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Foreword

The chapter authors and the editors of this volume have done a great service for 
librarians and other educators who would like to expand their understanding of the 
potential impact and use of the Framework and add to their repertoire of ways for 
integrating it into their work.

If members of the Association of College and Research Libraries (ACRL) task 
force that was developing the Framework for Information Literacy for Higher Educa-
tion had foreseen the publication of this book, comprising such insightful and inspi-
rational chapters, we would have been incredibly heartened. Those who were active 
in information literacy at the time of the Framework’s creation through its adoption 
know that the Framework engendered heated discussion and responses that ran the 
gamut from enthusiasm and support to dismay and rejection. Heidi Julien, Melissa 
Gross, and Don Latham, coeditors of this volume, have documented attitudes to-
ward and experiences with the new Framework via surveys and interviews.1

Members of the task force were encouraged that there was intense engagement 
from the profession. Librarians and other educators shared suggestions, critiqued 
initial drafts, and made valuable contributions that helped to make the Framework 
what it is.

The task force members2 had a number of goals in mind as they worked to shape 
the entity that would move us beyond the Standards. These goals are noted in the 
Framework’s introduction and in an editorial that Craig Gibson and I, task force 
cochairs, wrote while the truly dedicated group was still working on the final ver-
sion of the document.3 The focus of these goals range from students to librarians 
to faculty members, from session to course to academic program level, and from 
curricular to cocurricular. Many were drawn from issues of long-standing concern 
among academic librarians, and individual goals cluster around important themes.
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Key goals included:

• Grappling with the ramifications of the complex information ecosystem in 
which learners work

• Emphasizing conceptual understandings, not skills, that underpin myriad 
evolving information-related situations

• Meeting a critical need for flexibility, given the wide range of institution types 
and students who would be affected

• Recognizing the affective and metacognitive components of information lit-
eracy, not only the cognitive and behavioral ones

• Incorporating components of metaliteracy
• Highlighting the expanded role of students as information producers
• Addressing the ethical issues raised by the enlarged scope of information pro-

duction and use
• Expanding conversations and meaningful collaborations with faculty members
• Making connections with broader educational issues and frameworks from 

other disciplines to facilitate finding common ground
• Using heightened faculty awareness to move beyond single class period in-

struction to more robust course-infused or programmatic information literacy 
initiatives

• Setting the stage for librarians to claim enhanced roles in educational endeavors, 
such as action research, learning assessment, program planning, and cocurricu-
lar initiatives

The chapters in this book explore these goals, providing evidence of how thought-
ful, creative, and engaged librarians and other educators have been as they leverage 
the Framework to enhance learning. Of course, that learning is not limited to stu-
dents—you will be privy to the accounts by chapter authors of the learning processes 
they and their colleagues underwent while implementing elements of the Framework.

I encourage you to keep an eye out for how these goals are represented throughout 
this book and to think about how they intersect with your work with the Framework. 
You will find them in Sarah Steele and her coauthors’ exploration of how the Frame-
work might be used to build deeper engagement with faculty members. Indeed, this 
theme runs throughout many of the chapters. Brianna B. Buljung describes how 
teaching and learning librarians at the Colorado School of Mines built a founda-
tional Framework-based information literacy program from scattered and repetitive 
one-shot sessions. Kelly Diamond and Alyssa Wright make connections with another 
field by drawing from the Framework in Postsecondary Writing; Andrea Baer discusses 
the importance of flexibility; and Mary Beth Burgoyne and Kim Chuppa-Cornell 
align their Framework-based changes with a general education program assessment, 
leading to campus-wide leadership roles. I could mention chapter after chapter that 
highlight connections with the goals I’ve enumerated. But I shan’t. I encourage you 
to read the chapters, find the connections on your own, and also identify where the 
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authors have met additional goals they themselves have set, even if the process started 
with the discomfort that Liza Oldham notes.

In a first-year course in which a colleague and I work closely with the instructor, 
we highlight the value of a growth mind-set. Students complete a unit in our digital 
badging system called “Failing Better,”4 after which we use Breakout EDU5 to rein-
force and make more vivid both the idea of being open to failing better—or using 
what you have learned from failing to help you succeed—and the value of a growth 
mind-set. The challenges these students face, and the ways in which they react to 
them, remind me of the challenges the Framework presents to those of us grappling 
with making it a meaningful part of our teaching, our campuses’ assimilation of 
information literacy as core to students’ education, and therefore to student learning.

In the editorial Craig and I wrote, we emphasized that for students to be moved 
to think beyond their assumed proficiency with information, “we need to introduce 
concepts that will hold their attention, change their viewpoint, and provide revela-
tory ‘aha’ moments.”6

I have come away from reading the chapters in this book with a host of ideas for 
providing those “aha” moments and with great enthusiasm for sharing these ideas 
with others. I expect you will also be inspired. Please consider letting others know 
about your own initiatives, extending the important local communities of practice 
described by Kim Pittman, Amy Mars, and Trent Brager to national and global 
levels.

Trudi Jacobson
Distinguished Librarian

University at Albany, SUNY

NOTES

1. Melissa Gross, Don Latham, and Heidi Julien, “What the Framework Means to Me: 
Attitudes of Academic Librarians toward the ACRL Framework for Information Literacy for 
Higher Education,” Library & Information Science Research 40, no. 3–4 (July 2018): 262–68, 
https://doi.org/10.1016/j.lisr.2018.09.008; Don Latham, Melissa Gross, and Heidi Julien, 
“Implementing the ACRL Framework: Reflections from the Field,” College & Research Librar-
ies 80, no. 3 (2019): 386–400.

2. While this information is provided in appendix 2 of the Framework, I would like to pro-
vide the names of those involved here, in tribute to the insight and dedication they brought to 
the process. As of November 2014, members of the task force included: Craig Gibson, Profes-
sor, Ohio State University Libraries (cochair); Trudi E. Jacobson, Distinguished Librarian and 
Head, Information Literacy Department, University at Albany, SUNY, University Libraries 
(cochair); Elizabeth Berman, Science and Engineering Librarian, University of Vermont; Carl 
O. DiNardo, Assistant Professor and Coordinator of Library Instruction/Science Librarian, 
Eckerd College; Lesley S. J. Farmer, Professor, California State University–Long Beach; El-
lie A. Fogarty, Vice President, Middle States Commission on Higher Education; Diane M. 
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Fulkerson, Social Sciences and Education Librarian, University of South Florida in Lake-
land; Merinda Kaye Hensley, Instructional Services Librarian and Scholarly Commons Co- 
coordinator, University of Illinois at Urbana–Champaign; Joan K. Lippincott, Associate  
Executive Director, Coalition for Networked Information; Michelle S. Millet, Library Direc-
tor, John Carroll University; Troy Swanson, Teaching and Learning Librarian, Moraine Valley 
Community College; Lori Townsend, Data Librarian for Social Sciences and Humanities, 
University of New Mexico; Julie Ann Garrison, Associate Dean of Research and Instructional 
Services, Grand Valley State University (Board Liaison); Kate Ganski, Library Instruction 
Coordinator, University of Wisconsin–Milwaukee (Visiting Program Officer, from September 
1, 2013, through June 30, 2014); Kara Malenfant, Senior Strategist for Special Initiatives, 
Association of College and Research Libraries (Staff Liaison).

3. Craig Gibson and Trudi E. Jacobson, “Informing and Extending the Draft ACRL Infor-
mation Literacy Framework for Higher Education: An Overview and Avenues for Research,” 
College & Research Libraries 75, no. 3 (May 2014): 250–54.

4. The Metaliteracy Badging platform is currently a closed system. However, the entire 
contents is open and available at https://sites.google.com/view/metaliteracy/home?authuser=0. 
The contents of the Failing Better Quest may be found at https://sites.google.com/view/met 
aliteracy/empowered-learner/metacognitive-reflection/failing-better?authuser=0.

5. Susan Detwiler, Trudi Jacobson, and Kelsey O’Brien, “BreakoutEDU: Helping Students 
Break out of Their Comfort Zones,” College & Research Libraries News 79, no. 2 (February 1, 
2018): 62, https://doi.org/10.5860/crln.79.2.62.

6. Gibson and Jacobson, “Informing and Extending the Draft ACRL Information Literacy 
Framework for Higher Education,” 250.
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Preface

Publication of the Association for College and Research Libraries’ (ACRL) Frame-
work for Information Literacy for Higher Education (http://www.ala.org/acrl/stan 
dards/ilframework), adopted in early 2016, marked a watershed for information lit-
eracy instruction in the United States as well as many other nations. The Framework 
opened a world of learning opportunities and posed several significant challenges 
as librarians were asked to abandon the previous ACRL Information Literacy Com-
petency Standards for Higher Education (https://alair.ala.org/handle/11213/7668), 
first adopted in the year 2000. The Standards had offered instructional librarians a 
reasonably straightforward template of standards, performance indicators, and out-
comes that could be adopted and implemented in most libraries. The Framework, 
however, was a new animal. It provided no templates and significantly altered both 
the definition and scope of information literacy as a concept. A national survey of 
instructional librarians conducted in the United States in 2016 explored initial reac-
tions of librarians to the Framework and found that librarians believed that it had 
opened a range of pedagogical strategies, including providing a structure for teach-
ing, providing a guiding ideology, encouraging more conversational and interactive 
teaching, and supporting more active learning, including peer-to-peer teaching and 
group work, as well as flipped classrooms.1 The survey respondents told us that the 
frames were being used as the subtext for skills-based teaching and that they were us-
ing the frames’ terminology selectively. These respondents also told us that the most 
successful strategies for engaging with the Framework included starting conversations 
and training with other librarians on-site and with the faculty, using the frames to 
develop learning outcomes, teaching a limited number of frames in a single session, 
and implementing the frames over time. The greatest challenges to implementation 
of the Framework were time (limitations on the time provided by faculty to offer in-
formation literacy instruction, time for preparation, time for assessment, and time to 
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update previous information literacy documentation); concerns that the Framework 
concepts are vague and difficult to teach and to assess; scalability; librarian resistance 
to the Framework; buy-in from faculty, administrators, and other librarians; and 
resistance from faculty who continued to prefer skills-based instruction.

Since that time, multiple professional-development opportunities have been of-
fered to help librarians transition to the Framework, and a rich literature discussing 
the benefits and ongoing challenges to adopting the Framework has emerged. The 
Information Literacy Framework: Case Studies of Successful Implementation is offered 
as a contribution to that literature, with the eighteen chapters articulating a range of 
case studies in implementation of the Framework across academic contexts, as well as 
numerous examples of efforts to develop the understandings and skill sets of current 
instructional librarians, of teaching faculty, and of preservice librarians. Chapters 
were selected by the editors following an open call for contributions. We specifically 
sought chapters representing diverse organizational contexts, as well as contribu-
tions from authors outside of the United States. The chapters included in the book 
represent diverse contexts and geographic locations, and all met high standards for 
prospective interest, usefulness, and quality of organization and writing.

The first part of The Information Literacy Framework: Case Studies of Successful 
Implementation includes case studies focused on preparing to use the Framework. 
Mohamed Berray introduces a process used to map threshold concepts to course ob-
jectives in a political science course at a large public university, modeling curricular 
collaboration with teaching faculty. Melissa Harden and Anna Michelle Martinez-
Montavon describe the development of a workshop intended to help disciplinary 
faculty incorporate information literacy concepts from the Framework into course 
content and assignments. Holly Hendrigan, Keshav Mukunda, and Diana Cukier-
man share how they approached the assessment of student mastery of threshold 
concepts presented in an information literacy unit embedded in a computing sci-
ence course. Kim Pittman, Amy Mars, and Trent Brager discuss strategies for creat-
ing professional development opportunities and building communities of practice 
around the Framework. Leslie M. Ross discusses action research performed at a small 
liberal arts university for the purpose of transforming a stand-alone standards-based 
information literacy course into one informed by the Framework. Sarah Steele, Steve 
Bahnaman, Brooke Taxakis, Ron Epps, and Elizabeth Dobbins describe how using 
Framework language in their private university’s Information Fluency Plan helped 
foster collaborations between librarians and faculty and provided a way for the li-
brary to market their information literacy services.

The second part of the book contains case studies of instruction using the Frame-
work. Leanna Fry Balci and Peter J. Rich describe the development of an online 
tutorial based on the Framework for students in an advanced writing course at a large 
private university. Brianna B. Buljung offers a case study at a large public univer-
sity, where a first-year foundation program based on the Framework was developed, 
focusing on the successes and the challenges experienced during the design and 
implementation of that program. Gina Calia-Lotz describes efforts at a community 
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college library to integrate Framework concepts with the teaching of writing. Kelly 
Diamond and Alyssa Wright explain how they redesigned a credit-bearing library 
research course at a major public university, incorporating the Framework into the 
course revision. Paulette A. Kerr and Jessica C. Lewis describe the development of in-
formation literacy instruction practices, including the first round of implementation 
of the ACRL Framework, at the University of the West Indies Mona Library. Liza 
Oldham describes her own information literacy journey and how she has allowed 
herself, at first reluctantly, to be guided by the Framework.

The third and final part of the book includes case studies of educating for the 
Framework. Andrea Baer focuses on professional development based on the Frame-
work for librarians, tying the training she has developed with careful consideration 
of librarians’ beliefs about teaching and learning. Mary Beth Burgoyne and Kim 
Chuppa-Cornell offer another case study focusing on training for librarians in a 
community college environment that uses the Framework as a touchstone. Thomas 
P. Mackey explores the linkages between metaliteracy and the ACRL Framework and 
examines a metaliterate learning activity through the lens of each of the frames and 
their associated knowledge practices and dispositions. Bharat Mehra and Keren Dali 
report on a unique collaboration between an LIS course instructor and a journal edi-
tor to demonstrate how the Framework can be used in diversity education to promote 
student interest in active civic and professional participation. Carla Stoffle, Nicole 
Pagowsky, and Yvonne Mery discuss how librarians and iSchool faculty at a major 
public university used the Framework to develop a teaching certificate for preservice 
librarians. Finally, Susan Rathbun-Grubb explains how to incorporate Integrated 
Threshold Concept Knowledge into a graduate-level reference and instruction 
course for preservice librarians.

These chapters are intended to provide real case-study examples of how librarians 
are working through the challenges to instructional practice raised by the Framework. 
We expect that the book will be useful to those who teach information literacy in 
higher education contexts, who are seeking a compilation of advice about teaching 
the Framework based on actual practice, as well as administrators who are charged 
with implementing the Framework in academic libraries. The book will also be useful 
to faculty members in library and information science who teach preservice librarians 
how to instruct in information literacy, and to their students.

NOTE

1. Heidi Julien, Melissa Gross, and Don Latham, “Survey of Information Literacy In-
structional Practices in U.S. Academic Libraries,” College & Research Libraries 79, Number 2 
(2018): 179–99.
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1
Strategies for Mapping Information 
Literacy Threshold Concepts to Course 
Objectives in Political Science
Mohamed Berray

The Framework for Information Literacy for Higher Education is a flexible cluster 
of concepts that builds on existing knowledge and contextual understandings of 
disciplines to enhance holistic learning experiences. Conceptual learning using the 
Framework completes knowledge gaps, addresses stumbling blocks and learning 
deficiencies, and introduces pedagogical methodologies rooted in foundational con-
cepts of the disciplines in which they are applied. These foundational concepts, later 
referred to as threshold concepts, are a cognitive framework of curricular inquiries that 
identify fundamental ideas essential to comprehend the subject. To help students 
attain this threshold of proficiency and comprehension, librarians have collaborated 
with teaching faculty to identify core concepts in their disciplines and have designed 
disciplinary engagements through assignments and hands-on labs that cultivate im-
mersive learning experiences.

This chapter will introduce experiences applying threshold concepts through cur-
riculum mapping in course offerings in the Political Science Department at Florida 
State University (FSU). In collaboration with faculty at the Political Science De-
partment, the political science librarian mapped student learning outcomes in core 
courses in the international affairs specialization with information literacy threshold 
concepts in library instruction. This exercise enhanced collaboration between the 
FSU Libraries and the Political Science Department and contributed to designing 
learning spaces that blend cognitive, affective, and behavioral learning skills. This 
recognition for different student learning styles and abilities resulted in a customized 
curriculum that caters for the individual needs of students and empowers them as 
both creators and consumers of knowledge.
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THRESHOLD CONCEPTS

According to Jan H. F. Meyer and Ray Land, threshold concepts represent core ideas 
and processes that define “ways of thinking and practicing”1 that are often unnoticed 
in learning environments. Char Booth and Brian Mathews defined threshold concepts 
as “an approach to learning that emphasizes the incremental accumulation of disci-
plinary knowledge.”2 This definition of threshold concept by Booth and Mathews as 
“an epistemological progression”3 aligns with Meyer and Land’s definition4 since it 
impresses on librarians to be receptive to the evolving needs of students, and sequence 
information literacy concepts along the progression of learning (figure 1.1).

Figure 1.1.  Linear Framework of Dispositions

There are five characteristics of threshold concepts:

1. Transformative: an ontological and a conceptual shift in the learner’s perspec-
tive and subjectivity; involves a reconfiguration of the learner’s prior concep-
tual schema

2. Troublesome: can seem incoherent and counterintuitive to the learner’s dis-
positions, and can be troublesome to acquire and integrate in the learner’s 
experience

3. Irreversible: threshold concepts, once learned cannot be unlearned
4. Integrative: brings together different aspects of the subject that previously 

seemed unrelated
5. Bounded: delineates a conceptual space serving a specific disciplinary purpose; 

eliminates potential confusion in the use of disciplinary language commonly 
used in everyday life; extended use of disciplinary language (discursiveness) is 
indicative of the learner’s grasp of key concepts in the discipline

According to Meyer and Land, the characteristics of threshold concepts are rooted 
in and developed around stumbling blocks in disciplinary learning.5 As a result, they 
are identifiable in the spectrum of student learning objectives, allowing for the ap-
plication of the appropriate concept.

The Association of College and Research Libraries’ (ACRL) Framework for In-
formation Literacy for Higher Education,6 developed with the characteristics of the 
threshold concepts in mind, is made of six frames:

1. Authority Is Constructed and Contextual
2. Information Creation as a Process
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3. Information Has Value
4. Research as Inquiry
5. Scholarship as Conversation
6. Searching as Strategic Exploration

The frames provide librarians an opportunity to connect library resources and 
critical-thinking practices with disciplinary concepts. According to Lori Townsend 
and colleagues, these frames help to address questions like: “why do I need to 
learn about this database?; what is the point of citing this paper correctly?; why is 
this course required?” and so on.7 These questions, albeit very commonly faced by 
librarians, should be used in instructional design. Knowledge of the ACRL Frame-
work equips librarians with the tools to anticipate challenges in the classroom and 
sequence the best timing for key frames within the syllabi so they are seamless in 
application to course objectives.

CURRICULUM MAPPING

Definition

Although first popularized by Heidi H. Jacobs8 and primarily intended for sec-
ondary education, curriculum mapping has been applied to the broad landscape 
of higher education. In the facilitator guide following Jacobs’s publication, Ann 
Johnson  and Crista Carlile defined curriculum map as a document that illustrates 
“essential questions, the content that will be covered, skills students will demon-
strate if they understand the content, assessments, and activities.”9 Heidi Buchanan 
and colleagues defined curriculum mapping as “a process for systematically evalu-
ating components of an instructional program for cohesiveness, proper sequenc-
ing, and goal achievement.”10 In their view, curriculum maps identify “important 
components of a program’s curricula, places them in relation to each other in a 
visual format, and captures an overarching curricular structure to support cogni-
tive scaffolding for further analysis.”11 One of the best definitions of curriculum 
mapping comes from Booth and Mathews, who defined curriculum mapping as “a 
process of plotting out in a linear or grid format the sequence and related learning 
outcomes of curriculum in a given instructional context.”12 In associating thresh-
old concepts and curriculum mapping, Booth and Mathews described curriculum 
mapping as an approach to understanding the structural and contextual dimen-
sions of the learner’s experience.13

This chapter will discuss curriculum mapping as the instructional practice of 
identifying the best timing and placement of information literacy concepts within a 
disciplinary curriculum, and steps involved in their application. Curriculum map-
ping will be discussed as a tool for course-integrated library instruction that enhances 
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the quality of departmental teaching and collaboration with faculty. There are many 
advantages to this perspective, and to curriculum mapping, as it:

1. Embraces the critical-thinking components and the lifelong learning intents of 
the Framework for Information Literacy for Higher Education

2. Customizes the relevance of library instruction to meet the specialized needs 
of disciplinary curricula

3. Distinguishes bibliographic instruction and freshman seminar from course-
integrated library instruction

4. Provides opportunities for librarians to view departmental curricula from the 
point of view of both students and teaching faculty

5. Informs librarians of changing contexts in the curricula
6. Highlights challenges within learning environments and helps librarians de-

velop methods to work with students in overcoming them
7. Provides substantive insights for meaningful synergic integration of library 

instruction in the disciplines
8. Offers pedagogical strategies to sequence the placement of library instruction 

in basic and more advanced courses within departmental curricula; according 
to Kristin A. Bullard and Diana H. Holden, curriculum maps create more 
authentic (point-of-need) learning opportunities for students14

9. Leads to enhanced collaboration with faculty

Applications at Florida State University

The Political Science Department at Florida State University is a nationally 
ranked department with more than thirteen hundred courses and majors in Ameri-
can politics, international relations, comparative politics, and public policy. Added 
to the university’s requirements for graduation, the undergraduate major in political 
science includes at least thirty semester hours in political science coursework that 
must include at least three of the following introductory political science courses:

1. POS 1041: American Government
2. CPO 2002: Introduction to Comparative Government and Politics
3. INR 2002: Introduction to International Relations
4. PAD 3003: Public Administration in American Society
5. PUP 3002: Introduction to Public Policy

Upon completion of the above requirements, students are then required to take a 
research methods in political science class (POS 3713).

The graduate program is a thirty-six-hour nonthesis program that includes 
twenty-four hours of coursework and twelve hours of internship/practicum. Twelve 
of the twenty-four hours of coursework are electives that must be taken from the 
course pool below:

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



 Strategies for Mapping Information 7

1. POS 5203: Fundamentals of Political Management
2. POS 5274: The Campaign Process
3. POS 5276: Political Communication and Message Development
4. POS 5335 Political Research

These programs offer a solid undergraduate and graduate education in the liberal 
arts and sciences that prepares graduates for a variety of careers.

As part of the FSU Libraries instructional program and outreach to the Political 
Science Department, the political science librarian collaborates with teaching faculty 
in designing classroom experiences that are inclusive of the disciplinary teaching and 
learning objectives of the department. The involvement of teaching faculty in the 
design and delivery of library instruction serves many purposes. It

1. builds better and stronger relationships with the library;
2. posits the librarian as an integral part in course delivery, instead of a guest 

lecturer for one-shot instructional purposes only;
3. promotes the relevance and pertinence of library services to the department; 

and
4. situates the library within the larger institutional context of teaching and 

learning.

Florida State University Libraries uses curriculum mapping as a tool to integrate 
information literacy instruction into departmental curricula. Through this service, 
the libraries have adapted library instruction and maintained its relevance within the 
changing interdisciplinary contexts of course curricula at FSU. Curriculum map-
ping has also been used to address faculty concerns and questions about how library 
instruction and information literacy concepts are best suited to enhance learning 
objectives and student learning outcomes. When library instruction is aligned with 
departmental objectives and taught as part of a course alongside faculty, instead of as 
a stand-alone instruction, it serves the purposes of embedded librarianship and has 
greater application in the course. Course-integrated library instruction also has the 
added advantage of increasing the libraries’ stake in developing course content. Since 
FSU Libraries does not have dominion over departmental courses, curriculum map-
ping has been the only way that it has advised the Political Science Department on 
its curriculum and about the timing and placement of information literacy concepts. 
Through this process, librarians tap into departmental thinking, learning about 
faculty research interests, areas of specializations, learning environments, teaching 
assessments, curricula changes, departmental priorities, and challenges faced as well 
as how FSU Libraries can create niches of engagement with every aspect of course 
delivery and student learning. In return, there is acceptance by both faculty and 
librarians of the need for mutual learning of the different approaches and techniques 
used in instructional delivery. Faculty have become more conversant with informa-
tion literacy concepts and how to integrate them into their courses. Librarians, who 
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sometimes do not have backgrounds in the subjects of the departments they serve, 
have learned disciplinary languages and expectations, and have designed knowledge 
practices to captivate student engagement.

METHODOLOGY

The first and major step in curriculum mapping (and sequenced course-integrated 
information literacy exercises) at the FSU Political Science Department was to gain 
insight and comprehend the full suite of graduate and undergraduate programs and 
general requirements at the “pre–political science” liberal studies level, and their 
gradual progression to full majors in political science.

When undergraduate students (freshman admits) come in with a pre–political 
science designation, they first have to meet the liberal studies requirement and 
reach fifty-two credit hours. Only then can they request to switch to political sci-
ence majors by taking thirty hours of coursework in political science, twenty-one 
of which are at the 3000 and 4000 levels and selected from the list of introductory 
undergraduate political science courses provided earlier. Junior transfers are admitted 
directly at the standard political science major designation.

Gaining this insight of student progression from general liberal studies to politi-
cal science majors involves visually assessing pre–political science prerequisites and 
their gradual advancement to specialty majors. This assessment of the spread of 
course offerings provides opportunities for targeted instruction at the most crucial 
intersections and crosswalks of general liberal studies and specializations in politi-
cal science.

There are various methods that can be employed in understanding the full 
spectrum of offerings at the departmental level and within a given specialization. 
The major assets and often readily available sources of course information are 
course catalogs, program information bulletins, and institutional effectiveness 
reports. Occasionally, new temporary courses as well as elective courses from 
outside the department are added to departmental offerings and count toward a 
particular major. When this happens, close collaboration with the academic co-
ordinator is of utmost relevance to ensure that the library has the most accurate 
and up-to-date information about course offerings. Communication with faculty 
is also important to confirm that courses listed in the catalog were not canceled 
and that courses taught by adjunct faculty are counted. There are three levels of 
information gathering:

1. At the department level: What are the major degree programs?
2. At the specialization level: What are the required courses for a given specializa-

tion?
3. At the course level: What are the major learning objectives in the course syl-

labus?
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Using these levels as a guide, the following steps were applied to map degree 
programs, areas of specializations, and required courses at the FSU Political Science 
Department.

Step 1: Degree Program Level

Because the bachelor of science (BS) and the bachelor of arts (BA) degrees in po-
litical science at FSU have the same major requirements, the major determination at 
the undergraduate level for the purposes of the FSU Libraries’ curriculum-mapping 
project was program objectives after the declaration of majors in political science. 
This distinction is important at FSU given the differences in liberal studies require-
ments for the BA and BS degrees. The BA in political science requires a minimum 
of twelve hours of foreign language and additional liberal content beyond the normal 
liberal studies basic requirements. Foreign language courses and extra liberal studies 
requirements outside of the major requirements for the political science degree were 
not used for this curriculum-mapping project. Curriculum maps do not necessarily 
have to be encompassing of every course. However, a good representative sample of 
core requirements for the degree must be considered. These core degree requirements 
build on one another and make it possible to identify where each requirement falls 
within a map from introductory to intermediate and more advanced.

The following are program objectives for the undergraduate degree in political 
science at FSU:

Bachelor’s Degree in Political Science (SLOs)

1. Data Analysis Skills
2. The Behavior of Political Actors
3. Interest Aggregation and Representation
4. The Role of Political Institutions
5. Understanding Research Designs
6. Causation versus Correlation

Step 2: Areas of Specializations and Required Courses

With knowledge of the departmental objectives at the degree level, the next step 
was to determine the areas of specialization and their required courses. The following 
are the areas of specializations in the Political Science Department and their respec-
tive required courses:

1. Comparative Politics: CPO 2002 (Introduction to Comparative Government 
and Politics)

2. International Relations: INR 2002 (Introduction to International Relations)
3. American Government: POS 1041 (American Government)
4. Public Policy: PUP 3002 (Introduction to Public Policy)
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5. Public Administration: PAD 3003 (Public Administration in American Soci-
ety)

A visual representation of mapping degree programs to areas of specializations and 
courses offered is shown in figure 1.2.

Figure 1.2.  Conceptual Map of Degrees, Specializations, and Courses Offered 

Understanding the alignment of broad departmental student learning outcomes 
with specific degree objectives for the different areas of specialization and identify-
ing how these translate into courses taught at the department make it possible to 
identify integral points for the intersections of information literacy concepts with 
core curricular instruction.

Step 3: Course Review

1. For each course, review course syllabi and identify information literacy con-
cepts where they exist, and where they should if they do not exist. Both the 
existence and lack of information literacy concepts in a course syllabus provide 
opportunities for collaboration with faculty. In introducing new information 
literacy concepts where they do not exist, it is best to frame them within the 
context of course learning objectives.

2. Share revised integrated course syllabus with the responsible faculty and receive 
feedback. The meanings and rationale for information literacy concepts are 
introduced to the faculty.

3. Integrate faculty feedback in revised curriculum and prepare for class.

This process of mapping core disciplinary objectives with library instruction 
informs librarians of best strategies for outreach, design of library instruction, and 
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collection development. It provides practical insight into challenges and opportuni-
ties for the library’s engagement, especially from the point of view of the instructor.

