both the content
learned and the process, testing must go beyond true/false, fill-in-the blank,
and multiple-choice questions. Although these might give the classroom
teacher an idea of how well the content has been learned, there is no evidence
of understanding the process. Wiggins (2000) argues that for tests to be valid
they must meet two criteria: 1) comprehensive evidence of the factual knowl-
edge and 2) comprehensive evidence of student work showing or explaining
the strategies used to answer the questions.

There are different ways of showing evidence of factual knowledge,
such as pre- and post-tests; tests that assess factual information, concepts, and
skills that were taught; end-of-course tests; norm-referenced or criterion-ref-
erenced tests; and skills checklists. Comprehensive evidence of student work
usually involves problem solving, critical thinking, and writing. Multi-
ple-step questions in which students have to explain their thinking might be
used.

Simple Assessments

Nonverbal means of evaluating should be used with young students.
Smiley faces are commonly used (see Figure 9.3, p. 134). A quick evaluation
of the process can be done by giving students the sheet, reading it to them, and
having them mark the appropriate face.

A thumb’s-up or thumb’s-down is another quick way to see if students
have learned a concept. One library media specialist taught kindergarten stu-
dents the sign language letters for the A, T, and I. She also taught that A stood
for the word author, T for the word title, and | for the word illustrator. When
she asked students, for example, “Who wrote the words in the book?” the stu-
dents would make the sign for the letter A. She could then quickly see who
knew the word and who did not.
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I learned something new about sea animals.

I liked learning about starfish.

I did my best work.

Figure 9.3. Evaluation Tool for Primary Students.

Conclusion

Assessment is a vital part of student learning. The key to successful as-
sessment is knowing what is important. What is it that students should know
as aresult of instruction? The second key is to know what is acceptable as evi-
dence that learning has taken place. Paper-and-pencil tests still have a place in
assessment, especially in determining the content knowledge. However,
teachers and library media specialists cannot rely on knowledge alone to en-
sure that students can actually use what they have learned. Today assessment
must include whether or not students understand the process or can transfer
what they know to a different situation.

Students must also understand the role of assessment in education. Know-
ing by what criteria they will be assessed empowers students to take control of
their learning. They understand both the aim of their work and what it means to
complete it successfully. In order to complete their work successfully students
need to be able to assess their own progress toward meeting the goals or objec-
tives the teacher has set. Only through learning these skills and taking responsi-
bility for their own accomplishments will students become independent
learners. The role of the library media specialist and the classroom teacher,
working together, is to determine which of the many methods of assessment to
use, and who will do the assessment, including any student self-assessment.
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