COURSE-SPECIFIC CURRICULUM  
MAPPING: INTERNATIONAL AFFAIRS

According to Ronald M. Harden, there are four main components of a curriculum 
map at the course level:

1. what is taught (content, and learning outcomes);
2. how it is taught (learning resources and opportunities);
3. when it is taught (timing and sequence of the curriculum); and
4. measures used to determine whether the student has achieved the expected 

learning outcomes (assessment).15

To illustrate this for the Political Science Department and to help understand 
where and how information literacy instruction should be integrated in specific 
courses in the department, a representative sample was taken from the international 
affairs specialization. INR 3502: International Organizations was taken as the 
sample course because it is a 3000-level course, and it is at that level that students 
move from the pre–political science designation to a full political science major. 
INR 3502 is also one of the specialization courses that has an introductory course 
at the general liberal studies pre–political science level, INR 2002: Introduction to 
International Affairs. This introductory course is used as the stepping-stone at the 
2000 level for greater student understanding of more advanced concepts in inter-
national relations.

It became clear in targeting the international affairs specialization for curricu-
lum mapping that the learning objectives in the introductory INR 2002 seam-
lessly feed into the more advanced INR 3502. This allowed for the mapping pro-
cess to progressively introduce basic concepts in INR 2002 and more advanced 
concepts in INR 3502. Targeting these two classes also meant that all BA and 
BS political sciences students specializing in international affairs were reached by 
the library and went through a structured course-integrated information literacy 
instruction. Understanding the progression of courses in a given specialization 
provides a structured means to offer an adaptable scale of information literacy 
instructions that are sequenced to supplement student learning outcomes in core 
curriculum courses.

The following sections show practical applications of information literacy thresh-
old concepts to course curricula in INR 3502, the advanced course for students 
specializing in international affairs.
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INR 3502: International Organizations: Student Learning Outcomes

The objectives of this class are divided into substantive and skills-based goals. The 
substantive goals are:

1. Develop students’ knowledge of the basic patterns and facts of global gover-
nance

2. Learn the major theories and arguments developed by scholars of international 
organizations to explain these patterns, and to understand their claims and 
predictions

The skills-based goals are:

1. Develop students’ ability to think analytically and critically about issues and 
events

2. Apply theories to facts to generate stronger understanding and make more 
persuasive arguments

3. Strengthen verbal communication, problem-solving, and research skills
4. Read at least one major newspaper or periodical with substantial international 

coverage, such as the New York Times, Washington Post, Wall Street Journal, 
Financial Times, BBC World News, or the Economist

5. Read FSU’s Academic Honor Policy

INR 3502: Information Literacy Dimensions

Information literacy dimensions represent the end goals of integration of informa-
tion literacy skills in course curricula. These dimensions are achieved through a set 
of knowledge practices that are the beginning of the learner’s engagement in founda-
tional disciplinary concepts.16 Information literacy dimensions also help translate in 
understandable language what threshold concepts represent. For threshold concepts 
to be appreciated and best adapted to course curricula, they must be translated into 
understandable terms for the faculty, and they must make it possible for the librarian 
to develop hands-on activities and knowledge practices that capture learning interests 
and engaged learning for students. In producing the map for this course, the faculty 
were informed of the learning dimensions as a demonstrated impact of the library’s 
involvement. Although some professors would want to know more about threshold 
concepts and the rationale and origin of the dimensions, the six frames in the ACRL 
Framework are primarily to guide librarians as they develop engaged knowledge 
practices that adapt differing learning environments and disciplinary concepts to 
students’ dispositions and learning styles. Lastly, learning dimensions must be se-
quenced to progressively introduce the basic concepts at the start and more advanced 
concepts later. The former Information Literacy Competency Standards for Higher 
Education had a clearly articulated set of discrete skills that serves as a good basis for 
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a mixed-method approach to the teaching and learning process. Table 1.1 represents 
information literacy dimensions that were developed for this course.

To help faculty understand the processes involved in integrating information 
literacy concepts, it worked best to frame information literacy dimensions into 
practices that demonstrate integrable learning outcomes that enhance student learn-
ing. As noted earlier, information literacy dimensions build on one another in a se-
quential manner to provide a seamless iterative process to research. Figure 1.3 shows 
how literacy dimensions build on one another, allowing the librarian to sequence 
information literacy instruction from basic to more advanced.

The visual representation in figure 1.3 makes it easier to determine where and 
how information literacy dimensions can be mapped with course learning outcomes. 
A key challenge in this exercise is that the language used in class syllabi sometimes 
does not lend itself to an equivalent learning dimension. When this is the case, 
conversations with the faculty prove to be very useful in deciphering the meanings 
of disciplinary concepts and in understanding the intended class activities in the syl-
labus to help reach students’ learning goals. Given the practical nature of knowledge 
practices, approaching the conversation from a practical standpoint provides greater 

Table 1.1.  A Map of Frames and Information Literacy Dimensions

Frames Information Literacy Dimensions

Searching as Strategic 
Exploration

Define the extent of the information needed. Develop 
new understandings and pursue alternate sources.

Research as Inquiry Iterative Research. Ask questions whose answers provide 
additional lines of inquiry. Use concept maps to 
develop increasingly complex connections between 
concepts. Access the needed information effectively 
and efficiently.

Scholarship as 
Conversation

Develop familiarity with various sources of evidence, 
methods, and modes of discourse in the discipline. 
Identify competing perspectives and new forms of 
scholarly research. 

Authority Is Constructed 
and Contextual

Examine all evidence. Ask questions about suitability and 
relevance for current information need. Acknowledge 
bias, especially those that privilege some sources over 
others. Seek alternative sources. Recognize schools of 
thought and discipline-specific paradigms.

Information Creation as a 
Process

Recognize various forms and formats of information. 
Match information products with information. Use 
information effectively to accomplish a specific 
purpose.

Information Has Value Recognize intellectual property, rules of citation, 
plagiarism, and copyright. Make deliberate and 
informed choices about when to comply with and 
when to contest the value of information.
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insight into equivalent learning dimensions and knowledge practices. For the INR 
3502 course, the mapping in table 1.2 was done with student learning outcomes and 
information literacy dimensions.

INR 3502 was particularly unique in that the class syllabus had both substantive 
and skill-based goals. Substantive goals are those disciplinary concepts that students 
are required to grasp in order to demonstrate mastery of the subject. The skill-based 
goals in the context of the course are knowledge practices and activities that lead 
students to understanding substantive goals. This deliberate stipulation in the course 

Figure 1.3.  Sequenced Learning Dimensions

Table 1.2.  A Map of INR 3502, ACRL Frames, and Information Literacy Learning 
Dimensions

Threshold Concept
Information Literacy 
Dimensions

INR 3502: International 
Organizations

Searching as Strategic 
Exploration

Define the extent of 
the information 
needed. Develop new 
understandings and 
pursue alternate sources.

Think analytically and 
critically about issues and 
events.

Research as Inquiry Iterative Research. Ask 
questions whose answers 
provide additional 
lines of inquiry. Use 
concept maps to develop 
increasingly complex 
connections between 
concepts. Access the 
needed information 
effectively and efficiently.

Learn basic patterns and 
facts of global governance. 
Strengthen verbal 
communication, problem-
solving, and research 
skills.

Scholarship as 
Conversation

Develop familiarity with 
various sources of 
evidence, methods, and 
modes of discourse in 
the discipline. Identify 
competing perspectives 
and new forms of 
scholarly research. 

Understand major theories 
and arguments by 
scholars of international 
organizations to explain 
patterns and claims and 
predictions.
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Threshold Concept
Information Literacy 
Dimensions

INR 3502: International 
Organizations

Authority Is 
Constructed and 
Contextual

Examine all evidence. 
Ask questions about 
suitability and relevance 
for current information 
need. Acknowledge 
bias, especially those 
that privilege some 
sources over others. 
Seek alternative sources. 
Recognize schools of 
thought and discipline-
specific paradigms.

Apply theories to facts 
to generate stronger 
understanding and 
make more persuasive 
arguments.

Information Creation 
as a Process

Recognize various 
forms and formats of 
information. Match 
information products 
with information. Use 
information effectively 
to accomplish a specific 
purpose.

Read at least one major 
newspaper or periodical 
with substantial 
international coverage, 
such as the New York 
Times, Washington Post, 
Wall Street Journal, 
Financial Times, BBC 
World News, or the 
Economist.

Information Has Value Recognize intellectual 
property, rules of citation, 
plagiarism, and copyright. 
Make deliberate and 
informed choices about 
when to comply with and 
when to contest the value 
of information.

FSU’s Academic Honor 
Policy.

syllabus was very useful in providing a pathway to integrate information literacy 
concepts. The substantive and skills-based goals are also akin to each other to allow 
the two goals to build on one another in a dynamic flow that builds on previous 
knowledge to acquire new knowledge.

The mapping steps highlighted in tables 1.1 and 1.2 help the librarian develop 
insights into meaningful ways for synergistic integration of library instruction in the 
disciplines. This integration aligns learning objectives with threshold concepts and 
learning dimensions and is the first step in classroom engagement. In implementing 
the map in table 1.2 and achieving full success in the classroom, librarians would, 
however, need to develop knowledge practices and hands-on activities to help stu-
dents achieve the intent of the learning dimensions. Table 1.3 represents a set of 
knowledge practices that were used in implementing learning dimensions in course 
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syllabi. Consistent with the threshold concepts, the knowledge practices in table 1.3 
are adapted from the ACRL Framework.17

Note that since classes within a given specialization are sequenced to build on one 
another, not every frame has to be addressed in each class. Frames can be adapted 
to the level of the class as well as the time of the semester that the class is taught. 
Exclusion of a certain frame or learning dimension also does not mean that it is not 
covered in other ways. Librarians explain both knowledge practices and disposi-
tions in ways not specified in the ACRL Framework. For example, lack of access to 
resources can be explained through promotion of interlibrary loan services to help 
students understand that resources not available in the library’s catalog should not 
be excluded from the research process. Students also need to know about budget 
constraints that limit the library’s ability to acquire all needed resources. Not only 
do these conversations help set realistic expectations for engagement, they also open 
doors to conversations about alternative means of access, including institutional 
repositories and resources in the public domain. Learning dimensions, knowledge 
practices, and student learning dispositions, therefore, as prescriptive as they might 
sound, help librarians situate library instruction within a pedagogical framework that 
provides a level of intentionality in aligning basics of information literacy instruction 
with threshold concepts. In implementing the various aspects of a full-fledged cur-
riculum map, librarians should also consider employing library resources that help 
simplify knowledge practices. Many databases, especially in the social sciences, help 
students with concept mapping, look for background resources, provide snapshot 
data, and derive summary conclusions of major research projects. These resources, 
where available, provide interactive learning opportunities and provide hands-on 
practical equivalence of learning dimensions.

MANAGING EXPECTATIONS

Curriculum maps do not have to be (and probably should not be) all-encompassing 
of every course offered. It is good practice to always start mapping exercises at the 
departmental level to identify required courses and their prerequisites and start 
with those as a means of reaching the most students in a short amount of time. 
Within a given specialization, map a good representative sample of courses required 
within the specialization and identify where each course falls within a rubric—basic, 
intermediate, advanced. There are also many instances where librarians are called 
upon, especially early in the semester for new incoming students, to teach general 
research skills and introduce library resources. These instructions, whether invited 
or requested by the librarian, are useful to provide foundational skills and a baseline 
threshold of understanding of library resources and how to use them. Introductory 
lessons also provide faculty with a reference point about library resources relevant 
to their class. Understanding how and when students should expect to use library 
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resources makes it easy for faculty to structure course content and assignments that 
make it possible for students to interact with the library. In developing a curriculum 
map for structural learning dimensions, every dimension should be sequenced from 
basic to more advanced foundational skills and applied throughout the curriculum. 
There are many advantages to this approach. Sequencing knowledge practices for 
learning dimensions from basic to intermediate to advanced helps librarians evaluate 
the validity of information literacy instructions for their content and sequence and 
for the structure of delivery. It provides “well-integrated and linear learning experi-
ence”18 that increases student understanding of core threshold concepts.

CONCLUSION

A lot has been said already about the advantages of curriculum mapping, how 
it is implemented, and the opportunities it provides librarians as stakeholders in 
improving the overall quality of higher education. As libraries and librarians adapt 
to sweeping technological changes and the evolutionary landscape in higher learn-
ing, our roles are redefined. This redefinition of academic and liaison librarianship 
duties requires us to be in conformity with current thinking on new modes of the 
creation and dissemination of knowledge, including a deep understanding of, and 
an ostensible engagement in, the fundamental mission of the institutions we serve. 
By designing our services with a focus on the needs and expectations of our institu-
tional scholars, libraries have become an essential hub for engaged learning. Through 
our instructional services, libraries enhance the learning objectives of departmental 
teaching and create critical thinking and learning thresholds that have positioned 
liaison librarians as partners and co-collaborators in student success. A powerful tool 
that has been used to enhance this faculty-librarian collaboration is threshold con-
cept mapping. Threshold concept maps provide deeper insights into the classroom 
learning experience and into faculty mind-set in developing these activities. Using 
these insights, librarians can create sequenced course-integrated information literacy 
instructions with affective learning outcomes along with the exclusive cognitive focus 
of course curricula. This creative approach optimizes our skills to adapt to the chang-
ing expectations and emerging constraints in higher education, and it leverages our 
strengths in areas with the greatest impact on student success. A key advantage of 
curriculum mapping is that it provides a proactive approach to faculty engagement 
and removes the image of librarians as invited guests. If anything, faculty have ap-
preciated library instructions customized to class assignments and student learning 
outcomes in the class syllabus. Not only do these increase interest in research, they 
also lead to an increase in use of library resources. By observing and developing keen 
awareness of the instructional landscape within specific departments, librarians are 
best prepared to support the needs of these academic departments and can employ 
tools and techniques to target high-impact areas in the curriculum.
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employed by the Framework for Information Literacy have empowered students as partners 
in the creation of knowledge and imposes on them an understanding of the ethics of in-
formation use.

17. ACRL, Framework.
18. Buchanan et al., “Curriculum Mapping in Academic Libraries,” 96.
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2
Faculty Workshops: Incorporating the 
Framework and Embedding Information 
Literacy in Undergraduate Courses
Melissa Harden and Anna Michelle Martinez-Montavon

The introduction of the Framework for Information Literacy for Higher Education 
encourages teaching faculty to design “curricula and assignments that foster en-
hanced engagement with the core ideas about information and scholarship within 
their disciplines.”1 However, disciplinary faculty are often unsure how to facilitate 
student engagement with information literacy in an effective way and may not even 
be aware that they are communicating these concepts to their students. Librarians 
have an opportunity to help faculty understand that the Framework can be a power-
ful tool when planning assignments, activities, and discussions and can assist faculty 
in surfacing information literacy concepts in their courses.

At the University of Notre Dame, first-year students are required to take a writing-
intensive seminar in the disciplines called a university seminar. These courses often 
present students with their first opportunities to conduct research or engage with a 
particular discipline at a deeper level. To begin introducing the Framework to our 
campus and to embed some of these concepts in first-year courses, we—the instruc-
tional design librarian and the first year experience librarian—designed a workshop 
for disciplinary faculty scheduled to teach a university seminar. In this workshop, 
we use the Framework to explore the breadth and depth of information literacy and 
help faculty identify the ways in which they already incorporate information literacy 
instruction in their courses. Faculty have the chance to identify gaps and plan activi-
ties that can help students build the skills described in the frames.

For many faculty the phrase information literacy brings to mind constructing 
search strings or navigating database interfaces. While these are important skills, 
one of the primary goals of the Framework workshop is for faculty to gain a better 
understanding of information literacy—particularly that it is more than just teach-
ing students how to search. We also aim to demonstrate that faculty can collaborate 
with librarians to design activities and assignments that foster information literacy 
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skills instead of just inviting them to lead a one-shot instruction session to introduce 
a database. Another goal of the workshop is for faculty to begin to think more con-
sciously about assignment design. We aim to show them concrete ways to provide 
students with opportunities to develop information literacy skills, through both 
smaller assignments or activities as well as scaffolded steps within a larger project, 
such as a research paper. Our belief is that giving students opportunities to develop 
and improve information literacy skills in a disciplinary context allows them to en-
gage with course content more deeply.

In this chapter, we will review relevant literature on faculty and librarian part-
nerships as it relates to information literacy workshops and course design. We will 
describe the main elements of the workshop and the common questions, comments, 
and feedback we have received from faculty participants. We will close the chapter 
with strategies for implementing similar workshops at other campuses, including 
some of the challenges others might experience and ways to work around them.

LITERATURE REVIEW

Much has been written about collaborations between librarians and disciplinary 
faculty.2 Though disciplinary faculty identify information literacy skills as very im-
portant for students’ academic success and recognize that students often struggle to 
locate and evaluate information,3 they may not see themselves as having a primary 
role in teaching information literacy concepts. As a result, they turn to librarians to 
provide this information to their students, often by requesting a one-shot library 
session. Though faculty recognize the importance of information literacy and ac-
knowledge the expertise of librarians, they often work with librarians by asking them 
to teach their students how to use databases rather than collaborating with them on 
assignment or course design.4 Although this limited collaboration can be fruitful 
under the right circumstances, faculty may be reluctant to expand the collaboration 
because they do not want to “give up class time”5 or because they may not fully 
realize the variety of ways in which they can incorporate librarians’ expertise into 
their courses. Because “[f ]aculty can be a help or a hindrance in our efforts to reach 
students,” collaboration with faculty is key in helping students develop information 
literacy skills.6 As Michelle Reale notes, “Faculty may have heard of information 
literacy, but not all of them have worked with its precepts or understand it at the 
level of academic librarians.”7

The first step in expanding collaboration is establishing a shared responsibility 
between librarians and disciplinary faculty for teaching information literacy.8 As 
Barbara Fister notes, information literacy “doesn’t exclusively belong to librarians”; 
rather, it is a “shared endeavor.”9 Patricia Iannuzzi states, “Librarians have an op-
portunity to use information literacy to help faculty succeed in their own objec-
tives.”10 In an article in the Chronicle of Higher Education, David Gooblar argues 
that the onus is on disciplinary faculty to teach information literacy, especially given 
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today’s information environment. Even so, he recommends that faculty “[r]each 
out to librarians before the semester starts. Talk about your course goals and ask for 
their suggestions on how to integrate information literacy into your teaching and 
assignments,”11 describing the type of collaboration we aim to foster through our 
workshops. Still, not all faculty are aware they can work with librarians in this way; 
therefore, as Reale states, “it is often incumbent upon librarians to take the lead in 
actively showing instructional faculty exactly what it is we do.”12

Providing librarian-led professional development opportunities for faculty can 
help foster a more holistic view of students’ information literacy skills on campus. 
There is a long history of librarians implementing faculty workshops, seminars, or 
other development opportunities in order to train faculty in information literacy 
skills. Fister describes the importance of providing faculty with “opportunities to 
delve deeper into the complexities of making wise choices among abundant evi-
dence, of formulating creative questions, of making sense of sources and using them 
to build something new.”13 She further describes a variety of faculty development 
options, including institutes aimed at providing faculty time for a sustained explora-
tion of information literacy skills in their courses.

Several decades ago, the University of California, Berkeley Libraries created a se-
ries of seminars directed at faculty in order to help them learn new tools and search 
techniques. While the focus of these seminars was on bibliographic tools and search 
strategies, the success of the program demonstrates that faculty are willing to learn 
from and about the library when given the opportunity.14 We transfer these findings 
to our setting, where the focus is on information literacy more broadly rather than 
only on bibliographic tools.

Yvonne Nalani Meulemans and Allison Carr describe how the librarians at 
California State University San Marcos changed the information that their library 
presented at the New Faculty Institute to address faculty’s common misperceptions 
and assumptions about how students conduct research and to design research as-
signments that were more meaningful for students.15 The authors even go on to 
advocate that librarians decline “problematic or uniformed requests from professors” 
that do not serve students well—such as “Take the student on a tour of the library 
so they can learn how to do research” or “Tell them not to use the Internet and use 
scholarly sources”—and instead engage in conversation with faculty as full partners 
in student learning.16

Librarians at Towson University developed a Librarian-Faculty Collaboration 
Model that combines building relationships with faculty development, providing 
the groundwork for instruction development, and resulting in customized instruc-
tion.17 Through these efforts, the authors found positive results in terms of improved 
faculty-librarian collaborations. They found that “the process progresses into infor-
mation literacy objectives becoming integrated into instruction development. In the 
best cases, the collaboration continues over time to evolve into highly customized, 
course-integrated information literacy instruction.”18 Others have found similar suc-
cess in implementing faculty workshops that open the door to further collaborations 
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between librarians and faculty.19 While the initial process of creating and facilitat-
ing a workshop is time consuming, the material can be easily updated, reused, and 
adapted to different contexts, making it a worthwhile investment of the library’s 
resources.20

With the advent of the Framework, librarians have been finding ways to bring 
it to faculty. Troy Swanson co-led a six-week course in which disciplinary faculty 
engaged deeply with the Framework and discussed how the frames could influence 
their teaching. Swanson notes that the Framework resonated with the faculty par-
ticipants, and he and his colleagues plan to use the Framework as a tool for opening 
more conversations with faculty.21 Librarians at Keene State College ran a two-day 
workshop titled “Defining and Teaching Information Literacy,” which focused on 
helping participants develop a disciplinary understanding of information literacy 
grounded in the Framework so they could design activities and assignments to 
help students develop their information literacy skills.22 As Sara Miller points out, 
the Framework combined with the Decoding the Disciplines model can “aid in 
surfacing tacit values, practices, and assumptions related to information literacy 
in their fields.”23

Despite the outreach efforts of librarians, many disciplinary faculty are still un-
familiar with the Framework. One survey of faculty at two institutions about the 
Framework found that faculty consistently rated information literacy as very impor-
tant and that they “value[d] the concepts embodied in the Framework as goals for 
student success.”24 However, faculty found a lack of clarity and jargon to be major 
barriers to interacting with the Framework. This is a clear indication that librarians 
can play an important role in “connect[ing] the frames in everyday terminology 
or disciplinary language that reflect faculty’s concerns regarding their students’ IL 
skills.”25 In our workshops, we attempt to break through the jargon of the Framework 
and help faculty see direct connections between the language of the Framework and 
the language they use in their discipline.

MAIN ELEMENTS OF WORKSHOPS

The goal of our workshops is for faculty to see information literacy as something 
deeply embedded within their courses that they can and do incorporate effectively 
into their assignments and lessons. Taking a cue from the Framework’s incorporation 
of backward design, we kept this goal in mind when planning the learning experi-
ence.26 This influenced many of our decisions, from logistics to pedagogy, in devel-
oping effective and compelling content. When it came to developing content, we 
approached our workshop design with a threshold concepts lens. As librarians, we see 
the ways in which faculty live and breathe information literacy concepts. However, 
faculty themselves often take those research-related knowledge practices and disposi-
tions for granted, making it hard for them to understand why students get stuck in 
the process. Our workshops use the Framework as a tool to help faculty reflect on 
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their teaching practices, identify the implied core information practices within their 
courses, and scaffold a path to mastery for their students.

We hold workshops in the second half of the spring semester, after courses 
have been approved for the following year. This timing allows us to target faculty 
scheduled to teach university seminars in the coming year. It also allows the faculty 
members time to absorb and reflect on the information from the workshop before 
implementing it the following year, particularly if they have taught this course 
in prior semesters. We work with the associate dean who oversees undergraduate 
courses in order to reach faculty who will be teaching university seminars in the up-
coming semester. In an e-mail to the faculty, we describe the workshop as a way to 
incorporate concepts from the Framework in their classes to help their students gain 
information literacy skills and engage with course content more effectively. Once 
faculty have indicated their interest in participating in the workshop, we invite the 
corresponding subject librarians to attend. This allows time and space for collabora-
tion between disciplinary faculty and their subject librarians.

We begin our workshops by asking participants to think about where their stu-
dents typically struggle with selecting, evaluating, and using information. Faculty 
often describe students cherry-picking quotes from sources, engaging in patch-
writing and poor paraphrasing, incorrectly or insufficiently citing other sources, 
and using sources that are odd matches for their paper or project. These common 
roadblocks may be indicators that students lack the contextual knowledge necessary 
to understand complex sources or are still developing their abilities to “integrate the 
ideas of others” successfully.27 Indeed, insufficient summary or paraphrase may be 
a sign students are still learning how to engage with academic discourse or research 
areas with which they have little familiarity.28 They may even prevent students from 
engaging with the course content as deeply as they could. By starting our workshop 
with this question, we generate participant buy-in from the beginning, allowing 
the faculty to see that the information presented will be directly applicable to their 
teaching and may ease some of their frustrations. Additionally, it allows participants 
to keep student learning and engagement at the forefront of their minds throughout 
the workshop. We make the case that the Framework describes concepts and skills 
that, when grasped, can help students better engage with the information they are 
learning in their courses. This helps them to see the Framework as a tool to help them 
work with students to prevent common roadblocks from getting in the way of deeper 
engagement with the course information.

After the opening question and related discussion, we introduce the Framework 
for Information Literacy for Higher Education. We provide a brief overview of the 
document’s structure, highlighting that the six frames described in the document are 
a “cluster of interconnected core concepts”29 designed to capture the complexity of 
information engagement and use. We also introduce the three models underlying the 
Framework: backward design, metaliteracy, and threshold concepts. This information 
demonstrates that the Framework is grounded in a larger conversation of pedagogical 
theory and practice.
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During the next portion of the workshop, we dive into the Framework and its ap-
plications. We begin with the two frames that relate most to the library instruction 
requests that faculty tend to submit: Searching as Strategic Exploration and Infor-
mation Has Value. In our experience, faculty often ask librarians to teach students 
how to develop search strategies (Searching as Strategic Exploration) and how to cite 
correctly using a specific citation style—a key component of the frame Information 
Has Value. Because these concepts are already generally well understood by disci-
plinary faculty (and are already associated with librarians), we spend less time on 
them during the workshop. While presenting the description of these frames to the 
participants, we highlight the components that are likely to be less familiar to the 
participants. For example, we point out that Information Has Value also addresses 
concepts related to the commodification of information and the ways it can be used 
to marginalize certain groups of people.30

Next, we go into more detail about the remaining four frames. These are frames 
that describe concepts or ideas that disciplinary faculty may not have originally 
thought of as information literacy concepts. Similar to the librarians at Keene 
State College, we chose to spend the most time on “the four frames we felt would 
most resonate with the challenges the faculty identified” at the beginning of our 
workshop.31 Again, we start by sharing a brief overview and description of the 
frame. Along with this description, we include a few of the knowledge practices 
and dispositions associated with it. We then present the participants with a sample 
activity they could do with their students to help them develop the skills described 
in the frame. Providing concrete examples helps faculty see how they can build these 
activities into their courses, either as a way to scaffold a research assignment or as 
stand-alone activities.

For example, after presenting the frame description of Research as Inquiry, we 
highlight some of the key dispositions and skills and ask participants to consider 
how this frame might address any of the concerns about student work raised at the 
beginning of the workshop. One common concern that fits well with this frame is 
that first-year students tend to start with the argument they are going to make and 
then find quotes to support that argument. We ask the faculty to discuss how we can 
encourage students to let the evidence shape their argument, rather than shaping the 
evidence to fit. After participants have generated some ideas, we share a remixed ver-
sion of the Inquiry Worksheet by Gina Calia-Lotz and Laura Fox of Harford Com-
munity College as one option to drive students toward inquiry.32 Even if students 
are not doing library research in a particular course, they still engage deeply with 
assigned readings through reflective writing and classroom discussion. We propose 
to faculty that by assigning the Inquiry Worksheet to their students, they can begin 
to address some of the enduring understandings connected with Research as Inquiry. 
Although they would have already read and discussed the source in class, this exercise 
would allow them to think more deeply about it from a different vantage point and 
generate new questions about the topic. The Inquiry Worksheet can be assigned as 
a stand-alone activity to help students engage with assigned readings or can be in-
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corporated as part of a scaffolded research process as students examine sources they 
may use in a paper.

After introducing the remaining frames following this template, we allow time for 
participants to brainstorm and discuss how they could apply these theories, ideas, 
and examples to their own courses. We once again return to the question we posed 
at the beginning of the workshop about the common roadblocks seen in student 
work, and ask participants to identify an underlying concept or skill that their stu-
dents would need to develop in order to overcome that roadblock. From there, we 
ask them to think about the path that students might take toward improving their 
understanding or skills and examine how the strategies we discussed during the 
workshop might help them design their course syllabi or activities. In this way, we 
use the Framework as a tool to help faculty reflect on their teaching practices, identify 
core ideas in their courses, and scaffold a path to mastery for their students.

FEEDBACK FROM PARTICIPANTS

The feedback we have received from workshop participants has been positive. 
Participants report that the workshops have helped them see librarians as valuable 
partners in instructional design and see information literacy instruction as more than 
learning to search the databases. As a result, this has given us the opportunity to have 
deeper conversations about information literacy with faculty who had not previously 
thought about collaborating with the library in this way.

Additionally, faculty appreciated that the Framework provided them with language 
to describe concepts that they previously had not known what to call or had taken 
for granted. They recognized the benefit in making underlying assumptions about 
research more transparent to students. For example, the phrase “Scholarship as 
Conversation” has resonated with several participants as something they have been 
indirectly teaching but without knowing what to call it. After attending a workshop, 
they reported that they felt empowered to teach this idea using specific language with 
students, which they believed would improve student understanding of informa-
tion literacy concepts and lead to deeper engagement with course content. Several 
participants noted that the concepts described in the Framework are very similar to 
concepts they hoped students were already learning in their courses. As a result of 
attending the workshop, we hope the faculty will talk about these concepts more 
explicitly with their students.

During the workshops, faculty have asked specific questions about scaffolding 
sustained research assignments so that students focus on individual skills related to 
finding, evaluating, and using information in smaller assignments built in along the 
way. Several faculty have followed up with us or with their subject librarian afterward 
to talk about specifics of building these activities into the syllabus for an upcoming 
course. Additionally, we have heard from participants several weeks or months after 
attending the workshop, once they have successfully been able to implement these 
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concepts into their own courses. In these messages, they have shared that the work-
shop has had a significant impact on their teaching and the way they communicate 
information literacy concepts to students.

STRATEGIES FOR IMPLEMENTING SIMILAR WORKSHOPS

There were several steps we took when planning the workshops that led to successful 
implementation. We built support starting from within our library and then moving 
out to the appropriate campus partners. Our first step was to write a proposal for 
the workshop to share with our colleagues within our library system. Because subject 
librarians may be invited to the workshop if their faculty register, we wanted to have 
their buy-in from the very beginning. In the proposal, we connected the goals and 
outcomes of the workshop to our organization’s strategic plan, which helped us to 
address questions about the value of putting time and effort into this endeavor. We 
then reached out to the associate dean of the college that administers the first-year 
seminars. We described our goals for the workshop and brainstormed ways to best 
communicate with faculty members we wished to attend. This allowed us to target 
specific faculty with invitations, rather than attempting to advertise to the whole 
campus. The dean’s office agreed to send the official workshop description and invi-
tation, which we believe led to more faculty reading the e-mail and signing up. We 
followed up by sending registrants a personal e-mail confirming their registration 
and a calendar invitation. We suggest that others planning similar workshops take 
into account their own campus context and organizational goals to generate buy-in 
and make decisions about their desired audience.

Another important consideration was the location and timing of the workshops. 
We weighed the benefits of holding the workshop in one of the classrooms in the 
main library—bringing participants into our space—against the benefits of going 
out to another part of campus—meeting the faculty in a space with which they 
may be more familiar. Ultimately, due to library renovations, we have scheduled the 
workshops in other locations on campus. However, we plan to hold future work-
shops in one of our newly renovated spaces inside the main library. For others plan-
ning similar workshops, we recommend considering whether the location of such a 
workshop may have an impact on attendance within the campus community. When 
it comes to timing, we have had good luck in coordinating our workshops with the 
approval process for the following academic year, as faculty are thinking about their 
upcoming courses but are not yet rushed for time in planning them.

We have built off the success of these workshops by presenting a modified ver-
sion to a broader campus audience. In the initial workshop offerings, we focused on 
a small audience—that of faculty scheduled to teach a writing-intensive first-year 
seminar. Because the College of Arts and Letters offers most of these seminars, we 
knew the workshop invitation would not reach faculty from disciplines in other 
colleges. However, after receiving positive feedback from participants in the initial 
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workshops, we pitched the idea for a similar workshop designed for faculty and grad-
uate student instructors from all disciplines to our campus center for teaching and 
learning. In these discussions, we had to modify the goals of our workshop slightly to 
better fit with that of the existing workshop series and a broader audience. However, 
these modified workshops still introduce participants to information literacy more 
broadly and the Framework more specifically. Our first such workshop as part of this 
collaboration quickly filled to capacity on the registration portal, demonstrating the 
interest that instructors across campus have in information literacy. If adapting this 
workshop for a different audience, we recommend focusing on either a narrow audi-
ence (such as the faculty in a particular discipline or those teaching a required course) 
or a general audience (such as any instructor on campus) and targeting the format 
and content to that audience. It may be useful to seek out partnerships with campus 
centers that have established professional development programs and a wide audi-
ence, though the workshop may need to be adjusted to fit within their existing series.

CONCLUSION

The Framework is a powerful tool to assist faculty in designing assignments and 
activities that bring information literacy concepts to the surface in their courses. We 
have found that inviting faculty to a workshop focused on the Framework has been 
successful in a number of ways. The faculty who attend have commented that the 
Framework provides them with language to name concepts that were often implicit 
in their course assignments, content, and structure. They feel empowered to teach 
these concepts more explicitly using language in the document. Further, participants 
have noted that they have a broader understanding of information literacy because 
of the workshop. Finally, the workshop has opened the door to new collaborations 
with the faculty who attend, leading to relationships with librarians that go beyond 
the one-shot instruction session. While developing workshop content and managing 
logistics can be a lot of work up front, the payoff is great. Consistent with what oth-
ers have found and documented in the literature, librarian-led workshops for faculty 
have the potential to transform the way faculty teach, allowing information literacy 
concepts to be incorporated into their curriculum in a more meaningful way.

NOTES

1. Association of College and Research Libraries, Framework for Information Literacy for 
Higher Education (Chicago: American Library Association, 2016).

2. Doug Cook, “Creating Connections: A Review of the Literature,” in The Collaborative 
Imperative: Librarians and Faculty Working Together in the Information Universe, ed. Dick Raspa 
and Dane Ward (Chicago: Association of College and Research Libraries, 2000), 19–38.

3. LuMarie F. Guth et al., “Faculty Voices on the Framework: Implications for Instruction 
and Dialogue,” portal: Libraries and the Academy 18, no. 4 (2018): 693–718.

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



 Faculty Workshops 31

 4. Laura Saunders, “Faculty Perspectives on Information Literacy as a Student Learning 
Outcome,” Journal of Academic Librarianship 38, no. 4 (2012): 226–36, http://www.science 
direct.com/science/article/pii/S0099133312000882.

 5. Ibid., 231.
 6. Anne G. Lipow, “Outreach to Faculty: Why and How,” in Working with Faculty in the 

New Electronic Library: Papers and Session Materials Presented at the Nineteenth National LOEX 
Library Instruction Conference Held at Eastern Michigan University Library Orientation Series 
No. 22, 10 to 11 May 1991, and Related Resource Materials Gathered by the LOEX Clearing-
house, ed. by Linda Shirato (Ann Arbor: Published for Learning Resources and Technologies, 
Eastern Michigan University by Pierian Press, 1992), 7–24.

 7. Michelle Reale, The Indispensable Academic Librarian: Teaching and Collaborating for 
Change (Chicago: ALA Editions, 2018), 60.

 8. Barbara Fister, “Fostering Information Literacy through Faculty Development,” Li-
brary Issues: Briefings for Faculty and Administrators 29, no. 4 (2009): 1–4.

 9. Ibid., 1.
10. Patricia Iannuzzi, “Faculty Development and Information Literacy: Establishing Cam-

pus Partnerships,” Reference Services Review 26, no. 3/4 (1998): 100.
11. David Gooblar, “How to Teach Information Literacy in an Era of Lies,” Chronicle of 

Higher Education, July 24, 2018, https://www.chronicle.com/article/How-to-Teach-Informa 
tion/243973.

12. Reale, The Indispensable Academic Librarian, 50.
13. Fister, “Fostering Information Literacy,” 2.
14. Anne Grodzins Lipow, “Teaching the Faculty to use the Library: A Successful Program 

of in-Depth Seminars for University of California, Berkeley, Faculty,” in New Horizons for 
Academic Libraries: Papers Presented at the First National Conference of the Association of College 
and Research Libraries, Boston, Massachusetts, November 8–11, 1978, ed. Robert D. Stueart and 
Richard D. Johnson (New York: K. G. Sauer, 1978), 262–67.

15. Yvonne Nalani Meulemans and Allison Carr, “Not at Your Service: Building Genuine 
Faculty-Librarian Partnerships,” Reference Services Review 41, no. 1 (2013): 80–90, http://
www.emeraldinsight.com/doi/abs/10.1108/00907321311300893.

16. Ibid., 81.
17. Christine Black, Sarah Crest, and Mary Volland, “Building on a Successful Informa-

tion Literacy Infrastructure on the Foundation of Librarian-Faculty Collaboration,” Research 
Strategies 18, no. 3 (2001): 218.

18. Ibid., 219.
19. Robert Miller et al., “Library-Led Faculty Workshops: Helping Distance Educators 

Meet Information Literacy Goals in the Online Classroom,” Journal of Library Administration 
50, no. 7–8 (2010): 830–56; Rachel Wishkoski, Kacy Lundstrom, and Erin Davis, “Librar-
ians in the Lead: A Case for Interdisciplinary Faculty Collaboration on Assignment Design,” 
Communications in Information Literacy 12, no. 2 (2018): 7; Iannuzzi, “Faculty Development 
and Information Literacy,” 97–102.

20. Miller et al., “Library-Led Faculty Workshops,” 855.
21. Troy Swanson, “Sharing the ACRL Framework with Faculty: Opening Campus Con-

versations,” College & Research Libraries News 78, no. 1 (2017), https://crln.acrl.org/index 
.php/crlnews/article/view/9600/10988.

22. Elizabeth Dolinger, “Defining and Teaching Information Literacy: Engaging Faculty 
and the Framework,” College & Research Libraries News 80, no. 1 (2019): 21.

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use

http://www.sciencedirect.com/science/article/pii/S0099133312000882
http://www.sciencedirect.com/science/article/pii/S0099133312000882
https://www.chronicle.com/article/How-to-Teach-Information/243973
https://www.chronicle.com/article/How-to-Teach-Information/243973
http://www.emeraldinsight.com/doi/abs/10.1108/00907321311300893
http://www.emeraldinsight.com/doi/abs/10.1108/00907321311300893
https://crln.acrl.org/index.php/crlnews/article/view/9600/10988
https://crln.acrl.org/index.php/crlnews/article/view/9600/10988


32 Melissa Harden and Anna Michelle Martinez-Montavon

23. Sara D. Miller, “Diving Deep: Reflective Questions for Identifying Tacit Disciplin-
ary Information Literacy Knowledge Practices, Dispositions, and Values through the ACRL 
Framework for Information Literacy,” Journal of Academic Librarianship 44, no. 3 (2018): 413.

24. Guth et al., “Faculty Voices on the Framework,” 708.
25. Ibid., 709.
26. Grant P. Wiggins and Jay McTighe, Understanding by Design, expanded 2nd ed. (Alex-

andria, VA: Association for Supervision and Curriculum Development, 2005).
27. Defining and Avoiding Plagiarism: The WPA Statement on Best Practices, Council of 

Writing Program Administrators, last modified 2003, 2, http://wpacouncil.org/positions/
WPAplagiarism.pdf.

28. Rebecca Moore Howard, “A Plagiarism Pentimento,” Journal of Teaching Writing 11, 
no. 3 (1993): 239.

29. Association of College and Research Libraries,  Framework for Information Literacy.
30. Ibid.
31. Dolinger, “Defining and Teaching Information Literacy,” 21.
32. Gina Calia-Lotz and Laura Fox, “Inquiry Worksheet,” April 3, 2017, https://www 

.slideshare.net/GinaCaliaLotz/inquiry-worksheet

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use

http://wpacouncil.org/positions/WPAplagiarism.pdf
http://wpacouncil.org/positions/WPAplagiarism.pdf
https://www.slideshare.net/GinaCaliaLotz/inquiry-worksheet
https://www.slideshare.net/GinaCaliaLotz/inquiry-worksheet


33

3
Are They There Yet? Determining 
Student Mastery of Learning Outcomes 
Based on the ACRL Framework
Holly Hendrigan, Keshav Mukunda, and Diana Cukierman

The Association of College and Research Libraries (ACRL) made a fundamental 
change in the library instruction landscape when it replaced the Information Literacy 
Competency Standards for Higher Education1 with the Framework for Information Lit-
eracy for Higher Education2 in 2016. They developed the Framework in response to an 
ever-changing information ecosystem in which our ability to make informed choices 
relies less on following prescribed rules and more on understanding big ideas that 
underpin the foundational concepts of information literacy. Information literacy is 
now recognized as a collection of interconnected abilities that place the self-reflective 
and critical learner within an information community able to recognize how infor-
mation is created and evaluated and understand how new knowledge is built through 
conversation and participation within that community. In addition to the move to 
big ideas, the ACRL underpins the Framework with Jan H. F. Meyer and Ray Land’s 
theory of threshold concepts.3 Mastering a threshold concept “can be considered as 
akin to a portal, opening up a new and previously inaccessible way of thinking about 
something. It represents a transformed way of understanding, or interpreting, or 
viewing something without which the learner cannot progress.”4

Threshold concepts are generally specific to a given disciplinary community and 
have meaning in the context of that community. Accordingly, the Framework identi-
fies several abilities that constitute information literacy and deems them knowledge 
practices and dispositions to describe these threshold concepts. However, librarians 
who adopted the Framework have been left wondering how to determine whether 
students have crossed through this knowledge portal or remain in what Meyer and 
Land call a transitional “liminal space” where learners have not yet mastered a dif-
ficult concept.5

Librarians are divided on whether the theoretically abstract nature of the Frame-
work is useful in the classroom. Some have criticized the ACRL for its lack of  
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support in the transition from the Standards to the Framework.6 In disciplines such 
as business, uptake is slow; LuMarie Guth and Dianna E. Sachs, for instance, report 
that 61 percent of librarians for these departments do not incorporate the Frame-
work into instruction.7 However, many other librarians believe that adopting the 
Framework was a good decision, and offer recommendations for understanding and 
implementing some of its core concepts.8 Julia Bauder and Catherine Rod provide 
some guidance on teaching the frames in collaboration with course-specific goals, 
and Julie Edwards developed the one-credit online course Information Analysis in 
the Post-Truth Age, informed by the Framework, particularly the frame Authority Is 
Constructed and Contextual.9

While the ACRL has created a website that allows librarians to share their peda-
gogical resources on teaching the Framework,10 literature is scarce on understanding 
what students have learned after receiving Framework-based information literacy 
instruction. Work on assessment methods has begun; for example, Rachel Scott 
shares extant student reflections on Framework concepts, then measures how they 
improved their understanding over the course of a term.11 Generally speaking, we 
agree with Guth and Sachs, who report a lack of proven methods in implementing 
the Framework,12 and much needs to be done to develop processes to assess students’ 
mastery of the frames.

We believe wholeheartedly in the Framework’s potential but realized the gap 
in assessment resources when we included it as part of the curriculum of a third-
year computing science course. This chapter provides an account of our attempt 
to discover whether students had mastered some of the Framework’s knowledge 
practices and dispositions. We developed and applied an assessment methodology 
to two frames: Authority Is Constructed and Contextual and Scholarship as Con-
versation. We used a mixed-methods approach to determine whether students met 
the assignment’s learning objectives.13 This first involved a qualitative analysis of 
student responses in light of the frames’ knowledge practices and dispositions. We 
then grouped the knowledge practices and dispositions into learning outcomes and 
tallied the occurrences. We discovered that students had a good grasp of the major 
markers of authority, but some had difficulties with the nuance of specialization 
and the concept of scholarship being cumulative rather than fixed. This process is 
a step forward in assessing mastery of learning outcomes based on the Framework, 
though it falls short of being able to answer definitively whether students have 
crossed a threshold.

BACKGROUND

In 2017 Diana Cukierman, a computing science lecturer at Simon Fraser University 
(SFU), began developing a curriculum for a third-year course titled Social Implica-
tions of a Computerized Society. The course expects students to reflect on societal 
issues that are influenced by the extensive and intensive usage of technology, com-
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puters, and networked communications. She contacted Holly Hendrigan, depart-
mental librarian for computing science, to brainstorm ideas for a guest lecture and 
assignment on information literacy. Cukierman was open to hearing Hendrigan’s 
ideas that related to themes she was teaching in the course; she was also amenable 
to codeveloping an assignment and allowing Hendrigan access to student responses. 
Hendrigan and Cukierman were excited at the prospect of collecting data on stu-
dents’ understanding of the frames. The team expanded to include Keshav Mukun- 
da, a colleague of Hendrigan’s at SFU Library, in the fall of 2017.

The research team developed the course unit on information literacy months 
in advance of the workshop, scheduled in May 2018. We decided to focus on two 
frames—Authority Is Constructed and Contextual and Scholarship as Conversa-
tion—and secured approval from SFU’s Research Ethics Board to ensure we could 
report widely on our findings. The course unit included several different compo-
nents over the span of five weeks within a thirteen-week course. In week three, we 
asked students to read Jean Twenge’s article “Have Smartphones Destroyed a Genera-
tion?”14 in the Atlantic. A written assignment due two weeks later required students 
to answer questions relating to Twenge’s authority and to find scholarly responses to 
the article that both supported and disagreed with her findings and/or methodolo-
gies (the complete assignment is provided in the appendix). In week four, as students 
were working on this assignment, Hendrigan provided an in-class lecture discussing 
the two frames.

Librarians using the Framework have flexibility in designing their curricular mate-
rials and methods of assessment. We followed the advice of Alison Hosier and Megan 
Oakleaf, who recommend the creation of learning outcomes.15 Our decision came 
after failed attempts to develop a sound methodology to assess the transformative 
nature of mastering threshold concepts. For this assignment, we wanted students to 
be attuned to an academic’s professional qualifications, but also to realize that no 
author’s authority is absolute and no one article is the final word on a topic. We 
developed three learning outcomes:

1. The student will recognize markers and/or types of authority.
2. The student will challenge the author, or acknowledge debate on the topic, or 

mention the importance of skepticism.
3. The student will recognize that a scholarly work is just one perspective on a 

topic.

We also followed Oakleaf ’s requirement that students represent their knowledge by 
taking a declarative approach, and Scott’s lead in explicitly teaching the Framework 
rather than modifying the language of the frames into simpler concepts.16

As the class was relatively large (eighty-six students), the responses needed to be 
in digital format to enable analysis. Students submitted the assignment on SFU’s 
internal secure survey platform, which allowed us to download the responses into a 
spreadsheet. This chapter analyzes the results of four out of eighteen questions from 

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



36 Holly Hendrigan, Keshav Mukunda, and Diana Cukierman

the assignment; these four questions provided the best sources of qualitative data for 
analysis. Specifically, they were:

• Q9. What are Twenge’s credentials as an expert on the impact of smartphones 
on young people? Briefly explain in 1–2 sentences.

• Q10. Do you think that Twenge is a credible expert on the impact of smart-
phones on young people? Why? Briefly explain in 1–2 sentences.

• Q11. In your view, what are the characteristics of a credible expert on the im-
pact of smartphones on young people? Briefly explain in 1–2 sentences.

• Q18. Write a reflective paragraph on what you learned from this assignment 
about the Frame “Authority is constructed and contextual.”

Sixty-seven of eighty-six students consented to share their responses to be analyzed 
for this research. They had completed an average of 5.25 semesters of postsecondary 
studies, although there was a wide range of semesters completed (from 4 to 8); some 
students, for example, were in their last semester before graduating. The majority of 
students in the class (58 percent) were computing science majors, but other majors 
included communications and interactive arts, and some had also declared a minor 
in disciplines such as psychology and business.

CODING AND ASSESSMENT

We used a mixed-methods approach in developing an assessment rubric for the as-
signment. One aspect involved qualitative analysis of the student responses; the other 
aspect involved quantifying the level of knowledge acquired using mastered learning 
outcomes as a measure. By design, the Framework does not prescribe how it should 
be implemented or how to assess student understanding of the concepts it describes. 
In analyzing the responses to the questions, we maintained the Framework’s emphasis 
on knowledge practices and dispositions, creating codes to reflect these attributes. 
These codes did not encompass every knowledge practice and disposition from the 
two frames we discussed; we followed Oakleaf and Hosier’s suggestions to focus on 
the few that were relevant to our desired learning outcomes.17 Table 3.1 displays the 
codes we used in analyzing student responses, along with contextual information 
from the Framework document.

Table 3.2 provides excerpts from the student responses that reflect the codes we 
applied. To ensure coding consistency, we used an approach from Peter Davies and 
Jean Mangan’s work on assessing mastery of threshold concepts in economics.18 Two 
members of our research team initially coded twelve samples independently, and 
then compared the coding assignments in order to ensure consistent labels. The 
percent agreement for each of the individual codes varied from 63 percent to 100 
percent, with a median of about 92 percent.
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The quantitative aspect of this mixed-methods approach was more straightfor-
ward. After coding students’ responses for relevant knowledge practices and disposi-
tions following table 3.1, we grouped the knowledge practices and dispositions into 
broader learning outcomes, as in table 3.3.

Unexpectedly, analyzing and coding the responses helped us determine our final 
learning outcomes. Our initial learning outcomes required that students demon-
strate an understanding of the major markers of authority, that all authors can be 
challenged, and that no single resource represents an absolute truth. Another at-
tribute emerged from question 18 that we did not expect: we labeled it “self-aware” 
and coded it as acc_d2. This attribute could not be grouped with similar knowledge 
practices and dispositions that we had already incorporated into learning outcomes. 
We subsequently added the learning outcome lo4, which represented evidence of 
metacognition.

Developing the coding framework was not an easy task; there are no published 
accounts of similar Framework assessment schema that we could consult or adapt 
to our purposes. Coding qualitative data is time consuming, even though the as-
signment responses were generally short. Ultimately, we realized our data does not 
definitely determine whether or not students had crossed a portal of understanding 

Table 3.1.  Knowledge Practices and Dispositions with Associated Codes 

Frame: Authority Is Constructed and Contextual

Attribute Brief excerpt from Framework definition Code

Challenge acknowledged 
authorities

“disciplines have acknowledged authorities  
. . . yet . . . some scholars would challenge 
[their] authority”

acc_kp1

Indicators of authority “use . . . indicators of authority to determine 
the credibility of sources”

acc_kp2

Types of authority “define different types of authority . . .” acc_kp3
Open mind “develop and maintain an open mind . . .”   acc_d1
Self-aware “[assess] content . . . with a self-awareness of 

their own biases and worldview”
acc_d2

Skeptical “[assess] content with a skeptical stance” acc_d3

Frame: Scholarship as Conversation

Attribute Brief excerpt from Framework definition Code

Evaluate contributions “critically evaluate contributions made by 
others . . . ”

sc_kp1

Scholarly work one 
perspective 

“recognize that a given scholarly work may not 
represent the only . . . perspective”

sc_kp2

Ongoing conversation “recognize they are often entering . . . an 
ongoing scholarly conversation”

sc_d1
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and had emerged through to the other side of a threshold concept. In time, we trust 
that such a metric will be developed and tested.

FINDINGS

In analyzing student responses to assignment questions, we first looked for evidence 
of knowledge practices and dispositions on display in students’ answers. This pro-

Table 3.2.  Examples of Coding Applications

Code Attribute Excerpt from student responses

acc_kp1 Challenge 
acknowledged 
authorities

“[T]here are obviously people with other opinions 
that disagree with her.”

acc_kp2 Indicators of 
authority

“She is [a] professor in Psychology and has published 
several peer reviewed articles.”

acc_kp3 Types of authority “She also speaks from experience because she has 3 
daughters, all of which [sic] were born in the iGen 
generation and hence have been growing up with 
technology.”

acc_d1 Open mind “Information and the truth are not always easily 
found and it is important to consider that an 
article may only represent the findings of a specific 
experiment or one possible conclusion. The 
takeaway is that open-mindedness is an essential 
virtue in the pursuit of knowledge.”

acc_d2 Self-aware “Much of the time, I am guilty of believing the first 
thing that I read without asking whether that 
information is trustworthy, what biases the author 
might hold, etc.”

acc_d3 Skeptical “However, her study should not be a single source of 
truth, and rather it should be just another source of 
study. . . .”

sc_kp1 Evaluate 
contributions

“It is best to examine different authorities for the 
same topic to form better understanding of the 
controversies and examine the information as the 
reader.”

sc_kp2 Scholarly work one 
perspective

“I would add the caveat that while she is an expert, 
if you are really looking for the complete picture 
on a topic it is wise to look at additional sources 
as well.”

sc_d1 Ongoing 
conversation

“Results are always changing too so one day the 
research by the authoritative person could be the 
absolute truth but the following day someone an 
all of a sudden disprove it with stronger research.”
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vided a deeper understanding of the variation across students’ acquisition of different 
Framework concepts and made it straightforward later to assign acquired learning 
outcomes to each student.

In general, the knowledge practices and dispositions that appeared most often 
in student responses and for the largest number of students were from the frame 
Authority Is Constructed and Contextual, while fewer students demonstrated com-
petencies from the frame Scholarship as Conversation. Table 3.4 shows the occur-
rences of these competencies for both the frames in students’ answers to assignment 
questions 9–11 and question 18. Responses to question 9 through question 11 were 
combined for the purposes of our analysis, as they were all related to the character-
istics of a person who could be an expert on the impact of smartphones on young 
people (appendix 3.1).

Turning to the learning outcomes described in table 3.3, 94 percent of the sixty-
seven students were able to recognize markers and/or types of authority, while only 
18 percent demonstrated metacognition (table 3.5).

We also noticed that some students had not generally understood fundamental 
concepts that formed the basis of certain questions. In these fourteen instances, we 
coded the responses as MLO, or “misunderstood learning outcomes.” However, we 
had enough data from the responses to recognize that most students assigned an 
MLO did also acquire other learning outcomes.

For example, we noticed misunderstandings of the phrase “Authority Is Con-
structed and Contextual” and of the concept of bias: “From this assignment I learned 
that the Frame ‘Authority Is Constructed and Contextual’ means we must look at 
the credentials of the author. For instance, if the person doesn’t have any credentials, 
then their research and opinions may be biased or inaccurate” (Student 65). The sug-
gestion here is that authors whose research is not biased must already have relevant 
credentials, which missed the nuance of our learning objectives. However, Student 

Table 3.3.  Learning Outcomes in Relation to Knowledge Practices and Dispositions

Learning 
outcome 
code Description Codes in evidence

lo1 Student recognizes markers and/or types of 
authority

acc_kp2 OR acc_kp3

lo2 Student challenges author, or 
acknowledges debate on the topic, or 
mentions the importance of skepticism 

acc_kp1 OR  acc_d3

lo3 Student recognizes that a scholarly work is 
just one perspective on a topic

sc_kp2 OR sc_kp1 OR sc_d1 
OR acc_d1

lo4 Student demonstrates metacognition in 
their own search behavior 

acc_d2

mlo Misunderstood learning outcome, or 
category error

—
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65 had achieved lo1 and lo2, exhibiting knowledge of the author’s markers and types 
of authority, and mentioned the importance of scrutinizing the author’s field of ex-
pertise. In another example, a student applies the term contextual to the topic rather 
than the situation of the author: “Her work is also contextual as it addresses a need 
to recognize the adverse effects that our everchanging technological society is having 
on teens now and could have in the future” (Student 26).

DISCUSSION

The purpose of this research was to develop a methodology for assessing two frames 
and to gauge students’ understanding of these concepts. We developed an assessment 
schema based explicitly on the Framework’s knowledge practices and dispositions and 
then applied this schema to student responses. Here we reflect on four themes that 
emerged from our analysis.

Students Demonstrate Proficiency in Types and Indicators of Authority, but 
Fewer Challenge Authority and Understand Scholarship as Conversation

Nearly all the students revealed proficiency in recognizing the markers of the 
author’s academic and experiential authority: She is a university professor and au-
thor of hundreds of peer-reviewed articles, and also a parent witnessing the impact 
of smartphones on her two teenage daughters.19 In response to question 9, many 
students provided responses similar to this one: “Her findings about the impact of 
smartphones are mostly published by reliable authorities such as the American Psy-
chological Association. In addition, she has more than 100 scientific publications” 
(Student 64).

We had wondered, however, how many students would also notice that Twenge’s 
primary research area was on generational differences rather than the impacts of 
technology on its users. The frame Authority is Constructed and Contextual ex-
plicitly mentions that experts “recognize schools of thought or discipline-specific  

Table 3.5.  Learning Outcomes Acquired 

Learning outcomes 
Number  

of students
Percentage 
of students

lo1: Student recognizes markers and/or types of authority 63 94
lo2: Student challenges author, or acknowledges debate on 

the topic, or mentions the importance of skepticism 
47 70

lo3: Student recognizes that a scholarly work is just one 
perspective on a topic

25 37

lo4: Student demonstrates metacognition in their own 
search behavior

12 18
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paradigms.”20 As the assignment required students to find dissenting views on 
Twenge’s conclusions within academic discourse (see Q17 in appendix 1.3.1), we 
expected this activity to stimulate some critical reflections on the limitations of her 
authority. Some students noted this—“I believe that Twenge is a credible expert on 
the attitudes/values/personalities/habits of this young generation (iGen) but not 
specifically on the impact of smartphones on said generation” (Student 1)—but our 
findings indicate that more than half of the students have yet to understand this 
distinction. One student response illustrates this conflation: “Twenge is a credible 
expert on the impact of smartphones on young people since she has been studying 
generational differences for more than two decades” (Student 3).

Being able to recognize identifiers of authority generally did not mean students 
could also challenge the author’s authority or acknowledge challenges made by other 
scholars. We confirmed Edwards’s finding that some students confuse the authority 
of the author with the content of their argument.21 One student response illustrates 
this point: “Yes I do think she is [a] credible expert. . . . [T]he points she brought 
up are convincing plus they are peer reviewed. Smartphones (or screen activities) can 
cause depression [i]n people” (Student 57). This indicates an inability to acknowl-
edge that a person who has expertise and authority might be wrong or hold opinions 
different from the students’.

Some of the weaknesses in meeting the learning objectives might be attributed 
to disciplinary conventions in computing science and variances in the number of 
semesters that students have been in university. Unlike typical assignments in com-
puting science courses, our assignment asked students to examine the nuances of 
authority and the cumulative nature of scholarship. While computing science stu-
dents are required to take courses outside their discipline, this assignment (indeed, 
this entire course) is a departure from the type of work they are normally assigned 
and are presumably more comfortable completing. We wonder how responses from 
students majoring in a social sciences or humanities discipline might differ.

Qualitative Data Informs Learning Outcomes

We asked open-ended questions because we were genuinely curious to read, in 
students’ own words, their understanding of the two frames we focused on. However, 
open-ended questions present challenges for researchers to code and analyze. We do 
our best to structure and classify qualitative data by creating rubrics and other sys-
tems of sensemaking, but surprises will still appear. As mentioned earlier, we found 
enough evidence of metacognition in student responses that we felt compelled to 
include it as a learning outcome, even though we did not specifically ask questions 
that tested for it. Thus, the relatively low attainment of the learning outcome that 
measured metacognition (18 percent) may not reflect students’ weakness in this at-
tribute. Instead, it represents a significant but unexpected finding after we collected 
the data. We will ask explicit questions in future assignments regarding students’ 
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propensity for metacognition, but we acknowledge a need for a flexible approach to 
assessment when working with open-ended questions.

Misunderstood Learning Outcomes and Nonnative Speakers of English

We attribute some of the misunderstood learning outcomes to challenges with 
the English language. While we do not have data on the percentage of students in 
the class for whom English is an additional language, the figure for all international 
students in the Faculty of Applied Science is just over 27 percent.22 The vast major-
ity of SFU’s international students are visiting from China, followed by India, Hong 
Kong, and Korea,23 where English is not the dominant language. Many responses 
revealed grammar and usage errors common to nonnative English speakers, and, as 
mentioned in our findings, students struggled with the meaning of the phrase “Au-
thority Is Constructed and Contextual.” These were similar to the challenges some 
of Scott’s students had with the complex language of the frames.24 Understanding 
this clause requires high proficiency in the English language, which indicates that 
responses to question 18 might not fully reflect students’ grasp of threshold concepts 
in information literacy.

Rewarding Work, but Unsustainable

While we have focused on discussing the challenges students had in achieving the 
learning outcomes, the research team has much to celebrate as well. We saw signs 
of honest reflection and intellectual growth: for example, “From this assignment, 
I learned there are lots of different ways to construct, or build, authority and how 
it relates to information. However, it is still hard for me to find ‘good’ sources or 
choose the ‘right’ data to use when I write about something” (Student 17). And:

[R]esearch is really more of an ongoing discussion then finding any one singular truth. 
For example, the article that I found disagreeing with Twenge discusses how we may not 
really be addicted to technology, but its increased use is a symptom of larger problems. 
These authors suggest that technology could, in fact, be used to form meaningful rela-
tionships. I think that the debate between these authors is great to read as it helps expose 
weaker points in the research on both sides. (Student 29)

Practicing librarians rarely have access to this level and depth of reflection.
However, where Oakleaf recommends that librarians promptly provide feedback 

to students on their grasp of the Framework’s concepts, in this first iteration of our 
module we were unable to provide students with a timely response. As mentioned 
earlier, we were working with a large class, and developing the codes and assess-
ing the responses took weeks of work amid other duties. While the research team 
agrees with Oakleaf that a declarative approach is the best method to demonstrate 
understanding, this method is not scalable to practitioner librarians teaching large 
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classes. Challenges remain to develop instruction in the Framework that allows for 
assessment for large classes.

CONCLUSION

This chapter extends the research of Scott, Edwards, and Hosier in offering sugges-
tions to implement the Framework in the university classroom. We provide a coding 
system based on the Framework’s knowledge practices and dispositions and reveal 
our assessment data on the assignment’s learning outcomes. This approach might be 
tailored to other course-integrated information literacy instruction settings.

We realize, however, that research to this level and depth on implementing the 
Framework requires a special set of circumstances. In order for it to happen, practi-
tioner librarians need to have a close collaborative relationship with faculty. It can be 
difficult to persuade instructors to move beyond a fifty-minute one-shot workshop 
on teaching resources and search strategies for a research paper. For those of us who 
do not regularly conduct qualitative assessment of student learning, we are now 
aware of the extent of the labor required to provide meaningful feedback for such 
assignments. We need to work with faculty to develop scalable assessment methods.

This research has provided us with many ideas on future areas to be addressed. We 
would like to fine-tune the assignment and the workshop: we will spend more time 
defining the terms authority, contextual, and constructed. We could spend more time 
examining the data from the questions we did not analyze for this chapter and look 
for patterns and associations in the learning outcomes achieved. Cross-referencing 
the achieved learning outcomes with student demographic data (including the num-
ber of semesters completed and their academic major) would also be an interesting 
analysis. Indeed, we have a lot of work to do in order to answer the question, “Are 
they there yet?” and further examine the reasons why students might be stuck in a 
liminal space. This is but one method for determining where students are in their 
information literacy journey, and future studies will provide us with many more 
pathways to choose.

APPENDIX 3.1. ASSIGNMENT QUESTIONS

Q1. Read Jean Twenge’s article “Have Smartphones Destroyed a Generation?” 
(https://www.theatlantic.com/magazine/archive/2017/09/has-the-smartphone-
destroyed-a-generation/534198/). Twenge’s article in The Atlantic magazine 
describes some of the same ideas from her recent book, iGen: Why Today’s Super-
Connected Kids Are Growing Up Less Rebellious, More Tolerant, Less Happy—And 
Completely Unprepared for Adulthood.

Q2. Do you consent to share your answers with the research team for research 
purposes?
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Q3. Dr. Jean Twenge is a faculty member of which academic department?
Q4. In the PsycINFO database, do an author search for Jean Twenge. Narrow the 

list of search results to academic journals, and list the first three of her articles 
using the APA citation style. Remember to keep your search page open for the 
questions that follow!

Q5. Were the articles that you selected for the previous question published in 
peer-reviewed journals?

[Multiple choice: Yes all three of them; Not all of them; None of the three; I am 
not sure]

Q6. What does “peer review” mean? Explain in your own words, in 1–2 sentences.
Q7. Scan the titles and abstracts from the first page of the list of author search re-

sults in PsycINFO. Summarize two or three major topics or themes of Twenge’s 
academic articles.

Q8. Does Twenge appear to be authoritative within the academy (i.e., among 
other university professors)? How do you know this? Briefly explain in 1–2 
sentences.

Q9. What are Twenge’s credentials as an expert on the impact of smartphones on 
young people? Briefly explain in 1–2 sentences.

Q10. Do you think that Twenge is a credible expert on the impact of smartphones 
on young people? Why? Briefly explain in 1–2 sentences.

Q11. In your view, what are the characteristics of a credible expert on the impact 
of smartphones on young people? Briefly explain in 1–2 sentences.

Q12. Who is Twenge’s audience in her academic papers?
Q13. Who is Twenge’s audience in her article in The Atlantic magazine?
Q14. How do you think Twenge establishes her authority in The Atlantic article? 

Briefly explain in 1–2 sentences.
Q15. Why do you think Twenge chose to publish her ideas on smartphones and 

young people in both The Atlantic magazine and in peer-reviewed journals? 
Briefly explain in 1–2 sentences.

Q16. Find an article written by a university professor who builds on Twenge’s 
findings and/or methodologies about the “iGen” generation. Cite the article in 
APA style. (Note: Twenge’s article in The Atlantic magazine describes some of 
the same ideas from her recent book iGen: Why Today’s Super-Connected Kids 
Are Growing Up Less Rebellious, More Tolerant, Less Happy—And Completely 
Unprepared for Adulthood)

Q17. Find an article written by a university professor who disagrees with Twenge’s 
findings and/or methodologies about the “iGen” generation. Cite the article in 
APA style.

Q18. Write a reflective paragraph on what you learned from this assignment about 
the Frame “Authority is constructed and contextual.”
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4
Finding Expertise in Your Own 
Backyard: Creating Communities  
of Practice to Support Learning  
about the Framework
Kim Pittman, Amy Mars, and Trent Brager

This chapter will focus on successful strategies for creating ongoing professional 
development opportunities and building communities of practice around the As-
sociation of College and Research Libraries’ (ACRL) Framework for Information 
Literacy for Higher Education.1 Drawing on the authors’ experiences developing free 
and low-cost opportunities for Framework-related professional development as for-
mer cochairs of the Minnesota Library Association (MLA) Instruction Round Table 
(IRT), our case study will demonstrate that many barriers to Framework-related pro-
fessional development can be overcome by leveraging expertise from communities 
of practice and taking a user-centered approach to design. Using the 23 Framework 
Things2 program and interviews with program participants, we will highlight how 
the design and content of Framework-related professional development can draw on 
the learning theories that inform the Framework itself, be accessible to a wide range 
of audiences and local contexts by employing a flexible structure, and provide a fo-
rum for librarians engaging in collaborative learning.

PROBLEM/CONTEXT

In the years since the ACRL’s initial rollout of the Framework in 2015, librarians 
nationwide have identified challenges and called for more support in implementing 
the Framework. Following the ACRL’s rescinding of the Information Literacy Com-
petency Standards for Higher Education3 and formal adoption of the Framework in 
January 2016, a small number of studies have explored the extent to which instruc-
tion librarians have incorporated the new document into their teaching practice. 
Leslin H. Charles conducted a survey of New Jersey academic librarians before the 
Standards were rescinded, asking participants to report on their institution’s progress 
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in implementing the Framework. While 28 percent of respondents were “waiting for 
more examples from ACRL regarding how to integrate the Framework,” 50 percent 
of respondents were beginning to implement the Framework with library colleagues 
and 22 percent were working with faculty to apply the Framework.4 In a 2016 sur-
vey of instruction librarians in the United States conducted by Heidi Julien, Melissa 
Gross, and Don Latham, 41 percent of respondents indicated that the Framework 
“had no influence or only a minor influence” on their approach to instruction, while 
31 percent reported a “significant influence.”5 Stephanie J. Schulte and Maureen 
Knapp’s 2016 survey of health sciences librarians indicated a low rate of adoption 
among teaching librarians within their disciplines: 11 percent had incorporated the 
Framework into their teaching practice, while 45 percent anticipated implementing 
it in the near future. A majority of participants, 54 percent, had not implemented 
the Framework and did not expect to do so.6 In 2015, LuMarie Guth and Dianna 
E. Sachs completed a survey exploring rates of Framework adoption among busi-
ness librarians, comparing those rates to a similar study conducted shortly after 
the creation of the Standards. This study revealed that nine months after ACRL 
filed the Framework, 39 percent of business librarians “had incorporated or were in 
the process of incorporating the Framework into instruction.”7 While these studies 
provide an incomplete picture of Framework adoption and implementation, they 
do highlight the challenging nature of the transition from Standards to Framework.

The literature also reveals common barriers librarians encounter when engaging 
with the Framework. In 2017 Latham, Gross, and Julien conducted semistructured 
interviews with fifteen librarians about their experiences with the Framework.8 
Participants identified time; resistance from other librarians, faculty, and adminis-
tration; and aligning assessment methods to Framework concepts as significant chal-
lenges in implementing the Framework. The authors extrapolate on the same study 
in a separate article, highlighting underlying sources of resistance to the Framework, 
including the workload involved in adoption as well as “concerns about it being 
too conceptual, elitist, and not appropriate for every audience.”9 Interviewees also 
expressed a sense of isolation, describing a lack of awareness of how the Framework 
is being implemented by colleagues and frustration caused by colleagues’ unwilling-
ness to discuss or apply the Framework collaboratively. Additionally, participants dis-
cussed the challenges involved in building the collaborative relationships with faculty 
that are necessary to make information literacy a campus-wide priority.

As cochairs of the IRT, we saw these same struggles and calls for support mirrored 
at the local level among both teaching librarians and directors. IRT is a statewide fo-
rum for Minnesota instruction librarians to share ideas, resources, and best practices. 
With approximately ninety-seven members statewide, IRT supports librarians who 
teach by holding workshops, social events, and annual business meetings. In October 
2016 the IRT cochairs were invited to offer a workshop about the Framework at the 
Council of Academic Library Directors (CALD), an annual gathering of Minnesota’s 
academic library directors. In addition to providing an overview of the Framework’s 
structure and purpose, as well as sharing examples of the Framework in practice, we 
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facilitated small-group discussions about each institution’s progress toward imple-
menting the Framework. Concerns expressed in these conversations echoed many 
of the challenges described in the literature, including limited time and capacity for 
librarians to work with and learn about the Framework, lack of support from faculty, 
librarian resistance to change, concerns about meeting accreditation requirements, 
and the challenges of shifting to a conceptual and flexible approach from the more 
concrete nature of the Standards.

Communicating with instruction librarians from around the state further ampli-
fied the need for support. Just prior to the CALD workshop, we held our annual 
IRT business meeting at the 2016 Minnesota Library Association Conference. In 
this meeting, our members identified learning to implement the Framework as a top 
priority for IRT-sponsored professional development in the 2016–2017 academic 
year. Members articulated specific concerns about the language of the document 
and challenges of using it to inform student learning assessment efforts. Discussing 
these obstacles with teaching librarians and directors motivated us to take action and 
create additional resources and professional development opportunities for teaching 
librarians within our state. At this meeting, we also elected a new IRT cochair, who 
collaborated with the two previous cochairs on all subsequent Framework-related 
professional development projects.

Following the CALD workshop and IRT business meeting, we began to discuss 
how we could best respond to this clearly expressed need. Our initial impulse was 
to bring in a nationally known expert to guide our state’s teaching librarians. While 
this would have been a simple solution, we were dissuaded both by the potential cost 
and by our belief that teaching librarians in Minnesota were already engaging with 
the Framework in effective ways. We opted to draw on the expertise of librarians in 
our community rather than outside speakers, an approach that made professional 
development more affordable for and accessible to the local community. Our strategy 
of highlighting regional expertise also aligned with the Framework’s emphasis on lo-
cal context for implementation. As a first step toward supporting Minnesota librar-
ians in implementing the Framework, we partnered with librarians from a variety 
of academic libraries in Minnesota to create a half-day workshop called Let’s Build 
Together: Minnesota Librarians Implementing the ACRL Information Literacy 
Framework. In this workshop, librarians from a variety of academic institutions each 
presented on an aspect of the Framework with which they had expertise. Presenters 
covered a wide range of topics, including creating an information literacy road map 
at your institution, writing lesson plans and student learning outcomes, performing 
outreach to faculty, assessing affective components of learning, and using rubrics 
with the Framework. The workshop demonstrated that each librarian was drawing 
from a unique context and that by coming together to share, we were able to address 
many of the commonly identified barriers to engaging with the Framework without 
a significant investment of money or time.

In addition to the workshop, we knew that we needed to support deeper learning 
by providing additional opportunities for long-term engagement with the Frame-
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work. Because time had emerged as a key barrier to Framework implementation, 
we wanted to create a flexible, self-paced professional development resource that 
would be accessible regardless of location, financial means, or previous experience 
with the Framework. With these considerations in mind, we decided to adapt the 
23 Things model of professional development, first developed by Helene Blowers 
to help Charlotte Mecklenburg Library staff members learn about Web 2.0.10 By 
providing twenty-three prompts that invite participants to explore a broad topic 
in an online environment and offering incentives for participation, this model en-
courages ongoing collaborative learning. The 23 Things model has been used for a 
variety of audiences and purposes, including a program coordinated by Metronet, 
a multitype library network in Minnesota, called 23 Mobile Things, which chal-
lenged participants to complete twenty-three online activities related to mobile 
technology.11 One IRT cochair had previously participated in this program, and 
this prior experience with the 23 Things model inspired us to apply it to learning 
about the Framework.

SOLUTION

The structure and content of 23 Framework Things was developed based on the 
theories that inform the Framework, themes from the literature, and our experiences 
delivering Framework-related in-person professional development. The feedback we 
gleaned from our local community and patterns from the literature enabled us to 
take a user-centered approach to designing 23 Framework Things. At the outset, 
we focused our energy on designing a program to alleviate frequently cited barriers 
and address “stuck places” commonly experienced by newcomers to the Framework. 
As we began to promote the program on listservs, librarians from beyond Minne-
sota asked if it could be made available outside the state. Based on this interest, we 
opened participation to any interested person regardless of location.

Each of the 23 Things addresses a different aspect of the Framework, includ-
ing metacognition, social justice, pedagogy, outreach/marketing, and assessment, 
among others. Each Thing includes Framework-related resources such as readings, 
videos, or examples of the Framework in practice. Participants are asked to respond 
to the resources provided by writing a reflection or discussion post, creating or 
adapting a lesson plan, or identifying stakeholders or partners to apply what they 
have learned to their specific teaching role and/or institutional context. In addi-
tion to communicating via comments, the program also makes use of Flipgrid, a 
free online tool that allows participants to post video responses.12 To add structure 
and cohesiveness to the program, we organized topics into four tracks: Assessment, 
At Your Institution, Frame Focus, and Pedagogy. Each of these tracks includes 
prompts designed to help librarians overcome common barriers to Framework 
implementation.
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Theory and Practice

In the introduction to the Framework and supporting literature, metaliteracy, 
threshold concepts, and Understanding by Design are referenced as having signifi-
cantly informed the Framework’s design and the approach to information literacy it 
advocates.13 These three concepts represent some of the areas where the Framework 
is a significant departure from the Standards. Because of this, we incorporated 
these conceptual understandings into not only the content but the design of 23 
Framework Things. As we were selecting topics to include among the 23 Things, 
we reflected on our own “threshold moments” when we were learning about the 
Framework. Jan Meyer and Ray Land define threshold concepts as

akin to a portal, opening up a new and previously inaccessible way of thinking about 
something. It represents a transformed way of understanding, or interpreting, or viewing 
something without which the learner cannot progress. As a consequence of compre-
hending a threshold concept there may be a transformed internal view of subject matter, 
subject landscape, or even worldview.14

We narrowed our long list of potential Things by focusing on obstacles to under-
standing and concepts that aligned with our own experience and the literature 
(Thing #2: Threshold Concepts, Thing #13: Understanding by Design, Thing #19: 
Metacognition, Thing #23: Assessing Dispositions, the Frame Focus track, etc.). 
Though we may not have been fully aware of it at the time, by focusing the concep-
tual understandings that we wanted participants to walk away with after participat-
ing in 23 Framework Things, we were employing a model akin to Grant Wiggins 
and Jay McTighe’s “backward design” approach.15

The Framework, influenced heavily by Thomas P. Mackey and Trudi E. Jacobson’s 
research on metaliteracy, also emphasizes metacognition and affective learning.16 For 
this reason, we designed our prompts to include opportunities for participants to 
reflect on their feelings about and experiences with the Framework and Standards. As 
one participant noted,

The Things were great because they made me dig deep into my own thinking and re-
flect upon why I was responding in this way or that way about a Frame or something 
in relation to one of the Frames. Basically, 23 Framework Things was a massive exercise 
in metacognition for those of us who need to help our students understand their own 
metacognitive processes.17

By designing each Thing with a reading to promote deep thinking and a prompt 
(discussion post, activity, reflection, etc.) to encourage application of theories and big 
concepts, participants experienced multiple metacognitive moments, making their 
learning visible and facilitating greater engagement with the Framework. As one par-
ticipant reported, “Reading one to three theoretical articles helped to put the topic 
in context and then creating and or discussing practical applications of the theory 
and the Framework helped to make the topic practical and useful.”18
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This mixture of theory and practical application challenged participants to ne-
gotiate between their understanding and the specific and varied contexts in which 
they were working. Highlighting the Framework’s emphasis on local context for 
implementation, participants were consistently invited to consider institutional fac-
tors when developing strategies for instructional design, assessment, or outreach to 
faculty. Additionally, the “choose your own adventure” structure acknowledged that 
different readings and activities will be a better match for participants in different 
contexts and situations.

Responding to Barriers

We were aware that librarians had experienced barriers to engaging with the 
Framework, thus we felt it was important to address as many of these as we could 
during the 23 Framework Things design process. In the literature and through our 
previous Framework-related professional development experience, we found that 
many librarians describe using the Framework to develop assessment strategies as 
a struggle. With this in mind, we created an Assessment track to give participants 
tools and a forum to tackle a variety of assessment challenges, including Thing #11: 
Writing Student Learning Outcomes, Thing #17: Curriculum Mapping, Thing #20: 
Rubric-Based Assessment, and Thing #23: Assessing Dispositions. Things from the 
Assessment track were frequently identified by participants as important to their 
learning. As one participant put it, “I’m rubbish at writing SLOs, so it was great 
practice.”19 Another participant described the value of learning to assess the affective 
dimension of learning: “Thing #23 not only gives a rationale for assessing affective 
outcomes, but some ideas for how to do so. How can we engage with our students, 
if we ignore their feelings?”20

Things were also created to respond to questions about collaborating with fac-
ulty and applying the Framework to specific institutional contexts. Communicat-
ing about the Framework to faculty was addressed in Thing #12: Collaborating 
with Faculty, Thing #15: Collaborating with Writing Programs, and Thing #16:  
Discipline-Specific Instruction. Knowing that participants were coming from a vari-
ety of institutions where they held a range of roles, we created an At Your Institution 
track and designed prompts such as Thing #14: One-Shots & IL Courses with mul-
tiple entry points and opportunities for participants to apply their learning to their 
own institution. Participants indicated that this emphasis on local adaptation helped 
them grasp the flexibility of the Framework. One reported, “The early discussions 
about the Framework often mentioned how it was adaptable to local needs. Between 
the readings and my fellow participants’ posts, 23 Framework Things proved that 
point repeatedly and in a concrete way.”21

Another common barrier to implementing the Framework is the theoretical na-
ture of the document and the ways in which it is a departure from the Standards. 
To help participants engage with the theoretical foundations of the Framework, we 
included a Pedagogy track that addressed the Understanding by Design approach to  
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instructional design (Thing #13), metacognition (Thing #19), and threshold con-
cepts (Thing #2). For Thing #1, we selected Nancy M. Foasberg’s article outlining 
the way that the Framework responds to critiques of the Standards and the peda-
gogical implications of new understandings of information literacy.22 Comments and 
feedback to 23 Framework Things and in-person workshops and trainings reveal that 
the theoretical underpinnings are not always clear to newcomers to the Framework, 
and participating in Thing #1 was a “threshold moment” for many.

While many Things addressed the learning theories that inform the Framework, 
we also intentionally included prompts that encouraged participants to take concrete 
steps to apply the Framework to their teaching practice. For example, Things from 
the Frame Focus track invited participants to design or adapt a lesson plan for each 
frame and share it via the ACRL Framework for Information Literacy Sandbox23 or 
Project CORA.24 Participants indicated that these Things served as a starting point 
for applying the Framework at an individual level. For example, one stated, “Even if I 
personally can’t create change at an institutional level, my engagement with students 
can be refreshed and renewed by looking at instruction in all its forms (at the desk, 
online, in the classroom, etc.) through a new lens.”25

Time is another frequently mentioned barrier to engaging with the Framework. 
Many librarians expressed that it was challenging to learn a new approach to teaching 
information literacy while juggling busy teaching loads and other job responsibili-
ties. By leveraging the 23 Things “choose your own adventure” model, we were able 
to meet participants where they were both in terms of knowledge and experience 
with the Framework and in regard to the amount of time they could dedicate to 
exploring the Framework’s various nuances. In interviews with participants, we heard 
that part of what made 23 Framework Things so accessible was that it was broken 
into manageable chunks and allowed for divide-and-conquer approaches to content. 
This structure allowed for multiple paths to learning (chronological, track based, ad 
hoc, institutionally specific, interest based, etc.) and enabled both seasoned instruc-
tion librarians and newly credentialed librarians to enhance their understanding and 
improve their teaching practice. Many participants indicated that because the con-
tent of 23 Framework Things was broken into chunks, it was easier to incorporate 
learning about the Framework into their regular work schedules. One participant 
suggested that the program helped her take more time for learning and reflection 
than she would typically allow herself: “I had to give myself permission to just sit 
and think, process things, and then write about it. I don’t always take that time or 
have the vehicle to do that. This gave me that time and a reason for doing it.”26 By 
encouraging participants to complete the Things at their own pace, the program 
supports long-term engagement with the Framework, resulting in the deeper learning 
called for by the Framework.

This flexible structure also facilitated group participation, and many participants 
chose to approach the content collaboratively. Some participants paired up with a 
colleague at their institution and compared notes, while others chose to formally 
adopt parts of 23 Framework Things as a departmental professional development 
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tool or assignment. Affinity groups could also complete the program together. For 
example, the Literatures in English section of the Association of College and Re-
search Libraries invited us to present a webinar to its members followed by Twitter 
chats centered around Framework topics relevant to their group’s context and focus. 
By incorporating flexibility into the design, users were able to make use of 23 Frame-
work Things in unexpected ways that fit their context and needs.

Engagement

There are a plethora of free online professional development options available to 
librarians. To ensure that 23 Framework Things attracted participants and sustained 
participation, we developed a visually appealing platform and used several strate-
gies for engagement, including game-based incentives like prizes and leaderboards, 
formative assessment to improve the user experience, and e-mail reminders that 
highlighted certain things and brought 23 Framework Things back to the forefront 
of participants’ attention.

Reflecting the Framework’s emphasis on research as “an ongoing conversation in 
which information users and creators come together and negotiate meaning,”27 we 
selected WordPress as the platform where users can communicate with each other, 
share ideas, and ask questions via comments. We also selected WordPress as our 
website content management system due to previous experience with the platform 
and the availability of free, attractive layout templates. Knowing that each of the 
23 Things could be selected by participants to complete in any order, we chose a 
template that allowed each Thing to be selected from the homepage. Each Thing 
was represented by a custom clickable image that displayed the number of the Thing 
and a background representing which track the Thing is a member of (figure 4.1). 
We intentionally created a visual layout with engaging graphics that made the site 
approachable and intuitive by making each Thing easily accessible instead of using 
complex site navigation.

To motivate participants, we offered incentives for participating and for complet-
ing portions of the program based on a tiered system. Participants who completed 
a track were sent a button that we designed based on the name of the track; for 
example, completing the Pedagogy track awarded the participant a button with an 
image of whiteboard markers and the text “pedagogy: teaching is learning” (figure 
4.2). These buttons were made in bulk using a button-maker machine at one of 
our libraries, then sent out with a letter confirming track completion. A button 
and certificate were sent for every track completed. Completing tracks also entered 
participants into drawings for prizes. The more tracks completed, the more drawings 
were entered, and the prizes for each successive track were more valuable. Though 
most participants were more motivated by learning about the Framework, these ex-
ternal motivators served as a reward for those engaged in the program, according to 
interviews and surveys.
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To incentivize participants to complete more Things and add an element of 
gamification, a leaderboard was created to show the progress of participants who 
opted to have their name included on the list (figure 4.3). As participants completed 
more Things, their names rose up the leaderboard. This was a small incentive that 
built on people’s sense of competition to encourage progress through the program. 
Participants took different forms of inspiration from the leaderboard. As one partici-
pant put it, “Though I don’t consider myself a competitive person, I want to grow 
as a professional—compete against myself, you could say: The leaderboard helped 
me track my progress.”28 In contrast, one participant in a midprogram survey com-
mented that the incentives brought out their competitive side, motivating them to 
finish the program. We maintained the leaderboard and offered prizes, buttons, and 
other incentives to participate from April 2017 to August 2018. Though we are 

Figure 4.1.  A screen capture of the 23 Framework Things homepage. Licensed under a 
Creative Commons Attribution-ShareAlike 4.0 International License
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no longer offering prizes or updating participants’ progress, 23 Framework Things 
remains open and accessible to those who still find the resources and forum to be a 
useful tool for engaging with the Framework.

While much of our engagement was based on fun and lightheartedness to en-
courage participation, we also conducted a feedback survey of participants midway 
through the program. This provided us with insight into what held participants 
back from progressing further into the program and what we could do to make the 
program more manageable. The feedback told us that some of the Things were too 
text heavy and required too much work to complete. Participants also requested 
open-access readings whenever possible and suggested that reminder e-mails would 
be useful to encourage progress. The survey results prompted us to streamline each 
Thing for length and clarity and to make participant e-mail reminders a regular part 
of our work on the program. We also made changes to the program based on our 
observation of participants’ written responses to Things. Participant comments were 
often much more substantial and in-depth than we expected, making it difficult 
for participants to complete all 23 Things within our original time frame. This was 
confirmed by survey participants who requested more time to complete the program. 
In response to this feedback, we extended the time frame during which participants 
could earn incentives by several months.

Sustaining participant engagement in 23 Framework Things was an ongoing 
process that took several forms. As a subunit of the Minnesota Library Associa-
tion, we worked with the MLA to post announcements and information about 23  

Figure 4.2.  Participants received one of these buttons when they completed all the 
Things in a track. Licensed under a Creative Commons Attribution-ShareAlike 4.0 In-
ternational License
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Framework Things on their social media outlets. To encourage continued par-
ticipation beyond Minnesota, we sent regular e-mails to the ILI-L and ACRLFrame 
listservs. Further use of the program was prompted by e-mails we sent to all partici-
pants every month or two. With these e-mails, we reminded participants about the 
program and featured a few of the Things and how they could be useful to their 

Figure 4.3.  The leaderboard displays the progress of participants ranked by number 
of Things completed. Licensed under a Creative Commons Attribution-ShareAlike 4.0 
International License
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practice. Messages were lighthearted in tone and the 23 Framework Things logo was 
often modified to fit the theme of that month’s message (figure 4.4).

Collaborations and Communities of Practice

Our collaboration was key to the success of 23 Framework Things. Given the 
project’s scale, it would not have been possible to complete the work involved with-
out shared effort and a sense of accountability to each other that motivated us to 
stay on track. Beyond distributing the workload, our different backgrounds, areas of 
expertise, and work experience informed the development of the Things and ensured 
that the site was relevant for a range of users with a variety of needs and contexts. 
The collaborative process of creating the site made the three of us more aware of 
the significant role that community plays in responding to a professional change 
on the scale of the Framework. Our experience of building community with each 
other through the process of developing the program led us to the realization that 
23 Framework Things had the potential to serve as a Framework-focused commu-
nity of practice. Etienne Wenger defines communities of practice (CoPs) as “groups 
of people who share a concern, a set of problems, or a passion about a topic, and 
who deepen their knowledge and expertise in this area by interacting on an ongo-
ing basis.”29 Lave and Wenger developed the concept of CoPs to illustrate the ways 
in which learning is “situated” as part of a social, community-based process, not an 
individual act.30

The nature of CoPs makes them an effective tool for engaging in ongoing learn-
ing about the Framework. Amanda Nichols Hess argues that adult learning theory 
provides guidance for anyone interested in designing Framework-related professional 
development.31 Drawing on transformative learning theory, she identifies the Frame-
work as a “disorienting dilemma” for many librarians and describes the phases of 
learning librarians may need to progress through in order to “transform [their] habits 
of mind and frames of reference.”32 In order to support librarians who are navigating 
this transformational process, Nichols Hess suggests that “providing collaborative 
environments where academic librarians can learn from each other may help them 

Figure 4.4.  The modified 23 Framework Things logo sent for the February Valentine’s 
Day e-mail update. Licensed under a Creative Commons Attribution-ShareAlike 4.0 
International License
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to acquire the necessary knowledge and skills required to embody a new instructional 
role, develop a plan to enact change in their teaching practices, or determine how to 
renegotiate or build relationships around their new understandings of information 
literacy instruction.”33 Based on social learning theory, Nichols Hess suggests that 
librarians may benefit from working through the process of change collaboratively.34 
As a virtual CoP, 23 Framework Things offers a community structure to support the 
kind of social learning that Nichols Hess describes.

Communities of practice can also enable librarians to address many of the chal-
lenges of Framework implementation we have encountered in the literature and in 
our own experience. Through shared effort and expertise, CoPs may reduce the time 
commitment required for learning about the Framework. Wenger, Richard Arnold 
McDermott, and William Snyder note that CoPs help participants to “be more dar-
ing in taking risks or trying new things, knowing they have a community to back 
them up.”35 This sense of security may alleviate the trepidation and disorientation 
Nichols Hess suggests that librarians may experience while learning to implement 
the Framework. CoP participants can also focus their collaborative efforts on com-
mon obstacles to understanding or implementing the Framework, including its 
theoretical nature and emphasis on conceptual understandings, the challenge of 
incorporating Framework concepts into one-shot sessions, and the complexities of 
developing collaborative relationships with faculty.

Participants in 23 Framework Things highlighted ways in which the community 
structure of the program impacted their learning. One participant described the pro-
gram as “a little bit like journaling with a discussion board. I really appreciated learn-
ing from other people. I would use this structure again for other topics as well. It 
was a wonderful way to bring people together.”36 In addition to benefiting from the 
built-in community of 23 Framework Things, participants also described instances 
in which they shared 23 Framework Things content within existing communities of 
practice. One participant recommended a reading from Thing #23: Assessing Dis-
positions for a staff retreat, generating productive conversation and progress toward 
writing affective outcomes.37 The Research and Learning Services Department of one 
library participated in 23 Framework Things as a group, dividing Things up among 
team members and sharing what they learned in a series of meetings held throughout 
the summer and fall of 2018. In an interview, the department head expressed, “Be-
ing able to talk as a group is nice versus doing it alone. If multiple of us had done it 
individually, we still would’ve tried to come together and have some conversations as 
a group. There’s value in that and we have a practice of doing that.”38

In the process of creating and promoting the program, IRT cochairs collaborated 
with many partners. Thing #22 was guest-written by Heather Collins, Joelle Pitts, 
and Matt Upson of the ACRL Instruction Section Innovation Award–winning New 
Literacies Alliance.39 For Things #19 and #23, many experts from the library com-
munity—including Framework Task Force member and coeditor of the book Meta- 
literacy in Practice Trudi Jacobson,40 ACRL Framework workshop codesigner and 
presenter Lindsay Matts-Benson,41 and Assessment in Action project leaders Kim 
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Pittman and Ken Liss42—contributed short videos on metacognition and assess-
ing dispositions. To promote the program more broadly and provide incentives for 
participation, IRT cochairs partnered with regional groups including the Minnesota 
Library Association, Minitex, the Minnesota Council of Academic Library Directors, 
and Metronet.

Assessment

In order to improve the program and evaluate its impact, we tracked usage 
statistics, delivered user surveys, and interviewed participants. At the time of writ-
ing, the 23 Framework Things website has received 50,714 views, 12,387 visitors, 
and 544 comments. There were 435 registered participants from forty-two US 
states plus Washington, DC, and Puerto Rico. Librarians from eleven countries 
outside the United States (Canada, Jamaica, South Africa, Germany, Netherlands, 
England, Ireland, United Arab Emirates, Qatar, China, and Australia) also par-
ticipated.

In addition to gathering data on usage, we sought feedback from users during the 
program by inviting them to complete two separate online surveys. Participants were 
also encouraged to share feedback or ask questions of us via e-mail at any time. Sur-
vey comments demonstrated the program’s positive impact on participants, illustrat-
ing that 23 Framework Things has helped participants understand the Framework 
more fully, feel more comfortable applying it to their teaching practice and institu-
tional context, and become more aware of available Framework-related resources. 
Interview responses from 23 Framework Things participants also demonstrated 
the program’s value. One participant remarked: “In addition to helping me rethink 
how I present information on the research process in one-shot, 50-minute library 
information sessions, 23 Things has also influenced how I present research strategies 
in the writing classes I teach. Over the past academic year, I used various hands-on 
resources that I first learned about while working on the Things.”43 Beyond the 
resources that participants were introduced to, some felt that the program provided 
a new view of their information literacy practice, with one participant stating that 
“the process can be taken in very small steps. Even if I personally can’t create change 
at an institutional level, my engagement with students can be refreshed and renewed 
by looking at instruction in all its forms (at the desk, online, in the classroom, etc.) 
through a new lens. The 23 Frameworks Things helped me make some concrete 
changes to how I taught by finding new energy and ideas.”44

For some, it simply served as a starting point for digging into the Framework: “23 
Framework Things has introduced me to the Framework. I now have a much better 
understanding of Information Literacy and have a toolkit consisting of pedagogical 
and practical resources at hand.”45 Though these comments give only a sliver of in-
sight into the impact 23 Framework Things had on participants, taken together with 
usage data, surveys, and other feedback, they indicate that 23 Framework Things 
provided timely and necessary support to a variety of librarians with various needs 
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while lessening barriers typically felt by librarians seeking professional development 
but lacking the funding or time to commit to other options.

CONCLUSION

Our experience creating 23 Framework Things taught us that there are many ways to 
approach professional development around the Framework or other topics, but they 
are most effective when you:

• design with the user in mind, considering options that address common barriers 
to participation including cost, time commitment, and location constraints;

• build flexibility into the design so that you can accommodate a variety of needs 
and audiences;

• use formative assessment tools such as surveys to do temperature checks and 
make adjustments to facilitate accessibility and engagement;

• create and leverage communities of practice so that participants have low-stakes 
affinity groups to gain inspiration, forums to discuss ideas and issues, and safe 
spaces to try new approaches (and possibly fail with the cushion of a supportive 
community); and

• collaborate with colleagues from various backgrounds who can bring different 
talents and experiences into the process of creating professional development 
tools.

Our goal for this chapter was to inspire and empower readers to develop their own 
communities of practice and professional development tools. Through our examples 
and relevant literature, we hope readers will gain confidence in learning about and 
applying the Framework no matter their institutional context or perceived barriers. 
We also hope that readers will be inspired by our story to tackle other challenges 
despite limitations imposed by time, resources, or knowledge by finding expertise in 
their own backyard.
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5
From Standards to Threshold 
Concepts, Knowledge Practices, and 
Learner Dispositions: Rethinking 
Formal Information Literacy 
Instruction in Higher Education
Leslie M. Ross

There is a Buddhist parable wherein an elephant was led into the land of the blind. 
Having never before encountered an elephant, many of the area’s wisest and bright-
est, eager to gain insight into the nature of the beast, proceeded to investigate the 
animal’s form with senses other than sight. When the elephant was led away, the 
group convened to discuss its nature and discovered to their confusion and dismay 
that each had a very different idea. The one who touched the leg described the el-
ephant in terms of the leg and the one who touched the trunk described it in terms 
of the trunk. An argument ensued as each thought his version was the true version.1 
Lack of sight obstructed their abilities to understand deeply the nature of the beast 
in front of them.

Considering the parable in terms of information literacy (IL) instruction, cur-
ricula and pedagogies that emphasize standards, performance indicators, and out-
comes instead of the learning process as a whole may obstruct student access to 
and deeper understanding of the underlying concepts that make mastery possible. 
In 2015, the instruction librarians at St. Ambrose University (SAU) embarked on a 
process to explore the impact of shifting an Information Literacy 101 course from a 
standards-based to a concept-based curriculum.

St. Ambrose University, diocesan and Catholic with a commitment to fostering 
student engagement and success in the liberal arts, social justice, and service, was 
founded in 1882 in Davenport, Iowa, which is nestled alongside the Mississippi 
River on the eastern border of the state.2 SAU is currently home to approximately 
three thousand undergraduate and graduate students and offers close to eighty major 
areas of study.3 From 1994 to 2000, the SAU librarians administered a not-for-credit 
library skills exercise that all students were required to complete before the end of 
their sophomore year.4 The library skills exercise emphasized technology-related 
searching and basic library knowledge and included tasks that required them to 

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



66 Leslie M. Ross

locate items in the catalog as well as selected library databases. In 2000, the Associa-
tion of College and Research Libraries (ACRL) published the Information Literacy 
Competency Standards for Higher Education, which prompted the library director 
along with the reference librarians to begin the work of building an IL course to 
be added to the general education curriculum.5 In 2001, the SAU General Educa-
tion Committee approved the library’s proposal for a required ten-contact hour, 
one-credit Information Literacy 101 (IL-101) course to replace the existing library 
skills exercise.6 The first IL-101 course was piloted in the spring semester of 2001 to 
a group of adult students in the SAU accelerated learning program (ACCEL); the 
course formally began in the fall of the same year with an instruction team of refer-
ence librarians who based the IL-101 curriculum on the newly minted Standards. 
Though the new course allowed instructional librarians a little more latitude than 
the library skills exercise in terms of covering nontechnical skills, librarians were still 
finding it difficult to engage students and to demonstrate effectively the value of IL-
101 and how the course content related to other academic disciplines.

In 2015, having close to fifteen years’ experience teaching IL-101, the SAU 
instructional librarians noted that the standards, performance indicators, and out-
comes model for IL had limitations. They found that the emphasis on learning 
outcomes narrowed the scope in such a way as to push learning processes out of 
the field of vision. When IL instructors focus primarily on teaching students how 
to do something and neglect the why, they have limited means of assessing whether 
students really understand the conceptual and theoretical frameworks that underpin 
the learned skill(s). When students are not aware of the underlying frameworks, they 
may not perceive how becoming information literate will deepen their understand-
ing of and relation to learning and knowledge creation in all areas of their lives. 
Teaching to competency standards does provide a clear benchmark to assess student 
competency, but a skills-based benchmark, which can be mimicked, does not neces-
sarily indicate a level of mastery or deeper understanding. Expanding the focus from 
the largely skills-based outcomes of the Standards to include threshold concepts 
(gateways), knowledge practices (abilities), and learner dispositions (attitudes and 
mind-sets) provides instructor and student alike with a more holistic view of the 
learning process and expanded opportunities to check for comprehension and make 
cognitive connections.

PROBLEM DEFINITION AND RESEARCH PHASE

IL-101 is a stand-alone course not connected to any major or any other course of 
study. It may be relatively easy to get students to engage in and to do the work it 
takes to pass through troublesome aspects of learning into deeper understanding 
when they are working toward a major in that discipline. Esther Grassian and Joan 
Kaplowitz stress the importance of contextualizing IL instruction and suggest that 
teaching IL in isolation or “in a vacuum” is counterproductive, as students tend to 
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engage more with content that they deem meaningful.7 The Framework for Informa-
tion Literacy for Higher Education provides a foundation for a deeper conversation 
and more opportunities to find meaning. Ann Harlow and Mira Peter looked at 
how introducing threshold concepts into teacher-student discourse and pedagogy 
impacted student learning and found that a thorough exploration of threshold con-
cepts provided a new way to identify and talk about troublesome areas of learning, 
which impacted not only student understanding but also instructor understanding 
and pedagogical approaches.8

In 2015, the ACRL published a Delphi study conducted to identify threshold 
concepts that may be critical for a deeper understanding of topics related to the in-
struction of IL in higher education.9 According to Jan Meyer and Ray Land, within 
each discipline lies a unique set of threshold concepts or “conceptual gateways,” 
which, once grasped, lead to deeper understanding, cognitive growth, and a trans-
formed view.10 In the final iteration of the Framework, the six threshold concepts 
were: Authority Is Constructed and Contextual, Information Creation as a Process, 
Information Has Value, Research as Inquiry, Scholarship as Conversation, and 
Searching as Strategic Exploration.11

METHODOLOGY

An action research plan was developed and deployed to assess the existing IL-101 
standards-based curriculum in order to identify conceptual blind spots that may have 
resulted from an uneven emphasis on learning outcomes over the learning process. 
Action research is a term coined in the 1940s by the social psychologist Kurt Lewin, 
whose theories made a significant impact on the study of organizational behavior. 
Action research is problem based and is designed to allow a researcher to generate 
information or answers to research questions around an existing problem and, at the 
same time, apply the gleaned knowledge toward a solution to the problem.12 The 
action research method was chosen by SAU instructional librarians in order to expe-
ditiously solve an exigent problem. We hypothesized that a curriculum based on the 
Framework rather than the Standards had the potential to impact positively student 
learning as well as student and instructional librarian engagement within the IL-101 
course. The action research process was guided by four primary research questions:

1. How would mapping a standards-based IL-101 curriculum to the Framework 
with its threshold concepts and knowledge practices impact the scope and 
content of the core curriculum?

2. How would mapping a standards-based IL-101 curriculum to the Framework 
with its threshold concepts and knowledge practices impact assignment design?

3. How would adopting a Framework-based curriculum for the IL-101 course 
impact instructional librarian perceptions of experiences and pedagogical 
practices?
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4. How would adopting a Framework-based curriculum for the IL-101 course im-
pact instructional librarian perceptions of student experiences and or learning?

IMPLEMENTATION PHASE

A benefit of using an action research approach was that it was work based, and 
we were able to start collecting data immediately and make changes and course 
corrections along the way. Limitations of this study were that it was designed and 
conducted relatively quickly in order to effect prompt change and, due to the fact 
that the focus group participants constituted a homogeneous group, generalizing the 
findings to a larger or heterogeneous population may be problematic.

The following is the original outline of the implementation phase of the action 
plan:

1. Map curriculum and assignments to the Framework (considering threshold 
concepts and knowledge practices). [Curriculum and assignments mapped at 
the time of this writing]

2. Develop course objectives that incorporate frames and knowledge practices. 
[In progress at the time of this writing]

3. Workshop and develop rubrics for IL-101 (customize the Information Literacy 
VALUE Rubric?)13 and appropriate assignments. [Not started at the time of 
this writing]

The initial implementation of the action plan was a curriculum-mapping project 
conducted by instructional librarians. The planning process was heavily influenced 
by insights gained from research on the use of threshold concepts in pedagogy 
including course design and evaluation14 and on the specific application of thresh-
old concepts to IL instruction.15 The data collection methods used included focus 
groups, observation, and document review.

Curriculum Mapping

Step 1 in the action research plan was to map the existing Standards-based course 
curriculum to the Framework in order to identify and address academic and concep-
tual gaps for purposes of expanding the focus of the course to include concept-based 
learning or abilities in addition to what Grassian and Kaplowitz term “mechanics” 
or skills.16 The curriculum-mapping project was executed via a series of focus groups 
populated by seven SAU instructional librarians and the library director, making our 
sample size eight. (See table 5.1 for the action plan for the first year of the project.)

First, we identified each subject covered in our classes and recorded them on indi-
vidual sticky notes. The notes were collected and sorted into categories by the focus 
group facilitator. The participants then assessed the subjects group by group and 
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assigned category titles that conceptually fit each set. We found that every instruc-
tor regularly taught the following content areas: search, Boolean operators, visual 
literacy, library orientation, citation, evaluation of information, topic development, 
primary and secondary sources, ethical use of information, and the research process. 
We labeled this set core or required content areas for our program. There remained 
four subjects that some, but not all, instructors regularly taught: college writing 
expectations, online privacy issues, multiple literacies, and the news/information 
cycle. We labeled this set optional content areas. The next step was to examine our 
newly minted core content and optional content areas lists in the context of the 
threshold concepts of the Framework and label each content area with the name of 
the threshold concept(s) that best fit. Not surprisingly, each of the content areas we 
identified fit one or more of the threshold concepts. For example, what we labeled 
search was a topic that would conceptually fit within the frames Searching as Stra-
tegic Exploration, Scholarship as Conversation, and Research as Inquiry. Moreover, 
the distribution of the core content areas across the threshold concepts was relatively 
even (see table 5.2).

Next, instructional librarians examined each core content area and created a col-
lective list of assignments and coursework that would fall within the category and 
mapped those assignments to the knowledge practices of relevant threshold concepts. 
It was not until we added the knowledge practices to the map that we began to see 
uneven coverage. For the threshold concept Authority Is Constructed and Contex-
tual, our list included assignments on the following themes: popular versus schol-
arly periodicals, scholarly content and dissertations, Wikipedia exploration, author  

Table 5.1.  Action Plan 2015

June 

1st mtg. 2nd mtg. 3rd mtg. 4th mtg.

Begin series of meetings with IL-101 instructors 

Sticky notes activity: 
instructors 
write subjects 
on individual 
sticky notes; all 
responses grouped 
into categories. 
Categories with 
higher numbers 
of sticky notes 
considered core 
curricular items. 
Outliers considered 
optional curricular 
items.

Map core and 
optional 
curricular items 
to threshold 
concepts. 
Look for weak 
coverage.

Map core and 
optional 
curricular items 
to threshold 
concepts 
looking for 
weak coverage 
(cont.).

Sticky notes 
activity for 
“favorite” 
assignment 
from curricular 
groups that map 
to Authority Is 
Constructed 
and Contextual; 
divide into 
distinct 
assignment 
groupings; map 
each.
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investigation, developing a critical voice, print and online source evaluation, and 
ethical use of information. We considered our list in the context of the knowledge 
practices ascribed to the Authority Is Constructed and Contextual threshold con-
cept, which are:

• define different types of authority, such as subject expertise (e.g., scholarship), 
societal position (e.g., public office or title), or special experience (e.g., partici-
pating in a historic event);

• use research tools and indicators of authority to determine the credibility of 
sources, understanding the elements that might temper this credibility;

• understand that many disciplines have acknowledged authorities in the sense 
of well-known scholars and publications that are widely considered “standard,” 
and yet, even in those situations, some scholars would challenge the authority 
of those sources;

• recognize that authoritative content may be packaged formally or informally 
and may include sources of all media types;

• acknowledge they are developing their own authoritative voices in a particular 
area and recognize the responsibilities this entails, including seeking accuracy 
and reliability, respecting intellectual property, and participating in communi-
ties of practice; and

• understand the increasingly social nature of the information ecosystem where 
authorities actively connect with one another and sources develop over time.17

Table 5.2.  Mapping Standards-Based Curriculum to the Framework

Required content area 
(standards-based) Threshold concept

Search Searching as Strategic Exploration, Scholarship as 
Conversation, Research as Inquiry

Boolean operators Searching as Strategic Exploration
Visual literacy Authority Is Constructed and Contextual, Information 

Creation as a Process, Information Has Value
Library orientation Information Has Value
Citation Authority Is Constructed and Contextual, Scholarship as 

Conversation, Information Has Value
Evaluation of information Authority Is Constructed and Contextual, Scholarship as 

Conversation, Information Has Value
Topic development Scholarship as Conversation, Research as Inquiry, 

Information Creation as a Process
Primary/secondary sources Authority Is Constructed and Contextual, Scholarship as 

Conversation, Searching as Strategic Exploration
Ethical use of information Scholarship as Conversation, Scholarship as 

Conversation, Information Has Value
Research Process Scholarship as Conversation, Research as Inquiry, 

Authority Is Constructed and Contextual
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When we mapped these assignments to the knowledge practices we found that they 
supported the development of certain knowledge practices on the list but neglected 
others. We were doing a great job of teaching to the knowledge practice “use research 
tools and indicators of authority to determine the credibility of sources” (five of the 
seven assignments) but were not effectively supporting the remaining knowledge 
practices (see table 5.3). Notably, the knowledge practice that virtually all of the as-
signments supported is one that may better describe a mechanical skill or outcome 
rather than an ability. In fact, it shares characteristics with Performance Indicator 1 
of Standard 2 of the Standards: “The information literate student selects the most 
appropriate investigative methods or information retrieval systems for accessing the 
needed information.”18 We then continued with the remaining threshold concepts 
and found that within each threshold concept, our Standards-based curriculum sup-
ported well only one or two of the assigned knowledge practices in each grouping.

IMPACT OF THE PROJECT ON ASSIGNMENT DESIGN

The curriculum-mapping project had, as hypothesized, exposed “hidden” conceptual 
structures underlying our core curricular areas and highlighted certain problematic 

Table 5.3.  Assignments Mapped to Knowledge Practices (KPs truncated. See text for 
the full listing.)

Sample assignments ➝ Knowledge practices

A.  Popular vs. scholarly 
periodical assignment

B.  Scholarly content: Dissertation 
assignment

C.  Wikipedia exploration 
assignment

D.  Author investigation 
assignment

E.  Developing critical voice 
assignment

F.   Source evaluation assignment 
G. Ethical use of information

D, F Define different types of authority, 
such as subject expertise  
. . . , societal position . . . , or 
special experience . . .

A, B, C, D, F Use research tools and indicators 
of authority to determine the 
credibility of sources . . .

D, F Understand that many  
disciplines have acknowledged 
authorities . . .

B, F Recognize that authoritative 
content may be packaged 
formally or informally . . .

F, G Acknowledge they are developing 
their own authoritative voices 
in a particular area and 
recognize the responsibilities 
this entails . . .

B, C Understand the increasingly 
social nature of the information 
ecosystem . . .
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assignments, which enhanced not only my vision of the processes of learning but also 
changed some of my core beliefs about what I had been teaching for (at the time) al-
most ten years. After the mapping process, we each took to the classroom to continue 
our exploration of the new (to us) knowledge practices and began to design assign-
ments to fill the gaps that we uncovered. One of the first changes I made after having 
worked so closely with the Framework had to do with the threshold concept Author-
ity Is Constructed and Contextual. I devote a lot of class time to the research process 
and source evaluation and typically assign a number of scaffolded assignments that 
lead to a final, cumulative project that I hope will demonstrate to me that the stu-
dents have the skills, abilities, and attitudes needed to be able to effectively recognize, 
evaluate, and make sense of what they see, feel, hear, or touch as well as what others 
have said, written, or demonstrated. A recurring phenomenon that I have noticed 
over the years is students who turn in technically correct work, like an annotated 
bibliography, which requires skills as well as abilities, but who, when pressed, cannot 
tell me what they learned, how they learned it, and why it is important. This is why 
the first assignment that garnered my attention had to do with source evaluation and 
evaluation criteria. I had been using the CRAAP test rubric, which asks students to 
evaluate sources by applying the following criteria: currency, relevance, authority, 
accuracy, and purpose.19 I noticed students sometimes selected sources that fulfilled 
all the criteria, but in the end were not suited to the assignment. After studying the 
Authority Is Constructed and Contextual section of the Framework, I realized that 
the element of the CRAAP test that was the most problematic for my students was 
authority—not that it didn’t belong, but that it may have been in the wrong place. In 
the context of the CRAAP test, authority refers mostly to the creator of the content 
and the creator’s credentials. In the context of the Framework, authority is considered 
a foundational concept. I was thus inspired to begin to experiment with different sets 
of evaluation criteria in my classes. Instead of asking students to evaluate sources, the 
new list of criteria I created asks them to determine the authority of resources. On the 
current iteration of the rubric, the criteria are context, suitability, origins, and pack-
aging. I begin the lesson by reading the Authority Is Constructed and Contextual 
threshold concept and follow it up with a class discussion. I have noticed that since 
I made this change, my students struggle less with this assignment. It may be that 
the addition of concepts to mechanics makes it easier to understand but it may also 
be that I understand it on a deeper level and have become better able to teach it and 
check for understanding before moving on to the next subject.

PARTICIPANT REFLECTIONS

Since the launch of the curriculum mapping project in 2015, the SAU instructional 
librarians have had ample time to study the Framework and to implement curricular 
and pedagogical changes aimed to expand the focus from the largely skills-based 
outcomes of the Standards to include threshold concepts (gateways), knowledge 
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practices (abilities), and learner dispositions (attitudes and mind-sets). The instruc-
tional librarians were asked to reflect back on the research process by answering a 
series of written survey questions about their experiences since the project began. 
Instructional librarians feel the impact of the shift to the Framework in different 
ways and at different levels: for one instructor, pedagogy has changed the most; for 
another, classroom communication; and for yet another, the shift has precipitated a 
change in worldview. SAU instructional librarians started this conversation almost 
five years ago, but the following responses to the survey questions reveal that we are 
nowhere near the end of the discussion.

Follow-Up Q & A with Instructional Librarians (IL) from January 2019 
(mapping project began in 2015)

1. Please describe any successes you have observed in class, or instances of greater 
understanding or engagement on the part of the students since the Framework 
curriculum mapping project began:

“The infographic process makes quite a few students have a light bulb go off and 
they say it is a very useful thing.”—IL1

“This is perhaps a mixed example, but one that I think is important as being 
related to the above discussion. My discussion of plagiarism now incorporates 
more material relating to copyright & public domain as a means of opening up 
the discussion to societal and legal concerns they might have heard about in 
other venues, while contrasting legality vs. ethicality in a manner which opens 
up to a broader discussion about the ethical uses of information. Students often 
seem more engaged when they’re able to discuss these ethical issues in terms/
discussions they have had outside the classroom, and relating and contrasting 
them to the issue of plagiarism in an academic setting provides greater context 
to why plagiarism is an important issue to engage with.

“At the same time, this greater context serves to muddy issues that previously 
seemed more straightforward. Contrasting legality with ethics conflates the two 
for some students, and they mistakenly feel that if something is legal it’s ethical. 
As a result, a previously intuitive ethical understanding about, say, the public 
domain (‘using others people’s work is wrong’) becomes an incorrect view (‘you 
can legally copy other people’s work so it’s not plagiarism’).

“Now, it’s possible that this is because I present the information confusingly, 
or in an inefficient manner—I’d like to think that’s not the case, but there has to 
be some reason why the class average on the homework for this topic has gone 
down (although don’t ask me for hard numbers on that). However, the students 
who do well on the assignment are exhibiting much more nuanced explanations 
on the homework.

“On reflection and after writing this out, perhaps it’s just an unqualified 
success, and my previous approach to the topic was less discriminating than 
I thought it was. Either way, I consider this an overall success, as I feel like 
the answers that I’m seeing convey more thought and consideration than they  
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previously did, and the class as a whole is definitely more engaged with classroom 
discussion on the topic than previously was the case.”—IL2

“For the past few semesters, I’ve had students write a response paper at the end 
of the class reflecting on the Framework. I ask them to address what frames have 
been the most beneficial to their learning (with examples) and which frames they 
understand least. The overwhelming majority have taken this assignment seriously 
and really contemplated their learning—much more so than when I had asked 
them to write a reflection about their learning without the Framework. I feel like 
the Framework helps students understand the heft of information literacy. They see 
that’s it’s not just ‘library research’ but much more of a life skill.”—IL3

2. Do you feel more engaged as an instructor? Why or why not?

“Yes, because it is not just a boring cookie-cutter skill exercise—one has to 
develop paths to draw out students’ own realizations of what undergirds the 
skills.”—IL1

“I do, as I feel freed to engage with the more conceptual aspects of information 
literacy in the classroom. While my previous approach focused on clarity in the 
final product, I feel myself moving more towards instilling a comfort with am-
biguity or contextual understanding in the students as being a valuable aspect of 
the class. This requires greater engagement on the part of the students, which can 
be a barrier when there’s a disconnect between myself as an instructor and the 
class. But, as the lows may be lower—the highs are also higher.”—IL2

3. Do you feel you have a greater understanding of the content you are teaching? 
Why or why not?

“I feel I have a better grasp, in terms of being able to better articulate the impor-
tance of [information literacy].”—IL1

“Yes, although I also question how much of that is simply becoming more com-
fortable/confident as an instructor. This position was my first to have a formal 
teaching component, and I had less than three years’ experience before the 
Framework was introduced. As such, I don’t know how much of my understand-
ing comes from the freedom offered by the Framework, and how much comes 
from simply gaining more experience with what does and doesn’t work in the 
classroom in general.”—IL2

4. Please describe any feelings you have had about the course content you are 
teaching that have changed for better or worse since the Framework curriculum 
mapping project began:

“I feel that it has been a change for the better overall, but I do feel that I do not 
teach citation as closely as I used to, element by element and I see that there is 
not as much time to do that in the [Framework] type class”—IL1
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“I’m feeling more conflicted about working with information where I’m requir-
ing engagement with particular types of materials (i.e. specifically looking for 
books or journal articles). I feel like I’m trying to thread a needle between pro-
viding guidance for what resources might be most appropriate at different stages 
while still trying to instill dispositions such as ‘resist the tendency to equate 
format with the underlying creation process’ or ‘recognize that authoritative 
content may be packaged formally or informally and may include sources of all 
media types.’

“This, I feel, points to the aspects of a Framework orientation that I most 
struggle with—I love the focus on information literacy as being a frame of 
mind, of being an orientation towards [or] mode of thought. It’s a frame that 
systematizes and reinforces the value of information literacy as a fundamental 
component of a liberal arts education. However, I struggle with imparting this 
information in the context of a class which also needs to include skills-based 
instruction. The focus on contextual understanding, on students being able to 
evaluate and process their own needs and strategies based off of a multitude of 
information streams can conflict with ensuring that they have the basic skills 
required to begin their searching.”—IL2

“Overall, the Framework has increased my sense of the importance of infor-
mation literacy and also expanded my ideas of what [information literacy] is. 
Although it’s hard for me to separate my use of the Framework and the current 
sociopolitical climate—both of them contribute to my strong belief in the need 
for [information literacy]. I will say that I’ve moved to focusing on [information 
literacy] as a life skill, not just a college skill and I think the Framework supports 
that.”—IL3

CONCLUSION

SAU instructional librarians noticed that some students struggled to see how the 
standards-based course outcomes of IL-101 related to their scholarship as a whole 
and observed that the perceived disconnect may have led to a devaluation of the 
course in their minds and lower levels of learning and engagement. One advantage 
of viewing IL through the theoretical lens of threshold concepts is that it provides 
a framework for IL instruction, which brings to the fore central concepts that, 
once grasped, can lead to deeper understanding of the subject matter on the part 
of the student but also an expanded view of the student learning environment on 
the part of the instructor. We thought that a successful shift to the Framework-
based approach to IL instruction had the potential to increase student learning and 
engagement in IL-101 as well as other courses. Through the implementation of 
the curriculum-mapping project, we were able to expand our view of the learning 
process to include threshold concepts (conceptual gateways), knowledge practices 
(abilities), and learner dispositions (attitudes and mind-sets), and gain insight into 
pedagogical approaches, including new assignments, that have the potential to  
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improve student engagement and learning. The process has also stimulated a rich 
and ongoing discourse among the SAU instructional librarians, and we hope to 
continue the conversation well into the future. Going forward, we plan to continue 
the work we started in 2015 and expand the conversation to the campus community 
as a whole. Incorporating the Framework into our dialogues with SAU faculty, staff, 
and students may allow us to find points where our threshold concepts intersect 
with those of other disciplines, thus highlighting the most natural areas of potential 
collaboration across disciplines.

NOTES

 1. Paul Carus, Amitabha: A Story of Buddhist Theology (Chicago: Open Court, 1906), 
110–11.

 2. St. Ambrose University, “History of SAU,” https://www.sau.edu/about-sau/at-a 
-glance/history-of-sau.

 3. St. Ambrose University, Official Report Date [Enrollment] Data—Fall and Spring, 
https://mysau.sau.edu/UniversityServices/IRA/Student%20Outcomes%20Data/2018%20
Stat%20Pak%20as%20of%2012.20.18.pdf.

 4. Mary Heinzman, e-mail message to author, January 17, 2019.
 5. Association for College and Research Libraries, Information Literacy Competency Stan-

dards for Higher Education, https://alair.ala.org/bitstream/handle/11213/7668/ACRL%20
Information%20Literacy%20Competency%20Standards%20for%20Higher%20Education 
.pdf.

 6. SAU General Education Committee, “Committee Report: 4 February 2000.” 
 7. Esther S. Grassian and Joan R. Kaplowitz, Information Literacy Instruction: Theory and 

Practice (New York: Neal Schuman, 2001), 10.
 8. Ann Harlow and Mira Peter, “Mastering Threshold Concepts in Tertiary Education: ‘I 

Know Exactly What You Are Saying and I Can Understand It but I’ve Got Nowhere to Hook 
It,’” Waikato Journal of Education 19, no. 2 (2014): 8.

 9. Lori Townsend et al., “Identifying Threshold Concepts for Information Literacy: A 
Delphi Study,” Communications in Information Literacy 10, no. 1 (2016): 23–49.

10. Jan Meyer and Ray Land, “Threshold Concepts and Troublesome Knowledge (1): 
Linkages to Ways of Thinking and Practicing within the Disciplines,” in Improving Student 
Learning: Diversity and Inclusivity, ed. Chris Rust (Oxford: Oxford Centre for Staff and Learn-
ing Development, 2003), 5–6.

11. Association for College and Research Libraries, Framework for Information Literacy for 
Higher Education, http://www.ala.org/acrl/standards/ilframework.

12. Heather Skinner, “Action Research,” in Formative Research in Social Marketing, ed. 
Krzysztof Kubacki and Sharon Rundle-Thiele (Singapore: Springer, 2017), 11.

13. Association of American Colleges and Universities, “Information Literacy VALUE 
Rubric,” https://www.aacu.org/publications-research/publications/information-literacy-value 
-rubric.pdf.

14. Ray Land et al., “Threshold Concepts and Troublesome Knowledge (3): Implications 
for Course Design and Evaluation,” in Improving Student Learning: Diversity and Inclusivity, 
ed. Chris Rust (Oxford: Oxford Centre for Staff and Learning Development, 2005), 53–64; 

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use

https://www.sau.edu/about-sau/at-a-glance/history-of-sau
https://www.sau.edu/about-sau/at-a-glance/history-of-sau
https://mysau.sau.edu/UniversityServices/IRA/Student Outcomes Data/2018 Stat Pak as of 12.20.18.pdf
https://mysau.sau.edu/UniversityServices/IRA/Student Outcomes Data/2018 Stat Pak as of 12.20.18.pdf
https://alair.ala.org/bitstream/handle/11213/7668/ACRL Information Literacy Competency Standards for Higher Education.pdf
https://alair.ala.org/bitstream/handle/11213/7668/ACRL Information Literacy Competency Standards for Higher Education.pdf
https://alair.ala.org/bitstream/handle/11213/7668/ACRL Information Literacy Competency Standards for Higher Education.pdf
http://www.ala.org/acrl/standards/ilframework
https://www.aacu.org/publications-research/publications/information-literacy-value-rubric-pdf
https://www.aacu.org/publications-research/publications/information-literacy-value-rubric-pdf


 From Standards to Threshold Concepts, Knowledge Practices, and Learner Dispositions 77

Meyer and Land, “Threshold Concepts and Troublesome Knowledge (1),” 1–16; Jan Meyer 
and Ray Land, “Threshold Concepts and Troublesome Knowledge (2): Epistemological Con-
siderations and a Conceptual Framework for Teaching and Learning,” Higher Education 49, 
no. 3 (2005): 373–88; Jan Meyer, “‘Variation in Student Learning’ as a Threshold Concept,” 
Journal of Faculty Development 26, no. 3 (2012): 8–13; Harlow and Peter, “Mastering Thresh-
old Concepts in Tertiary Education,” 7–23.

15. Townsend et al., “Identifying Threshold Concepts for Information Literacy,” 23–49; 
ACRL, Framework; Trudi Jacobsen and Craig Gibson, “First Thoughts on Implementing the 
Framework for Information Literacy,” Communications in Information Literacy 9, no. 2 (2015): 
102–10.

16. Grassian and Kaplowitz, Information Literacy Instruction, 9.
17. ACRL, Framework.
18. ACRL, Standards.
19. Meriam Library, California State University, Chico, Evaluating Information—Applying 

the CRAAP Test, September 17, 2010, www.csuchico.edu/lins/handouts/eval_websites.pdf.

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use

http://www.csuchico.edu/lins/handouts/eval_websites.pdf


78

6
An Idea That Sells Itself: The 
Framework as a Partnership Guide  
and Faculty Marketing Tool
Sarah Steele, Steve Bahnaman, Brooke Taxakis, Ron Epps,  
and Elizabeth Dobbins

The Association of College and Research Libraries’ (ACRL) Framework for Infor-
mation Literacy for Higher Education was adopted in 2016 with the intention of 
promoting a “richer, more complex set of core ideas.”1 Those core ideas were in-
tentionally designed to have diverse applications across the array of disciplines in 
higher education. Instead of a set of specific competencies for using library resources, 
adaptable threshold concepts were incorporated as the six frames of the Framework.2 
Many librarians and researchers have noted that the Framework provides librarians 
with language about information literacy more in line with faculty members’ ongo-
ing concerns about critical thinking, contextual pedagogy, and metaliteracy.3 Upon 
adopting Framework language for our own Information Fluency Plan,4 Campbell 
University Libraries has found that the frames’ language enables us to justify and cre-
ate collaborative instructional projects. This chapter will detail some experiences we 
have had partnering with faculty members to teach the Framework, and our choice 
to use it as a marketing tool.

LITERATURE REVIEW

The Framework and Its Vocabulary

For Campbell librarians, the Framework has proved a valuable tool for engaging 
faculty because of its conceptual vocabulary.5 Though not without dissent, the pre-
vailing opinion on the Framework seems to be that it replaced concrete outcomes 
present in the preexisting Information Literacy Competency Standards with more flex-
ible but broader literacy goals.6 These concepts align with faculty members’ overall 
goals in critical-thinking instruction. 
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For example, one of the most substantial additions to the Framework is the con-
cept that Scholarship Is a Conversation, which emphasizes the idea that sources’ 
credibility or validity can be challenged in a variety of different ways, while the Stan-
dards stressed that students should look for ways to determine validity and authority. 
Many respondents to Jonathan Cope and Jesús E. Sanabria’s 2014 study of faculty 
members, conducted before the Framework was released, noted that students were 
conditioned to accept information that came from institutional authorities, while 
faculty members would prefer students to realize that even peer-reviewed scholar-
ship often includes disagreement.7 The Framework’s introduction of Scholarship Is 
a Conversation therefore seems an ideal theme for a librarian who wishes to engage 
with faculty members who may have felt underserved by previous conversations 
about information literacy. 

Similarly, writing professors have been teaching “writing as a process” for many 
years; the Framework defines the frame Information Creation as a Process in a 
similar way, emphasizing iterative choices instead of a start-to-finish set of informa-
tion goals.8 These are just two major examples of the Framework’s opportunities for 
engaging with faculty members on thematic vocabulary. Many other voices in the 
library field have also identified the Framework as providing vocabulary for faculty 
and librarian goals to align more closely.9

Collaboration with Faculty

Even at the most basic level of the one-shot instruction session, librarians at most 
institutions rely heavily on collaboration with departmental faculty. Librarians must 
secure faculty members’ class time and demonstrate value in order to be called upon 
semester after semester. However, the Framework—with its longer-term and more 
thoroughgoing goals—has necessitated deeper engagement with faculty members 
and an increased emphasis on assignment design and larger concepts of metalit-
eracy.10

The concept of embedded librarianship grew rapidly in the 2000s and early 
2010s. Librarians would attach themselves to classes via courseware and find other 
social media outlets through which to engage students on a semester-long basis.11 
Many different goals, including increased librarian visibility and student engage-
ment, were met by this trend of engaging via software, but as time went on the 
longitudinal aspects were more emphasized; what was “embedded” often was not 
the librarian, but the skills and concepts building toward information literacy over 
time.12 As the Framework has pushed the idea that information literacy is “a more 
sophisticated and contextual concept relevant to student learning throughout their 
academic careers,” the library instruction field has grown increasingly aware of the 
need for more long-term interaction with students.13

The Framework and information literacy itself do not intrinsically engage faculty 
members. Librarians’ successful outreach to departmental faculty has always relied 
on good liaison relationships.14 A great deal of research is still being conducted to 
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help librarians determine what faculty members generally value, and what they value 
with respect to certain types of assignments.15 

Marketing of Information Literacy Services

Perhaps surprising to those new to the field, the current scholarly landscape within 
academic librarianship includes a thriving conversation about marketing. Whether 
through professional conferences like the Library Marketing & Communications 
Conference or in published journal articles and books, librarians are grappling with 
how best to market library services and resources to faculty members, students, and 
administration. 

In daily work, librarians incorporate marketing tasks, which may vary from small 
projects like designing a poster promoting an event to planning and executing stra-
tegic campaigns. A 2014 study found that 38 percent of academic library job listings 
included a marketing-related job duty, while only 11 percent of the total job listings 
required or preferred experience with marketing.16 These job postings included posi-
tions across the spectrum of the library organization. We can infer from this, and 
from other studies with similar results, that librarians are actively involved in market-
ing library services and resources, but may have little formal training in marketing 
to support their efforts.17

One might argue that, regardless of our job description, librarians are marketing 
the library every day, in each reference desk interaction, library instruction session, 
or conversation with a faculty member.18 Of particular importance for librarians is 
relationship marketing, which emphasizes the importance of developing relation-
ships with customers that allow the librarian to perceive their needs in order to better 
support them and make them feel welcome.19 Relationship marketing with teaching 
faculty members is crucial for establishing longitudinal partnerships in information 
literacy instruction. In fact, many libraries have developed library liaison programs 
to structure the development of personal relationships between a librarian and an 
academic department. Campbell’s library instructors have found that our preexist-
ing positive relationships with faculty members proved most fruitful for engagement 
with the Framework, but that the Framework’s conceptual vocabulary encouraged 
deeper collaboration by meeting faculty members’ needs, as demonstrated by our 
experience.

CASE STUDY

The case study described in this chapter illustrates how the ACRL Framework vo-
cabulary resonates with faculty members’ own research and teaching objectives. It 
has been our experience that when faculty members read the knowledge practices 
and dispositions described in the Framework, they see themselves as researchers, and 
they also see a road map for developing their students as researchers.
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In March 2016, an influential English professor on Campbell University’s campus 
was first exposed to the ACRL Framework at the Council of Independent Colleges 
(CIC) Information Fluency in the Disciplines Workshop.20 This workshop, cospon-
sored by the ACRL, is offered yearly to independent colleges and brings together dis-
ciplinary faculty, librarians, and administrators to collaborate on improving student 
learning. Having just been formally adopted by ACRL in 2016, the Framework was 
entirely new to most participants in the March 2016 workshop. 

At the CIC workshop, the language of the Framework resonated with Dr. Sherry 
Truffin, associate professor of English and chair of the General College Curriculum. 
Joined by her team of colleagues, she revised an existing assignment in her ENGL 
300: Literary Research and Criticism class. Of the workshop, she said:

One presentation about emphasizing the research process in an upper-division English 
class was really inspirational to me. The professor had developed a series of scaffolded 
assignments designed to “force” students to have a more robust research process. The big 
thing . . . was comparing how students do research to how we want them to do research. 
Some of what I got out of the conference was getting students to articulate what it is 
that they do when they research and then trying to move them toward the Framework.21

For Dr. Truffin’s ENGL 300 classes, this articulation of the research process ma-
terialized in a required electronic Research and Writing Log maintained in Google 
Forms and shared between librarian Sarah Steele and the professor.22 Questions in 
the form included:

1. Name
2. Date
3. Time/duration of writing or research
4. Detailed description of activity (Example: search terms, techniques, sources 

consulted and why, etc.)
5. Success and failures of process
6. Research Question Check (Do you need to adjust your research question?)
7. Information Fluency Framework: Which frame(s) apply to the work you just 

completed? Mark all that apply.
a. Scholarship as Conversation
b. Information Creation as Process
c. Information Has Value
d. Research as Inquiry
e. Authority Is Constructed and Contextual
f. Searching as Strategic Exploration

In the log, students took the time to reflect on their research processes. When 
students slowed down, documented their successes and failure, and reflected on the 
Framework, they showed evidence of maturing as researchers. One student, with 
more than twenty-nine log entries, went on to win an award for her research paper 
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at the library’s annual academic symposium for student research, showcasing some 
of the best projects completed on campus.23 Participation in the symposium involves 
nomination by a faculty member and selection during a blind review process.

The Research and Writing Log proved useful. Both the librarian and English in-
structor monitored student responses to the Research and Writing Log throughout 
the semester. At the end of the semester, it was possible to assess whether students 
displayed the following knowledge practices and dispositions by using the students’ 
responses within the Research and Writing Log:

• Information Has Value
 ű Disposition—Student values the skills, time, and effort needed to produce 
knowledge.

• Research as Inquiry
 ű Knowledge Practice—Student deals with complex research by breaking com-
plex questions into simple ones.

 ű Disposition—Student demonstrates intellectual humility (recognizes their 
own intellectual or experiential limitations).

• Searching as Strategic Exploration
 ű Disposition—Student understands that first attempts at searching do not 
always produce adequate results.

 ű Disposition—Student seeks guidance from experts, such as librarians, re-
searchers, and professionals.

While neither the Framework knowledge practices nor the dispositions were created 
with the intent to be used as course learning outcomes, we have found that it is pos-
sible to treat them as such.24 In our Information Fluency Plan, the knowledge practices 
and dispositions are numbered and lettered for easy reference.25 In their lesson plans, 
librarians phrase these as learning outcomes and design rubrics to measure these learn-
ing outcomes when conducting authentic assessment of students’ work. For example, 
in the classroom presentation, the librarian modeled how to persist through perceived 
failure when researching. The Research and Writing Log entries revealed students’ 
success in doing so. This learning outcome was evaluated using Searching as Strategic 
Exploration Disposition 6b in the rubric: “Student understands that first attempts at 
searching do not always produce adequate results” (table 6.1).

The Partnership

The professor chose to introduce the Framework directly to her students in class 
rather than having the librarian do so. Her choice illustrates how much the Frame-
work’s vocabulary resonated with her teaching objectives. A simple library handout 
with our Information Fluency Plan graphics supplemented that discussion.26 The 
English professor also taught the distinctions between the various lenses of literary 
criticism, as they were the focus of the course.
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In the middle of the semester-long project, the librarian gave a presentation titled 
“The ‘Failed’ Search” to model how students might persist when common research 
hurdles present themselves. Using students’ research questions, the librarian modeled 
searches for literary criticism in the library catalog and in various databases (JSTOR, 
Literature Criticism Online, Literature Online, MLA International Bibliography, 
and PsycARTICLES). The course LibGuide, designed by the librarian, pointed 
students toward these resources.27 As problems with keywords or issues of access 
presented themselves, the librarian helped troubleshoot individual searches with the 
ENGL 300 students and modeled how to persevere through perceived failure.

After this presentation, the librarian continued to be involved in students’ work by 
monitoring the Research and Writing Log and facilitating one-on-one research con-
sultations. The individualized and specific insight gained from reading the Research 
and Writing Log entries was critical to the librarian’s understanding of the students’ 
search processes and greatly improved the quality of individual consultations.

Assessment of the ENGL 300 Partnership

We chose a multifaceted and very thorough approach to assessing this partnership, 
as it was serving as a kind of pilot for this level of collaboration. Assessment included 
a student satisfaction survey, a faculty feedback survey, authentic assessment of stu-
dents’ final papers, and a reflective essay written by each student. Student feedback 
shared in the student survey about “The ‘Failed’ Search” library presentation was 
positive. A sample of open comments from the survey are provided below:

Q: What was the most useful thing you learned in this session?
A: “Learning about the databases”

Table 6.1.  Excerpt from ENGL 300 Rubric

Searching as Strategic Exploration

Dimension Exemplary (4)
Accomplished 

(3)
Developing 

(2)
Beginning 

(1)

Disposition 
6b—
Student 
understands 
that first 
attempts at 
searching 
do not 
always 
produce 
adequate 
results.

Failed search 
attempts were 
acknowledged 
as such in 
research log 
and a plan to 
persevere was 
articulated.

Failed search 
attempts were 
acknowledged 
as such in 
research log.

Student tried 
similar 
search over 
and over 
without 
recognizing 
it as a failed 
search 
attempt.

Student 
uses 
the first 
results 
that they 
uncover.
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A: “How to use the interlibrary loan system”
A: “I learned how to refine my searches, while also learning that a failed attempt is 

okay.”
A: “I learned how to rephrase initial search questions to gain more search results.”

Likert scale responses in the same student survey revealed that 100 percent of 
students “Agreed” or “Strongly Agreed” that the information presented was useful 
to their work as students and that they learned something new.28 These results are 
important considering that the students in this bridge course are sophomores and 
juniors, so they have already had at least one, but usually several, library sessions in 
their academic career. In the end, 91.6 percent of students reported feeling comfort-
able beginning their research after the library presentation. Those who gave lower 
scores for the “I feel comfortable beginning my research” question had an opportu-
nity to increase their confidence during subsequent personalized research consulta-
tions with the librarian.

Faculty feedback about the presentation was also positive. Of the library presenta-
tion, the professor wrote:

This session was EXTREMELY helpful. I was especially pleased with the focus on per-
sisting through failed searches and the use of students’ actual research questions/topics. 
(ENGL 300 professor, fall 2016)

Students’ final papers were assessed using a Framework-focused rubric.29 In ad-
dition to the knowledge practices and dispositions assessed using the Research and 
Writing Log, the following knowledge practices and dispositions were assessed using 
the students’ papers:

• Scholarship as Conversation
 ű Knowledge Practice—Student cites the contributing work of others in their 
paper.

 ű Disposition—Student sees his/her self as contributor to the scholarly conver-
sation rather than only a consumer of it.

Authentic assessment results placed students, on average, at the “Accomplished” 
benchmark for this bridge course for English majors, a highly positive result. As-
sessment results reflected a need for only a few modifications. In order to guide 
students to apply Research as Inquiry knowledge practices, the professor added 
this question to the Research and Writing Log: “Have you discovered or developed 
new sub-questions related to your research question?” The librarian noted the need 
to be more proactive in reaching out to students who are struggling in a few ways: 
forwarding Research and Writing Log entries that are “red flags” to the professor; 
suggesting sources, search terms, or databases to students when they are struggling; 
and sending group e-mails to students to encourage them with research-related tips.
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At the end of the course, students wrote reflective letters to future ENGL 300 
students. Reflecting on their own writing process for a paper titled “Unclean: Flan-
nery O’Connor’s Depictions of PTSD in Wise Blood,” one student expressed how the 
Framework changed their understanding of scholarship:

In the past, I have struggled with finding relevant articles, especially for assignments re-
quiring a significant quantity of sources. Especially helpful in this development was the 
Framework for information literacy. After learning the Framework, I feel that I now have 
a different concept of research and academic work . . . I now believe that information 
effects [sic] understanding and knowledge, which are tools to interpreting the world that 
we live in. (ENGL 300 student, fall 2016)

The professor told colleagues that, overall, she felt that the research component 
of this class is the strongest she has experienced in her teaching career. We recorded 
a YouTube interview with Dr. Truffin in order to capture her positive perception of 
the partnership, which can also serve as future material for marketing to faculty.30 
This ENGL 300/library partnership continued in fall 2017 and was used as a model 
during fall 2018 when ENGL 300: Literary and Research Analysis was taught by a 
different professor.31 The assessment results in this course were telling and the news 
of the Framework began spreading.

More Framework Partnerships Flourish

This successful partnership has led to further promotion of the ACRL Framework 
among Campbell University faculty. In its spring 2017 issue, Dr. Truffin contributed 
an article to Newsline titled “Collaborating to Nurture Scholarship.”32 Newsline is 
a library newsletter distributed each semester to Campbell University’s Friends of 
the Library and also to every faculty member on campus, making it a great place to 
spread the word about the ACRL Framework to university faculty. 

In the same year, Dr. Truffin and librarian Sarah Steele received a Council of In-
dependent Colleges Information Fluency in the Disciplines Grant, a follow-up grant 
to the CIC Workshop, allowing them to lead a summer 2018 workshop on campus 
for faculty entitled A Research Mindset: Helping Students Shift from Compliance 
to Discovery. Details of their recent ENGL 300 partnership were shared during the 
two-day workshop, along with various Framework exercises. Learning outcomes for 
the two-day workshop included:

• Participants will become conversant in the American Library Association’s 
Framework for Information Literacy.

• Participants will recognize the value of the Framework in shaping scholarly at-
titudes, skills, and habits.

• Participants will construct or revise a research assignment informed by the 
Framework for Information Literacy.
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Ten university faculty members in the humanities were offered stipends for at-
tendance and were introduced to the language of the Framework. Participants were 
granted time to work with liaison librarians to revise an existing research assignment 
challenging students to exhibit knowledge practices and dispositions from the ACRL 
Framework. These faculty members walked out of the workshop ready to apply the 
Framework as they partner with librarians to develop their students as researchers. 

One product of the workshop came at a time when the library and campus com-
munity were celebrating the 200th anniversary of Mary Shelley’s Frankenstein. One 
of Campbell’s English adjunct faculty members used what she learned in the sum-
mer workshop to design a “Frankenfolio” for students. Much like Dr. Truffin, this 
professor scaffolded assignments while partnering with a librarian to teach important 
Framework concepts such as how to search strategically for reference sources and 
secondary sources.33

In addition, the cross-disciplinary conversations among humanities faculty in the 
summer workshop helped a Christian studies professor realize that his undergradu-
ates had already been exposed to the frame Scholarship as Conversation in freshman 
English. In response, he chose to further develop his undergraduates’ knowledge 
practices within this frame as they engage with medieval theological texts. As was 
modeled in ENGL 300, this professor plans to require research consultations with 
the Christian studies library liaison and will scaffold the writing assignment.

Keeping the Momentum Going

Out of genuine interest, our original faculty partner continues to advocate for 
the use of the ACRL Framework to colleagues on campus. She will be incorporating 
Framework exercises in her upcoming Honors Program pedagogy workshop and is 
also interested in coleading another Research Mindset workshop with a librarian for 
faculty on campus in the humanities and social sciences. 

Because the Framework is the core of its Information Fluency Plan and because 
it resonates so well with faculty partners, the library has developed a number of 
marketing materials to expose its vocabulary to our faculty.34 The next section of this 
chapter introduces library marketing materials designed with visual elements that 
help communicate the Framework to faculty and students.

MARKETING THE FRAMEWORK, MARKETING OURSELVES

In conversations with faculty members, librarians often emphasize the library as 
a service unit on campus, and rightly so. Librarians support faculty teaching and 
research; provide physical space for student collaboration, learning, innovation, and 
exploration; and often serve as trailblazers for trends in higher education, such as 
Open Educational Resources, educational technology, or scholarly communication. 
Less often, however, do librarians craft a narrative of the library as a true instruc-
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tional partner with our own set of learning outcomes, threshold concepts, and cur-
ricular goals that can dovetail with an academic department’s learning goals.

We observed firsthand that the Framework inspired deeper collaboration with Dr. 
Truffin because its vocabulary resonated with her feelings and goals about research. 
The Framework presents information literacy using vocabulary and outcomes in 
the same way that an academic department might present its subject matter. The 
Framework helps to position librarians as key partners for teaching conscientious and 
intentional research. While by no means a silver bullet, the Framework better com-
municates what librarians teach in a way that resonates with faculty members and 
presents a more nuanced reflection of the information landscape. 

The positive response of faculty members to the Framework language, as described 
in the case study, inspired the library to view the Framework itself as a marketing tool. 
Rather than librarians working to sell the Framework, we find that the Framework’s 
language helps to sell the library to faculty members. To support conversations with 
faculty, we have created new promotional materials that directly utilize Framework 
language. These include a revised Information Fluency Plan website (figures 6.1 and 
6.2), faculty resources handout, and a set of Framework posters for library instruc-
tion, which are detailed below and available under a Creative Commons license at 
http://library.campbell.edu/framework-for-librarians.

Figure 6.1.  Information Fluency Plan website
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Information Fluency Plan Website

Librarians began by revising our Information Fluency Plan webpage for faculty, 
which was introduced to faculty members at faculty orientation. We worked to 
condense the lengthy ACRL Framework document into a concise summary page 
that faculty members could quickly digest. This page provides a key, one-sentence 
description for each frame (figure 6.1), and invites faculty members to click in to 
read a list of knowledge practices and examples of how we teach to each frame (figure 
6.2). Our goal was to preserve the strong theoretical foundations of the Framework 
while providing practical examples of how we teach this frame in a representative 
library session. The practice of aligning existing lesson plans with the new Framework 
reiterated, for us, that the changes introduced by the Framework were more about 
how we talk about information literacy instruction than how we teach it. 

Faculty Resources Handout

The faculty resources handout (figure 6.3) details how the library supports faculty 
teaching and research and highlights the Framework, including a brief description of 
each frame with information about our library instruction program. The handout 
is included with some of the first informational materials new faculty members re-

Figure 6.2.  Information Fluency Plan website
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ceive from their library liaison. It is also distributed at faculty orientation and other 
venues.

Framework Posters for Library Instruction Classroom

As mentioned in the case study, some librarians and faculty members are directly 
incorporating Framework language into the way they teach the research process. To 

Figure 6.3.  Faculty Resources Handout
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support this instruction, we designed a set of six posters (figure 6.4), each highlight-
ing a frame, to hang in our primary instruction room. Students are the target audi-
ence for these posters, which use graphics and three leading questions to convey the 
main idea of each frame.

Frame Icons

The library also designed a set of icons (figure 6.5) for the Framework. These icons 
were consistently used across Framework promotional materials and are also Creative 
Commons licensed.

CONCLUSION

Like many libraries, Campbell’s internal conversations about the Framework started 
with the common observation that the Framework, especially in its complete form, 
feels overwhelming and is not deliverable entirely by the library. Not every faculty 
member will be as impressed by and engaged with the vocabulary of the Framework 
as Campbell’s faculty partner in the English department. That said, in our experi-
ence the Framework does resonate with the needs faculty members see in students’ 

Figure 6.4.  Posters
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research. It also inspires enough individual faculty members that we believe there 
are partners at most institutions ready to get excited about the possibilities. The 
Framework fits with the broader goals of higher education institutions at this time: 
to create students with discernment and critical thinking skills. It also resonates with 
faculty members’ own research and teaching objectives.

Even as it stretches our capabilities and aims, the Framework lays the foundation 
for a conversation about instructional partnerships. While the cornerstone of our 
instructional outreach is still relationship-building, the Framework has helped us to 
build new relationships and strengthen existing ones. It sells itself because it feels 
authentic. We are no longer advocates for library skills as much as advocates for 
students, and the Framework helps faculty to see how.
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7
Teaching the Framework  
Using an Online Tutorial
Leanna Fry Balci and Peter J. Rich

Two common information literacy problems that librarians face are: (a) how to ef-
fectively train a large number of students in very little time and (b) how to keep 
information literacy instruction consistent across different instructors. This chapter 
presents a case study in which using the Framework helped to address these chal-
lenges at a large private university in the western United States.

Every year, approximately forty-seven hundred upper-division students enroll in 
the university writing program’s required advanced writing course. Each of these 
students visits the university library for only one fifty-minute session during the 
semester. Originally, students were required to watch an online tutorial created us-
ing SMART technologies before attending their library sessions. This tutorial was 
noninteractive and Flash-based, so it was available only on certain devices. Learners 
were then asked to complete a 25-point multiple-choice quiz assessing only lower 
levels of learning like recall and recognition. Library sessions are taught by more than 
twenty different subject-liaison librarians, so achieving consistent learning outcomes 
has been problematic. Furthermore, the advanced writing requirement is taught by 
dozens of adjunct faculty. Each faculty member had different assignments, different 
learning outcomes, and different due dates. This inconsistency made it challenging 
for the library to meet students’ information needs at the actual point of need.

In addition, advanced writing students are at varying points in their academic 
careers. These learners come from all majors on campus and have diverse educational 
interests and backgrounds. Although students are generally in their junior and se-
nior years, many have delayed taking their advanced writing course until their final 
semester at the university and see little use for the class or library instruction. Ap-
proximately half of the students previously completed a research unit through their 
first-year writing class. Other students tested out of first-year writing or transferred 
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to the university after completing this requirement elsewhere and have had no pre-
vious formal writing or information literacy instruction from the university. Thus, 
learners have diverse experiences with both writing and the library and come with 
a range of skills.

In order to save precious instruction time, the library has offered a series of out-of-
class, online tutorials. The introduction of the Association of College and Research 
Libraries’ (ACRL) Framework for Information Literacy for Higher Education in 2015 
was a perfect opportunity to reassess, reflect on, and rework the entire advanced writ-
ing curriculum and library session. As a result, the library has redesigned its informa-
tion literacy course. The Framework’s focus on higher levels of learning, including 
creation and analysis, invites a different type of instructional experience than what 
was previously offered. According to the Framework, students, faculty, and librarians 
have more accountability in the learning process:

Students have a greater role and responsibility in creating new knowledge, in under-
standing the contours and the changing dynamics of the world of information, and 
in using information, data, and scholarship ethically. Teaching faculty have a greater 
responsibility in designing curricula and assignments that foster enhanced engagement 
with the core ideas about information and scholarship within their disciplines. Librar-
ians have a greater responsibility in identifying core ideas within their own knowledge 
domain that can extend learning for students, in creating a new cohesive curriculum for 
information literacy, and in collaborating more extensively with faculty.1

The recommendation to collaborate with other campus entities encouraged the 
library to partner more extensively with the university writing program “to redesign 
instruction sessions, assignments, courses, and even curricula.”2

In order to make the library session more consistent for students and to address 
an actual information need, the library collaborated with the university writing pro-
gram before redesigning the library experience. The first step in this collaboration 
was an introduction to and conversation about the Framework with the university 
writing program. This discussion resulted in a recognition that both the library and 
university writing are working toward the same goals for students’ learning and ac-
countability. Both parties acknowledged the need to develop a consistent curriculum 
across the approximately three hundred sections of advanced writing offered each 
year. This curriculum needed to focus on “threshold concepts, which are those ideas 
in any discipline that are passageways or portals to enlarged understanding or ways of 
thinking and practicing within that discipline.”3 After many discussions and through 
a review of composition literature, the university writing program’s curriculum for 
the advanced writing course changed to be more discipline focused. The curriculum 
of the library sessions changed as well to support the new program. Advanced writing 
students are now required to write a literature review as their culminating assignment 
in their advanced writing course. This literature review is in their major discipline 
and gives students an information need when visiting the library.
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Although the assignment changed, the time students spend in the physical library 
did not. During their fifty-minute sessions, students meet face-to-face with subject-
liaison librarians. Each of these librarians must have advanced degrees in both library 
science as well as their disciplines. Students are matched with librarians based on 
their major subjects. In their face-to-face meetings, students discuss their literature 
reviews with their subject-liaison librarians.

In order to make the best use of this limited face-to-face time and to provide con-
sistent instruction on the Framework, the library continues to use an online tutorial 
to flip the traditional classroom model. This decision was based on best practices 
according to library literature. In a literature review of online library tutorials, Alex-
andra Obradovich, Robin Canuel, and Eamon P. Duffy argue that a flipped model 
in the library setting is a “more effective use of classroom time.”4 Of 107 libraries 
researched in the study, they “were surprised to find only two examples that explicitly 
asked students to watch videos before attending a library workshop.”5 Because so few 
libraries were requiring outside learning modules to be completed by students and 
thus few appropriate third-party learning tools were available, the library decided to 
develop its own tutorial based on the new Framework. This tutorial gives students a 
solid background on the Framework’s core concepts before ever meeting with their 
librarians. Consequently, students are more prepared and can use their face-to-face 
time in the library for hands-on research and collaboration with librarians rather 
than point-and-click instruction.

REDESIGNING THE INSTRUCTIONAL  
MODEL BY USING THE FRAMEWORK

Instruction at the library had often fallen into a lecture-based model, which treats 
students as passive receivers of information. The Framework, however, invites stu-
dents to become participants in the information process, developing “a renewed 
vision of information literacy as an overarching set of abilities in which students 
are consumers and creators of information.”6 The Framework recognizes the impor-
tance of activating these higher levels of learning. “A Meta-analysis of Experimental 
Research of Teacher Questioning Behavior” by Doris L. Redfield and Elaine Wald-
man Rousseau found that “gains in achievement can be expected when more higher 
cognitive than lower cognitive questions are used during instruction.”7 So instead 
of simply providing information through the new library out-of-class modules, as 
had been done in the past, it was important also to get students actively involved in 
applying and creating information as encouraged by the Framework. Obradovich, 
Canuel, and Duffy suggest that “research has consistently shown that active learning 
techniques applied within information literacy workshops positively impact student 
engagement and learning outcome.”8 The ability to include active learning, then, 
within the online tutorials would increase the effective use of time even more. Gra-
ham Gibbs describes active learning as “learning by doing.”9 Active learning is very 
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much a learner-centered rather than instructor-centered approach to education. At a 
basic level, the theory suggests that learners will understand concepts and remember 
them more easily if they have been actively involved in the learning process rather 
than passively waiting to receive the wisdom of their instructors.

Andrew Walsh and Padma Inala explore the importance of and advocate for active 
learning in their book Active Learning Techniques for Librarians: Practical Examples. 
They write that active learning leads to four important outcomes:

Less emphasis is placed on transmitting information and more on developing students’ 
skills. Students are involved in higher order thinking (analysis, synthesis and evaluation). 
Students are engaged in activities (e.g. reading, discussing and writing). Greater expecta-
tion is placed on the students’ exploration of their attitudes and values.10

These outcomes are consistent with the aims of ACRL’s Framework. The Framework 
is a set of core skills that learners should develop. It focuses on higher levels of think-
ing and requires student engagement and implementation. The frames are active, 
rather than passive, requirements. Ultimately, “learners take more responsibility for 
their learning” in such an active learning environment.11

DESIGNING A FRAMEWORK-BASED  
MODEL USING AN INSTRUCTIONAL DESIGN MODEL

Using the Framework as a guide, the library applied M. David Merrill’s First 
Principles of Instruction to the design of the new online tutorials. Merrill’s design 
model is centered on solving a real-world problem or task.12 Similarly, the Frame-
work is organized around six core concepts, or six core tasks or problems, that 
students should be able to address: (a) Authority Is Constructed and Contextual, 
(b) Information as a Process, (c) Information Has Value, (d) Research as Inquiry, 
(e) Scholarship as Conversation, and (f ) Searching as Strategic Exploration.13 The 
problem or task is the center of the First Principles of Instruction, and in order to 
complete the task or solve the problem, a learning environment should encour-
age four additional phases: activation, demonstration, application, and integra-
tion (figure 7.1).14 In other words, any learning process must activate, or provide 
scaffolding to, previous knowledge that the learner might have; demonstrate to, 
or show, the learner new knowledge; provide the learner opportunities to apply 
that new knowledge; and finally, offer ways to integrate that knowledge into the 
learner’s real-life environment.15

A tutorial on the Framework designed using the First Principles of Instruction, 
then, would need to include six modules, with each module centering around one 
of the Framework’s core concepts or tasks. Part of the module should activate the 
students’ previous knowledge of the concept and demonstrate how that concept can 
be applied. Students should then apply the concept themselves through an interac-
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tive activity integrated into the module. Finally, in the literature review assignment 
for their advanced writing course, students should integrate what they learned in the 
library into their university life outside the library.

Based on discussions with university writing faculty, the implementation of a new 
advanced writing curriculum, and a review of the literature, the library knew what 
it wanted to produce and why. The next step was deciding what actual content to 
include in the learning modules and how to build them.

ACRL has offered extensive training for the library community on the Frame-
work, including presentations and webinars on implementing it. These webinars 
can be found on ALA and ACRL’s YouTube channel (ALAACRL). However, the 
Framework was deliberately developed not to be prescriptive. Indeed, it says that 
“[n]either the knowledge practices nor the dispositions that support each concept 
are intended to prescribe what local institutions should do in using the Framework; 
each library and its partners on campus will need to deploy these frames to best 
fit their own situation.”16 The library needed to develop content that would spe-
cifically support the new curriculum created with the university writing program. 
Within each frame, the library chose a specific concept to focus on. For example, 
the frame Scholarship as Conversation was narrowed to a discussion of following 
a source’s citation trail. The frame Research as Inquiry focused on finding the 
research gap. See table 7.1 for a complete breakdown of how the frames were nar-
rowed for the online tutorial.

Figure 7.1.  Merrill’s “First Principles of Instruction” Design Model

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



102 Leanna Fry Balci and Peter J. Rich

DEVELOPING THE INSTRUCTIONAL MODULES

Once the frames were narrowed down, the library was able to start developing the 
actual learning modules. Each of the six frames was its own module. The process 
was organized into three phases: (1) scripts, (2) prototyping, and (3) building. The 
first phase, script writing, took one frame and developed a narrative to teach it based 
on Merrill’s First Principles of Instruction design model. The narrative activated 
the students’ previous knowledge related to the frame, demonstrated it, and made 
recommendations for interactive modules that allowed the students to apply what 
they had learned. For example, figure 7.2 shows the frame Information Has Value 
in terms of the First Principles of Instruction. The script for this frame (figure 7.3) 
is based around the first three stages of the design model, with the literature review 
assignment as the final integration stage. All scripts were distributed to librarians 
in the instruction unit of the library for feedback on content, style, and usability. 
Revisions were made to the scripts based on this feedback before moving to phase 2.

Phase 2 was the prototyping stage of the modules. The prototypes included devel-
oping a style guide to create a consistent look, feel, and flow throughout the entire 
tutorial. The script was transferred to a storyboard that mapped out both the nar-
rative and potential images and animations related to it. The storyboard also broke 
down the interactive element into possible application activities. Phase 2 included 
evaluation as well. This time, both librarians and students were invited to give feed-
back on the content, appearance, and usability of the modules. The prototypes were 
revised based on this feedback before moving into phase 3.

Phase 3 was the longest and most technically challenging phase, in which the 
modules were actually built. Choice of authoring software was based on a need for 
the modules to be both interactive and usable on a variety of devices (e.g., comput-
ers, tablets, smartphones). Both Articulate Storyline 2 and Adobe Captivate have 

Table 7.1.  Threshold Concept Modules

Unit Content

1.  Authority Is Constructed and 
Contextual

Assess Authority video; interaction identifying 
different levels of credibility

2.  Information Creation as a Process Evaluate Sources video; interaction evaluating 
different sources of information

3.  Information Has Value Synthesize Sources video; interaction 
identifying levels of synthesis

4.  Research as Inquiry Find the Gap video; interaction identifying 
different gaps in academic research

5.  Scholarship as Conversation Enter the Conversation video; interaction 
following a citation trail using Google 
Scholar

6.  Searching as Strategic Exploration Search Databases video; interaction developing 
keywords for searching
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Figure 7.2.  Information Has Value module in terms of Merrill’s “First Principles of 
Instruction” Design Model

Figure 7.3.  Script for Information Has Value module
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these capabilities. Articulate Storyline 2 was selected due to previous experience with 
the software, but Adobe Captivate had similar capabilities and could easily have been 
selected as well. The activation and demonstration of each frame were developed as 
videos using Adobe Illustrator and Adobe After Effects. Figure 7.4 illustrates the 
video element of the Information Has Value frame. This video moves seamlessly into 
the interactive element, where students are asked to apply what they learned. Stu-
dents interact with the information through typing, clicking, and moving content. 
For example, the interaction for the Information Has Value frame (figure 7.5) asks 
students to read several texts, develop their own ideas based on the texts, and then 
support their ideas using the texts. The embedded interactive element was built with 
Articulate Storyline 2. Phase 3 of the modules was tested by librarians, students, 
and advanced writing instructors. Their feedback was used to revise the modules. 
For example, the interactive element for the frame Scholarship as Conversation asks 
students to perform a search in Google Scholar within the player. Some students 
found the directions to be confusing, so these were revised in the second iteration.

The building of these modules was not a linear process. The frames were in vari-
ous phases throughout the project. For example, when the first two frames were in 
phase 3, building, the last two frames were in phase 1, scripting (table 7.2). Stag-

Figure 7.4.  Video instruction of the Information Has Value module
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Figure 7.5.  Interactive element of the Information Has Value module

Table 7.2.  Staggered Module Development

Frame
Phase 1 
(scripting)

Phase 2 
(prototyping)

Phase 3 
(building)

1. Scholarship as Conversation
2. Research as Inquiry
3. Information Creation as a Process
4. Authority Is Constructed and Contextual
5. Searching as Strategic Exploration
6. Information Has Value

gering the development of each module allowed for the most effective use of time 
and resources. It also helped improve the quality of the project. For example, the 
formative assessments created while developing frame 1 were applied to the develop-
ment of subsequent frames. The style guide developed in phase 2 for frame 1 was 
used throughout the project; the template built in phase 3 for frame 1 was used to 
build the remaining modules. Each of the frames is housed in a single player (figure 
7.6) that can be imported either as a Tin Can API or a SCORM into a learning 
management system.
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When the production, formative assessments, and revisions were complete, the 
Framework tutorial was implemented throughout the advanced writing program. 
Assessment continued at this stage. The library asked for and received feedback 
from students, instructors, and librarians on the modules during and after their 
implementation. This feedback informed updates and revisions to the modules for 
subsequent semesters.

The entire design process took approximately six months to complete and re-
quired the efforts and skills of a content expert, instructional designer, product 
manager, and several talented student employees. Costs included purchase of the 
software as well as wages. Most of the actual building of the product was completed 
by part-time student employees, who were essential to the success of the project. The 
student employees brought technical expertise and creative ideas to the product and 
kept costs down versus using full-time employees or outsourcing the project.

Developing the new Framework-based curriculum and tutorial was an authentic 
but “messy” process, which is common to design processes.17 Technically, the biggest 
challenge was incorporating the reporting feature within the learning management 
system. Several tweaks at the code level were necessary to receive full responses to 

Figure 7.6.  Framework tutorial authored using Articulate Storyline 2

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



 Teaching the Framework Using an Online Tutorial 107

the open-ended questions. These questions, though encouraging higher levels of 
thinking, also have to be scored manually and require additional time of the grader. 
In addition, the process of integration with the composition faculty has not been 
seamless, with some choosing not to require the tutorials or being resistant or slow 
to adopt the literature review assignment.

EVALUATING THE FRAMEWORK-BASED CURRICULUM

Students are evaluated during their interaction with the online tutorial, which takes 
approximately one hour to complete. Each frame’s interactive element allows stu-
dents to apply what they have learned and to show their proficiency with the targeted 
core competency. Immediate feedback is delivered after each interaction so students 
can evaluate the strength of their answers (figure 7.7). The interactions are recorded 
and reported through Storyline and can be incorporated into the university’s learn-
ing management system. Advanced writing instructors and the library receive results 
of these evaluations as a summative assessment. These results inform changes that 
need to be made to the tutorial as well as the face-to-face instruction. In addition, 

Figure 7.7.  Immediate feedback on student responses
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the modules can be viewed independently and reviewed as point-of-need tutorials 
for the students.

As part of a study on teaching the Framework to English language learners, the 
module Scholarship as Conversation was tested with both native and nonnative En- 
glish speakers to evaluate the effectiveness of the instruction.18 Students’ navigation 
of the module was tracked for both time and accuracy using specialized software. Af-
ter the module’s video instruction on following a source’s citation trail, students were 
asked to find an article, discover another article based on that source’s references, 
and then locate a third article that cited the original source. The results of this study 
found that forty-six native English speakers were able to accurately follow a citation 
trail after receiving instruction through the online module; ninety-five nonnative 
English speakers followed the citation trail with an accuracy of 67.37 percent. A 
possible solution to this discrepancy is including language subtitles in the tutorial.19

The library has also gathered empirical evidence of the tutorial’s effectiveness. Li-
brarians report a marked difference in student preparation and understanding of the 
Framework between those students who have completed the tutorial and those who 
have not. Overall, subject-liaison librarians describe more productive face-to-face 
sessions that focus on students’ specific research needs. Students come to sessions 
with higher-order questions rather than procedural ones. Students report higher 
satisfaction with their library sessions because rather than point-and-click instruction 
they experience more one-on-one interactions with subject-liaison librarians that 
focus specifically on their individual writing assignments and information needs. 
Advanced writing instructors have responded positively to the modules and their 
content. They report receiving more academic and research-based writing assign-
ments. Based on this feedback, incorporating the modules has helped standardize 
the experience students have with the Framework and the library and has made the 
limited time in face-to-face sessions more focused and effective.

The most rigorous evaluation of the curriculum is scheduled for next year. Every 
four years, the university assesses the advanced writing general education require-
ment. This assessment is done through an analysis of student research papers. The 
upcoming assessment will compare research papers written using the previous cur-
riculum with those written using the new Framework-based literature review cur-
riculum. The results of this evaluation will help the library and university writing 
program to improve their integration of the Framework into the curriculum.

CONCLUSION

Incorporating an online tutorial about the Framework has not changed the con-
straints the library faces in terms of its information literacy instruction. The library 
still teaches large numbers of students in a limited amount of time. The out-of-class 
tutorial, however, has made it possible to introduce the Framework to these students 
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in a consistent manner while more effectively using face-to-face instruction time to 
integrate the Framework into the students’ writing assignments.

The Framework invites critical thinking and creative problem solving. Its focus on 
core competencies is a natural fit with Merrill’s First Principles of Instruction design 
model. Using this model allowed the library to take a problem-based approach to 
learning, applying, and integrating the Framework into student library sessions and 
academic work. The model calls for the activation, demonstration, application, and 
integration of each frame. The tutorial gives students background information on 
each frame, a demonstration of how that frame can be implemented, and the op-
portunity to apply the frame and receive feedback. However, as discussed previously, 
a stand-alone tutorial is not enough. Learners must see a need for the information 
delivered in the tutorial and have the opportunity to integrate the Framework into 
their schoolwork. For the tutorial to be successful, the library had to collaborate with 
the university writing program and advanced writing instructors to time the delivery 
of the tutorial and subsequent face-to-face library sessions to the required literature 
review paper. Because the advanced writing students must write a literature review in 
their fields, they have a specific, real-life information need. The tutorial and library 
session are timed to fill that need. This case study has found that using an online 
tutorial to teach the Framework is one way libraries can successfully incorporate it 
into their instruction.
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8
Designing a First-Year Foundation 
Program around the Framework
Brianna B. Buljung

Between fall 2016 and fall 2018, the teaching and learning librarian at the Colorado 
School of Mines (Mines) Arthur Lakes Library developed a scattered collection 
of one-shot instruction sessions into a coherent first-year foundation information 
literacy program. Three partnerships between the library and core courses were 
organized around the Association of College and Research Libraries’ (ACRL) Frame-
work for Information Literacy for Higher Education to provide students with a strong 
foundation in basic information literacy skills and theories. The program consisted 
of Design I, focusing on Authority Is Constructed and Contextual; Nature and Hu-
man Values (NHV), focusing on Search as Strategic Exploration; and CSM 101, 
focusing on Scholarship as Conversation. Program successes included leveraging 
existing relationships with academic departments, high levels of participation from 
partner course faculty, and lessons that complement each other without unnecessar-
ily replicating content. Challenges that persist include maintaining partner relation-
ships, making the best use of limited staffing resources, reaching transfer students, 
and providing a consistent experience for first-year honors students. In addition to 
a reflective examination of the successes and challenges in developing the Mines 
program, this chapter provides insights into identifying partner courses in the core 
and tips for considering the first-year foundation holistically. Using lessons learned 
from the Mines experience, this program can be adapted to the specific needs of 
other colleges and universities.

BUILDING A PROGRAM AT MINES

The first-year instruction program at Mines developed organically. Librarians at 
Mines have been teaching one-shot bibliographic instruction sessions to sections of 
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NHV and Design I course for several years. Over time, instruction evolved from 
largely lecture based to more active sessions with limited hands-on practice by stu-
dents. At the beginning of fall 2016 semester, the program consisted of a required 
lesson in Design I as well as one-shot lessons scheduled at the request of individual 
NHV and CSM 101 instructors. The Design I lesson consisted of a brief lecture 
on scholarly and authoritative sources followed by an activity evaluating sources. 
The focus on source evaluation was at the request of faculty who observed students 
struggling with the concepts.1 The lesson was taught twenty-two to twenty-four 
times over the course of a week each semester. In spring 2017 the lesson was rede-
signed into a flipped lesson consisting of a Canvas module and team meeting with a 
librarian. All students in the class complete the lesson for participation points each 
semester. The NHV lesson varies from a fifteen-minute visit to a full class session 
or more depending on the needs of each instructor. It focuses on database searching 
and citing sources. This is the most traditional of the information literacy lessons. It 
is consistently taught to students in 50–75 percent of course sections each semester. 
The CSM 101 lesson, initially developed in partnership with a humanities professor, 
examined the role of research in scholarly communication. It was an optional lesson 
designed to be taught by course instructor or the instruction librarian. Prior to fall 
2017, the lesson was required for all forty-six sections that term. Since then, the les-
son has been in flux due to course revision.

Throughout its history, information literacy instruction at Mines was taught by 
up to ten librarians with varying levels of experience in the classroom. While few 
librarians at Mines have teaching in their job description, most of the team partici-
pates in large-scale instruction such as Design I. Lessons were designed to the mini-
mum comfort level of all instructing librarians while providing a uniform experience 
for students across sections. It is packaged, providing librarians with a lesson plan 
and prepared materials. Librarians can then infuse their own personalities and teach-
ing styles into the outlined lesson. Prepackaging materials garners more participation 
from librarians who are willing to teach but too busy to help design lessons.

The most consistent criticism of library instruction, especially at the first-year 
level, was the seemingly repetitive nature of lessons. Students would complain that 
they already had “the library lesson” in one course and saw no need to visit the library 
again. We were not conveying to faculty and students that each lesson is different 
and tied to course learning goals. While this continues to be a criticism by some 
students, designing the program around the Framework has clarified the differences 
between lessons in the foundation program. Lessons for each course are designed 
around clearly articulated learning outcomes, which are tied to a relevant frame and 
the instructor’s goals for the course. Detailed goals and specific learning outcomes 
distinguish each lesson as distinct and help librarians communicate with faculty 
and students. Every lesson Mines librarians teach is planned using backward design, 
starting with learning outcomes, so the lesson focuses on the concepts students need 
to master.2 Assessment and activities are added to help students achieve the learning 
outcomes.
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By the end of the Design I lesson, students should be able to recognize markers 
of authority related to their topic, understand how context plays a role in authority, 
and define the terms scholarly and authoritative. Focusing on the Authority Is Con-
structed and Contextual frame, this lesson is designed to help students recognize the 
contextual value of sources beyond scholarly, peer-reviewed articles. Based on those 
goals, the assessment is a short quiz in the Canvas learning management system and 
activities are a module in Canvas and a thirty-minute team meeting with a librarian. 
While the NHV lesson can vary slightly, the learning outcomes for the basic lesson 
are that students will be able to navigate the library catalog and databases, identify 
search terms related to their topics, and formulate and execute a series of searches by 
refining results and revising terms. The lesson is designed around the Scholarship as 
Strategic Exploration frame. During the lesson, students complete a database peer-
teaching activity and a minute paper assessment.3 Finally, in CSM 101 emphasis is 
on the Scholarship as Conversation frame, and students should be able to describe 
how scholarship is a conversation that they can contribute to, use a research article to 
lead to other pertinent research, and identify useful tools and services in the library. 
The lesson focuses around an activity tracing conversation through citations and 
wraps up with a minute paper assessment. This lesson also includes a twenty-minute 
tour of the library.

Whether to create a stand-alone course or embed in partner courses is one of the 
most important considerations in developing an instruction program. Placement is 
especially key in developing a sustainable program, but it is often dictated by local 
circumstances out of the instruction librarian’s control. Before deciding to create a 
credit-bearing course, librarians should understand the course-approval process on 
campus. Find out who approves new courses and if your course can be “owned” by 
the library or if it must live in a degree-granting department. Determine if it should 
be an elective or a required course and where it would fit into a student’s course 
sequence. Embedding your program in a series of existing courses can circumvent 
some institutional red tape. Also, “the literature proposes that information literacy 
courses have far more impact and are seen as more relevant by students if they are 
subject specific, embedded into the curriculum and delivered at the time of need.”4 
The program is dependent on the stability of the partner course and relationships 
with course instructors, but would not go through formal approval processes. At 
Mines, the decision to embed in existing curriculum was dictated by the partnership 
history described above and the information needs of STEM students. Engineering 
students in particular need to situate their research within the context of engineering 
design, in which “students need to understand how to incorporate a wide range of 
sources, including standards, patents, industry information, reliable web resources, 
and trade literature.”5 At Mines, information literacy lessons, even in non-STEM 
courses, make connections to the information needs our students will have as pro-
fessionals.

Curriculum fatigue remains an essential consideration when modifying the core 
curriculum at Mines. When we considered the credit-bearing option, we felt strongly 
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that the course should be required. However, Mines students already have lengthy 
core requirements, and course scheduling can extend a student’s degree by a year or 
more if a foundational course is missed or must be retaken, requiring five or six years 
to graduate. Fitting into library and institutional strategic goals is essential when 
building an information literacy program. Claire McGuiness argues that libraries 
should “focus and direct their energy towards the development of sustainable col-
laborations that are mandated from the top down and resistant to changes in person-
nel and other environmental factors.”6 The university has a strategic goal to create 
a distinctive first-year program that will set us apart from peer institutions. In the 
latest strategic plan, library staff made expansion of the information literacy program 
a strategic goal.7 Accounting for these initiatives, the team utilized momentum and 
resources that would otherwise be directed to other projects.

Finally, sustaining the program in the long term requires careful consideration of 
staffing limitations at Mines. There is one instruction librarian, a few others have 
some instruction in their job description, and almost all librarians help with approxi-
mately 120 Design I student team meetings each semester. In fall 2017, almost every 
member of the staff led tours for students in 46 sections of CSM 101. While most 
librarians enjoy engaging with students through the program, it is hard to commit 
when they are busy with other responsibilities; therefore, the program emphasizes 
a strong partnership with specific classes and learning goals. As Barbara Junisbai 
and colleagues argue, “faculty-librarian collaboration on assignment and syllabus 
development, followed by one or two strategically placed class sessions, produced 
the greatest gains.”8 Instead of partnering in several courses or covering every frame, 
the team identified three courses that best lend themselves to information literacy 
concepts while balancing current staffing limitations.

SUCCESSES OF THE PROGRAM

Developing over the past five semesters, the program has been largely successful, 
providing Mines students with the skills to succeed at research as they begin their 
academic studies. Program successes include high partner course participation, 
adapting to course changes, avoiding overlap between lessons, and building on suc-
cess to expand relationships with partners.

One significant success has been a high level of participation from the partner 
courses. Each semester, Design I requires student teams to complete the Canvas 
lesson and their librarian meeting for participation credit. Several NHV faculty 
consistently schedule the information literacy lesson each semester. The program 
depends on this buy-in from faculty. Course instructors are supportive semester after 
semester because they see the connection between the library-taught lesson and their 
course goals. As Sung Un Kim and David Shumaker argue, “information literacy 
should be embedded in courses that offer assignments and activities that reinforce 
the skills taught and give students the opportunity to apply them.”9 The NHV lesson 
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is typically taught in conjunction with a research paper assignment, providing stu-
dents with the opportunity to practice new skills immediately. Some faculty reinforce 
the lesson with a second class in the library, in which students have structured time 
to work on research with access to their instructor and a research librarian. With a 
Framework-based focus, the information literacy lesson is enough of an added value 
for course faculty to include it in their lesson plan each semester.

Unless information literacy is mandated at the institutional or departmental 
level, consistently garnering high faculty participation can take time. Often, the 
first step is for the librarian to “prove” the worth of the instruction by teaching 
one-shot lessons. A successful lesson can lead to larger discussions of students’ 
information literacy needs within a department’s curricula. Another route is to 
seek out faculty who already understand the value of teaching information literacy. 
These instructors are proactive in scheduling lessons for their courses because 
they have seen success or feel the skills are important. Look for faculty who are 
“sensitive to the difficulties experienced by students in doing research, and could 
sympathetically relate it to their own personal struggles as students.”10 They can 
advocate with other faculty teaching that course and in their larger department. 
The library’s relationship with NHV has strengthened using this approach. Faculty 
who value the research lesson recommend it to other instructors, typically those 
seeking advice when teaching the course for the first time. These word-of-mouth 
referrals are a sign the lesson is impactful. Unless the information literacy lesson 
is required, as it is with Design I, it may be difficult to reach 100 percent faculty 
buy-in, but over time, personal relationships and word-of-mouth promotion will 
increase faculty support in a given course.

Adaptation and constant communication are the secrets to a long-term infor-
mation literacy relationship. As departmental goals and educational best practices 
change over time, the content of individual courses may change as well. As a partner 
course is updated, librarians need to be open to adapting their lessons to revised 
learning outcomes. In the optimal relationship, the librarian is part of the curriculum 
design team from the beginning. As librarians at St. Mary’s College of Maryland 
learned, “These partnerships were the collaboration ideal: faculty and librarians 
working together to shape assignments and classroom experiences.”11 The current 
Design I lesson began as a discussion about the existing lesson and the department’s 
goals for the course moving forward. Over the course of several semesters, it has 
evolved into the type of collaborative relationship described at St. Mary’s. Design 
I faculty were interested in flipping some lessons to free up class time for work on 
the students’ semester-long group project. The library team was dissatisfied with the 
information literacy lesson in its current one-shot format. The library’s lesson was an 
ideal candidate for flipping because the new format better matched the faculty goal 
of providing each design team with specialized support. Following a pilot in spring 
2017, the lesson is continuously improved in small ways, from finding the correct 
placement within the schedule to the ideal scheduling of meetings for participat-
ing librarians.12 To adapt successfully, librarians must regularly communicate with  
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faculty about changes made to the course and how the information literacy lesson 
fits into the bigger picture.

By focusing around the ACRL Framework, the program at Mines transitioned 
from a disparate set of one-shot lessons into a cohesive program. Considered indi-
vidually, each lesson runs the risk of becoming repetitive. The librarian can fall into 
the habit of repeating key databases or search techniques, and students seeing librar-
ians in multiple courses receive that redundant material. Some repetition is necessary, 
including research guide location and how to get further research help. Duplicating 
core material, such as how to search the catalog, across multiple foundational lessons 
can make students lose interest and can take time from other important concepts. 
When the program is considered holistically, the librarian trusts each lesson to do its 
job, safely skipping material taught in one lesson because it will be taught elsewhere. 
For example, evaluation of sources is mentioned briefly in the NHV research lesson. 
Students are asked to remind the class about the attributes of a scholarly article. The 
concept is not covered exhaustively because it is the focal point of the Design I les-
son. The teaching librarian can focus precious time on search strategies and research 
habits tied to the Search as Strategic Exploration frame.13

Each partnership, embedded at the point of need in a particular class, helps 
students develop a specific skill set. The Framework provides librarians with the 
language for differentiating between the three lessons when speaking to faculty and 
students. Lessons are complementary; students who have completed one or more 
of the partner courses in fall semester can apply their new skills to courses taken in 
the spring. Faculty turnover is inevitable; adjuncts move on and permanent faculty 
rotate through teaching other courses. Having a holistic understanding of the les-
sons and a plan for conveying information to course instructors can mitigate issues 
caused by faculty turnover. As Glenn Johnson-Grau and colleagues found, “[I]t is 
important to take every opportunity to reinforce the information literacy message 
and keep informing faculty about the history and process.”14 When the program is 
made of distinct, complementary lessons, it is easier to get student buy-in as well. In 
their study, Kim and Shumaker found that students were less likely than faculty and 
librarians to find library instruction effective.15 They argue, “The fact that students 
had significantly lower opinions about the value of information literacy reinforces 
the view that students will not be receptive automatically.”16 Students need to be 
explicitly told the intended value of each lesson. They also need to be reminded that, 
while they may have seen the librarian already in another course, this is a distinct 
and important lesson.

The greatest indication of the program’s success is the expanding relationship 
that is developing with the Design I and Nature and Human Values courses. Flip-
ping the Design I lesson led to a research partnership with the lead course instruc-
tor that examined the effectiveness of the flipped lesson and is now exploring how 
to ensure students retain skills learned early in the semester for use in later projects. 
The relationship also developed to include a train-the-trainer element in the form 
of a brief update for course instructors on IEEE citing style at the fall semester 
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kickoff meeting. Likewise, the NHV partnership has developed beyond delivery of 
the information literacy lesson. Each semester, research librarians, course faculty, 
and writing center tutors partner to host a research pizza party. Students can stop 
by the event for help on any aspect of their research projects. They get assistance 
and research support in a festive, relaxed environment. Also, the initial search 
lesson for NHV ends with a minute paper assignment asking students to identify 
the most important thing they learned and any items that are still confusing. The 
librarian follows up with the instructor on confusing aspects and any questions 
asked by the students. This type of follow-up helps the librarian to further de-
velop their relationship with both faculty and students.17 Initial success with these 
lessons, and a better understanding of the library’s information literacy expertise, 
have helped Mines librarians develop a deeper, richer collaborative relationship 
with these two partner courses.18

ADDRESSING CHALLENGES THAT PERSIST

While the first-year foundation program has been largely successful over the past 
couple years, some aspects of the program are in flux and other challenges persist. At 
the course level, work continues to sustain relationships with partner courses as goals 
change at the departmental and university levels. The relationship with CSM 101, 
a fundamentally different course than the other two, has been difficult to maintain 
during ongoing course revision. Balancing the program with the library’s limited 
staffing is likely to remain an ongoing challenge for some time. The biggest challenge 
of the program in its current form is addressing the needs of honors and transfer 
students who may miss one or more of the foundational courses. Lessons learned by 
the Mines library can help other libraries to avoid similar problems when designing 
a first-year foundation program.

Maintaining relationships as curriculum changes is a perpetual challenge for infor-
mation literacy programs embedded in the curriculum. Sometimes the relationship is 
easy, because course and library goals are complementary and faculty are favorable to 
the need for information literacy instruction. The third pillar of the Mines first-year 
foundation program, CSM 101, has been a more difficult partnership to maintain 
over the past several semesters for a variety of reasons. From a library perspective, the 
course is different because it has been administered by a student support unit rather 
than an academic department. As a student success and orientation course, it was 
designed to introduce students to many important features of life on campus, focus-
ing on a different topic each week. While it is important for the campus library to 
be discussed within this context, fitting the course into a program designed around 
the ACRL Framework has been more difficult. Fall 2017 was the only semester the 
information literacy lesson was required for all course sections. This lesson focused 
on the Scholarship as Conversation frame to avoid repetition with Design I and 
NHV. Without a single academic thread woven through the class, it was more  
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difficult to tie the stand-alone library lesson to other coursework. Students were 
introduced to the concept in class but had no readily available assignment on which 
to practice their new skills. Beginning in fall 2018, the curriculum for CSM 101 has 
been under review, and positioning of the library’s lesson within course curriculum 
remains uncertain.

Establishing and maintaining this teaching partnership has been more difficult 
and less consistent than Design I and NHV for all the reasons the other two lessons 
have been so successful. Before and after that one semester of required CSM 101 
participation, the information literacy lesson had mixed success due to inconsistent 
buy-in from faculty. Before 2017, when the lesson was one of several optional les-
sons, faculty and students in each section could forgo it in favor of other lessons. 
Also, the lesson was packaged to be taught by either a librarian or the section faculty, 
making it difficult for librarians to know how well students received the lesson. Per-
haps most importantly, it is difficult to envision the lesson in its current state as play-
ing an important part in the holistic program. Information literacy is most effective 
when taught at the point of need and followed by the opportunity to practice new 
skills.19 As described above, CSM 101 is not currently designed to provide students 
with those opportunities. Unlike the interplay between source evaluation in Design 
I and research skills in NHV, the Scholarship as Conversation lesson is independent. 
Students do not necessarily build on that lesson in their other coursework. The CSM 
101 relationship has taught Mines librarians valuable lessons about proper place-
ment of information literacy concepts within the curriculum. Currently, it is better 
for the library to focus on teaching the Design I and NHV lessons well. Through 
discussions with CSM 101 course faculty about their new goals for the course, the 
information literacy lesson can be adapted to more appropriately fit. While student 
engagement with the library through information literacy is important, lessons need 
to be well constructed and timely to avoid undue strain on staff resources and to 
minimize student perception of redundancy.

One of the most difficult changes persisting for the Mines first-year foundation 
program is maximizing limited resources and balancing instruction with other library 
projects. While Mines librarians would agree that information literacy instruction is 
important, not all librarians are able or inclined to participate in teaching lessons. 
Throughout its history, the Mines instruction program has been focused on design-
ing lessons that can be taught by librarians of various skill levels. The lead instruction 
librarian oversees the development of teaching partnerships and teaches the majority 
of lessons throughout the curriculum. Mines librarians are functional specialists, 
because the historical makeup of the library and the nature of the curriculum makes 
subject specialization a secondary consideration. It would be very difficult for every 
librarian on staff to have STEM specialization, so each librarian leads a functional 
area, utilizing the support of other staff when needed.

When a lesson, such as Design I, requires participation from the majority of the 
librarians on staff, it has to be designed to ensure occasional instructors can still be 
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successful. As Kim and Shumaker learned in their study, “Library leaders should 
take care to select staff for embedded instructional assignments who, at a minimum, 
have been trained in pedagogical skills—and require such training of staff who do 
not come with those skills.”20 The current Design I lesson is so successful in part 
because most of the librarians feel comfortable meeting with a small group of four 
to six students. It is more like a group reference interview than a “sage on the stage” 
instruction session. The instruction team can leverage the skills of more librarians 
to teach the lesson. This current arrangement works well for a single course but has 
not been without issue, especially the semester when Design I instruction overlapped 
with the Colorado Association of Libraries conference attended by several librarians. 
Relying on the willing participation of most of the staff is not a viable long-term 
staffing model for a successful program. The library will eventually need to add addi-
tional librarians—namely, a first-year experience librarian—to maintain the lessons 
in their current state over the long term.

While the vast majority of students take both Design I and NHV, some students 
miss one or both courses. Occasionally students, typically those transferring into 
Mines, have already completed a composition course similar to NHV. Students 
coming from other engineering programs can petition to opt out of Design I if they 
have completed a similar course. When students miss a portion of the foundation 
program they may not learn information literacy skills they will need later in their 
academic career. The first-year foundation is the most developed portion of the 
Mines information literacy program. The library team has plans for developing a 
scaffolded program around the Framework, but that program currently consists of 
the foundation and a scattering of one-shot lessons in the upper-class curriculum. 
When the program is more comprehensive, transfer students will be able to learn 
some information literacy skills in early courses within their major. Another student 
population that could miss out on portions of the foundation are students in the 
Mines first-year honors program. Students in the program take a single full-year 
course that substitutes for their Design I and NHV requirements. The library has 
inconsistently partnered with this course over the past few years, at times teaching 
a single one-shot lesson similar to the NHV lesson in the spring semester. The in-
consistent information literacy instruction received by honors and transfer students 
is an issue that still needs to be addressed by the instruction team moving forward.

Although the Mines library continues to struggle with some aspects of implement-
ing the first-year foundation program, it has largely been successfully implemented 
over the past few semesters. Using the ACRL Framework as a guide, the program has 
successfully implemented information literacy lessons in two courses, while discus-
sions on the adaptation of the Scholarship as Conversation lesson continue in the 
third. Focusing on three first-year core courses, the library has a maximum impact 
on student learning without straining limited staff resources. The Mines program 
can be adapted for use by other institutions. Selectively choosing partner courses, 
emphasizing a particular frame with each set of learning outcomes, and accounting 
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for local needs, such as departmental and university initiatives, can help an institu-
tion to be successful. Certain aspects of the program will continuously need atten-
tion, especially maintaining good communication with course instructors. However, 
emphasis on the concepts associated with the three selected frames enables librarians 
to structure that conversation around the complementary nature of the lessons and 
the purpose of the foundation program as a whole.
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9
The Framework as Pedagogical Tool: 
Teaching Source Integration
Gina Calia-Lotz

As the instructional services librarian at Harford Community College in Bel Air, 
Maryland, I occasionally survey faculty regarding their satisfaction with our library’s 
information literacy program and the skills they believe their students are most lack-
ing when it comes to conducting research. Over and over again, I hear from faculty 
that, for the most part, after receiving library instruction their students were effec-
tively finding high-quality sources, but they were not integrating these sources in the 
text of their papers. This deficit is often cited; as noted in a 2018 College & Research 
Libraries article, faculty often find that their students “could locate peer-reviewed, 
scholarly sources but struggled to synthesize both that material and their class read-
ings.”1 In other words, the real problem is figuring out what to do with sources once 
students have found them. Indeed, one of the things the Association of College and 
Research Libraries’ (ACRL) Framework for Information Literacy for Higher Educa-
tion aims to do is to nudge librarians beyond the primary role of teaching students 
“source acquisition,” often assessed by a review of students’ bibliographies,2 and into 
a more complex realm of information literacy instruction that includes the use of 
information in “creating new knowledge.”3 In particular, librarians can and should 
play a larger role in helping to teach students how to integrate information from 
outside sources into their research papers. As such, the role of librarians is developing 
to “be a little less about pushing databases and their content at students, and a little 
more about helping students conceptualize what to do with the information that is 
so readily available.”4

In July 2015, I approached the lead instructor for English 101 (English Composi-
tion), as well as the manager of the tutoring center at my institution, to brainstorm 
how we could better teach students to use outside sources to develop their theses and 
their arguments in their research papers. I shared with my colleagues the then–newly 
published Framework, focusing in particular on the frames Scholarship as Conversa-

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



 The Framework as Pedagogical Tool: Teaching Source Integration 123

tion and Research as Inquiry. As a result of this meeting, the faculty member asked 
me to collaborate with her to redesign her English 101 course. The new course 
focused on a metacognitive approach to research as a process of inquiry, and on the 
creation of an Inquiry Worksheet assignment designed to guide students through the 
process of selecting, paraphrasing, and responding to (i.e., having a “conversation” 
with) text from outside sources.

In this chapter, I will describe how I used the Framework to initiate conversations 
with nonlibrarian colleagues and the resulting successful collaboration with a faculty 
member at my institution. I will suggest ways that the Framework can be used as a 
pedagogical tool to guide librarians and faculty instructors in scaffolding students’ 
acquisition of information literacy skills, specifically skills pertaining to integration 
and synthesis of sources. Finally, I will discuss the connection between information 
literacy and writing composition and rhetoric skills, and I will demonstrate how the 
Framework applies to both of these areas.

USING THE FRAMEWORK TO INITIATE COLLABORATION

The Framework describes information literacy as a metaliteracy, “an overarching set 
of abilities in which students are consumers and creators of information who can 
participate successfully in collaborative spaces.”5 By its nature, then, information 
literacy has the capacity to bring people together from within and across academic 
disciplines. Furthermore, the Framework was written in order to convey informa-
tion literacy as a “richer, more complex set of core ideas.”6 The frames essentially 
offer librarians the language to talk about information literacy in a scholarly way 
and to discuss it as an academic discipline among librarian peers and with faculty 
colleagues.

When I initiated the meeting with the lead instructor for English 101 and with 
the manager of the tutoring center to brainstorm how we could better teach students 
how to integrate sources within their research papers, I began by first summarizing 
what seemed to be the core deficits among students, based on faculty feedback in 
survey responses and on my own observations from reading student papers from 
another faculty member’s research writing class. These core deficits were:

1. Student do not have real theses. Without a strong thesis, the rest of the paper 
will be weak and shallow.

2. Students do not know the difference between “research/analysis” and “report.” 
Essentially, many students do not know how to analyze, rather than simply 
summarize, secondary sources.

3. Students do not understand, or do not accept, that they must read outside 
sources to get ideas and to develop arguments. Outside sources are not sup-
posed to be used simply for copying and pasting some quotes; they should be 
used to obtain the information and ideas needed to develop a strong thesis and 
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argument points. Thus, students should find and read some outside sources 
before developing a research question and/or thesis.

4. Students need to understand that research is about inquiry, and that they 
are entering into an ongoing scholarly conversation on their chosen topics. 
Moreover, the more scholarly sources a student reads, the more he or she will 
get the idea of what constitutes a “scholarly conversation,” and the knack of 
writing academic papers.

As part of our brainstorming session, I shared the Framework, focusing in particu-
lar on concepts from the frame Scholarship as Conversation, including that scholar-
ship is “an ongoing conversation in which information users and creators come to-
gether and negotiate meaning,” and Research as Inquiry, which states that “[r]esearch 
is iterative and depends upon asking increasingly complex or new questions whose 
answers in turn develop additional questions or lines of inquiry in any field.”7 These 
concepts, I suggested, are what students need to learn in order to be able to fully 
integrate outside sources into their papers and to develop strong theses. Furthermore, 
I expressed my belief that in order for students to be able to fully integrate sources 
within their papers, they needed to be directly taught how to use the information 
from these sources to develop questions and meaning from their reading, and how 
to respond to the texts they read in order to support their theses and to contribute 
to the scholarly conversation surrounding their topics. I then presented a draft of an 
Incorporating Sources worksheet I had designed to guide students through the pro-
cess of selecting, paraphrasing, citing, and responding to text from outside sources.

As a result of this brainstorming session, the English 101 professor, Laura Fox, 
asked me to assist her in completely redesigning her course to incorporate the Frame-
work concepts and to focus the entire course around the research process. It was now 
July, and she wanted to have her course redesigned in time for the late-August start 
of the fall semester! Laura created new course assignments that had students use 
a metacognitive approach to the research process (Research as Inquiry). We made 
some revisions to the Incorporating Sources worksheet, and Laura suggested calling 
it the Inquiry Worksheet. Laura also arranged for me to come to her class a few 
times to co-teach some of the lessons, and added a session in our library computer 
classroom for students to work on and get direct help with their Inquiry Worksheets 
(in addition to the two library instruction sessions to which she always brought her 
English 101 students).

While I had had a positive and innovation-focused working relationship with this 
faculty member for more than four years at this point, the language of the Framework 
opened up new lines of communication for us. It allowed us to brainstorm ways to 
move students beyond some of the limitations they were exhibiting in their research 
papers, while, as an unexpected side effect, increasing student engagement in and 
enjoyment of the research process. I have subsequently presented concepts from the 
Framework to other instructors, including local high school English teachers. Their 
reactions to the Framework were similar; they recognized in the language of the 
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frames what they were attempting to teach their students about writing research pa-
pers. The information literacy–based language of the Framework extended the teach-
ers’ ideas about the writing and research process, and they immediately began think-
ing of ways they could incorporate more of these concepts into their instruction.

THE FRAMEWORK AS PEDAGOGICAL TOOL

As an undergraduate in college, I majored in comparative literature, so I spent 
much of my time deconstructing and complicating meaning from both fictional 
and nonfictional text. I can, therefore, appreciate how the Framework deconstructs 
information literacy to reveal its complexity and intersectionality. Now, as a librarian 
who focuses in instruction, my job is to simplify meaning for students. Librarians 
are especially good at organizing ideas into neat, digestible categories; we impose 
some sense of order onto the world. While we should resist efforts to relegate the 
information literacy frames to a set of discrete learning outcomes, which is not their 
intended use as explicitly stated in the Framework, at the same time it is important to 
get to the heart of the matter of each frame and to determine what students need to 
know in order to begin to learn each concept—that is, what student learning objec-
tives and activities will bring students to these understandings? The keyword here is 
begin; the Framework is meant to cover the full scope of information literacy at all 
stages and levels of an individual’s education, “extending the arc of learning through 
students’ academic careers and converging with other academic and social learning 
goals”8 The Framework, then, can be used as a pedagogical tool for creating student 
learning outcomes and classroom activities, as well as for devising ways to scaffold 
students’ understandings of core information literacy concepts over the course of 
their academic careers.

Student Learning Outcomes and Activities

Librarians should not try to merely “tell students about the frames” as a means 
of “teaching” them these concepts; rather, we can use each frame as a lens through 
which to teach our related student learning outcomes. For example, if I want stu-
dents to understand the concept of Information Creation as a Process, I might want 
students to begin to understand that if there is a process to the creation of informa-
tion, that must mean that it matters how and why and by whom a given informa-
tion source is created, which leads to the importance of recognizing and evaluating 
different types of information sources, authors, and their intended audiences and 
purposes—and there you have some familiar and comfortable learning outcomes 
that can easily be turned into class activities. This is essentially what is referred to as 
“backward design” in instructional design circles, an idea credited to Grant Wiggins 
and Jay McTighe from their 2004 book Understanding by Design. In fact, the ap-
proach to the Framework itself was informed by Wiggins and McTighe and backward 
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design.9 In my library’s information literacy classes for English 101, we had already 
taken a backward design approach to our library instruction, starting with broad 
concepts or understandings and narrowing down to related learning outcomes and 
class activities. So when it came time to incorporate the Framework into our library 
instruction, it was only a matter of tweaking some of the language we were using.

We can use the Framework as a guide to the “big picture” concepts that we want 
our students to come away with over the course of their academic careers, and then 
think creatively about how we can lead students to these concepts through specific 
student learning objectives related to their course assignments. We need not and 
should not try to cover every frame in a single library instruction session but rather 
think about what we can accomplish in the time we have with students, keeping the 
big picture (i.e., the frames) in mind. Likewise, we should also feel free to eliminate 
certain library instruction activities if we cannot connect them with a larger concept 
or understanding from the Framework.

Scaffolding

The Framework can be used as a pedagogical tool to guide librarians and faculty 
instructors in scaffolding students’ acquisition of information literacy skills across 
various course levels and subject areas. Indeed, the Framework itself states that it “is 
not designed to be implemented in a single information literacy session in a student’s 
academic career; it is intended to be developmentally and systematically integrated 
into the student’s academic program at [a] variety of levels”10 When I am approached 
by a faculty member to conduct a library instruction session for a new course, I look 
at the course’s primary research assignments and see if there is a theme or concept 
that I can pull out and connect with some aspect of the Framework, perhaps one that 
I have not covered extensively in previous classes.

For example, Laura Fox recently decided to change her English Literature (En- 
glish 102) course to focus on The Crucible, drawing comparisons to McCarthyism 
and to current events. This course has English 101 as a prerequisite, so most of the 
students in the English Literature class will have had the introductory information 
literacy session. For this class’s library session, I used the themes of censorship, fear-
mongering, and the power of propaganda as an opportunity to connect with the 
Information Has Value frame, creating a lesson that focused on some of the points 
from this frame, including “[v]alue may be wielded by powerful interests in ways that 
marginalize certain voices. However, value may also be leveraged by individuals and 
organizations to effect change and for civic, economic, social, or personal gains.”11 
Students answered questions on a worksheet asking them to list examples of the 
ways in which information is wielded for political, social, or personal gains in The 
Crucible and examples of which voices have power and which are marginalized. This 
connected nicely with a discussion about how information has power and “possesses 
several dimensions of value, including as a commodity, as a means of education, as 
a means to influence.”12
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The Framework can be used as a teaching resource to come back to and to dip 
from with each new instructional opportunity, to create lesson activities that expose 
students to these concepts in graduated steps, at different levels of their academic 
careers, using their course subject matter and assignments as vessels through which 
to teach these concepts. Let us look at how the Framework can specifically be used to 
teach students how to integrate sources into their research papers.

Integrating Sources

The problem: teaching students how to better integrate sources into their research 
papers. The task: figuring out what skills and concepts students need to understand 
in order for them to learn how to do this successfully. The solution: the Framework—
or at least this was the “guidance document”13 that was going to provide Laura Fox 
and me with the conceptual framework needed to figure out how to help students 
be more successful with their research papers. Laura, being a talented instructor, 
recognized right away that not only was it going to take more than just one extra 
library instruction session but that it would also require a complete overhaul of her 
course to guide students through the research process with each writing assignment. 
In particular, Laura noted that students needed to know the “why” of research: What 
is the point of having students undertake this lengthy, painstaking assignment?

As mentioned, the frames Research as Inquiry and Scholarship as Conversation 
gave us the most fodder for helping students understand the purpose and process of 
research. Some of the most pertinent points from these frames were:

1. Research is iterative—it is not a linear process.
2. Research is about inquiry—being curious about something, asking questions, 

reading sources related to those questions, and developing new questions as a 
result of what they have read.

3. Research is about engaging in a conversation about the topic, not about “find-
ing the answer” to the question. A good research topic does not have one 
simple, factual answer to it.

4. The authors of scholarly sources are engaging in the kinds of conversations in 
which students are expected to engage in their own research papers, tying in 
outside sources with their own ideas and analysis.

Some of the changes Laura made to her course in order to incorporate these con-
cepts from the Framework included:

1. Making the compare and contrast paper assignment a comparison of two 
potential paper topics in which students ultimately decide which topic would 
work best for their research papers and give their reasons why.

2. Having students stick with the same general topic for all of their papers in the 
course. Rather than becoming bored with their topics, this allowed students to 
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more fully engage and delve deeply into topics in which they had a true inter-
est, to write about their topics in different ways for different assignments, and 
to develop new questions and lines of thinking related to their topics.

3. Spending time in class showing students various examples of scholarly journal 
articles, related to the same general topic (for example, social media), and dis-
cussing why some of these articles would be more useful for an undergraduate 
paper than others. For the most part, the scholarly/academic genre of reading is 
new to most students at my institution. Students need to be taught how to read 
these sources and how to select which sources are actually going to be useful 
for their purposes. This activity helped to illustrate to students how scholarship 
is a conversation, and helped them find their places within it, acknowledging 
that it was okay for them to dismiss some sources that might be too esoteric or 
whose use of professional jargon might render the article too difficult to read 
and comprehend.

4. Assigning the Inquiry Worksheets. Students were to complete at least ten to 
twenty of these worksheets, which were graded, essentially giving students 
credit for the behind-the-scenes work of research that faculty assume has taken 
place but is often invisible with only the product—the research paper—being 
seen and graded. The worksheet includes pointed questions about the mean-
ing and significance of the text students are citing, helping to stimulate their 
thinking and to engage them in a conversation with the text. Having students 
engage with scholarly sources by assigning these worksheets early on in the 
semester gave students time to truly participate in an iterative research process. 
It also helped students experience some of the knowledge practices listed in 
the Framework, in which they “summarize the changes in scholarly perspec-
tive over time on a particular topic,” and “recognize that a given scholarly 
work may not represent the only—or even the majority—perspective on the 
issue.”14 These worksheets also fostered some of the dispositions cited in the 
Framework, such as the students viewing “research as open-ended exploration 
and engagement with information,” as well as understanding and accepting 
“their own intellectual or experiential limitations,”15 rather than assuming they 
already know (or should know) everything they need to know about a given 
topic. In other words, students came to understand the reasons why they were 
doing research: to learn more about a topic, and to contribute to the conversa-
tion by creating new ideas and knowledge about the topic.

The results of this course redesign, and in particular the use of the Inquiry Work-
sheets, were extremely positive; students were more engaged with their topics and 
produced better papers, and some reported that they actually enjoyed writing their 
research papers, a response previously unheard of for this professor. Laura also noted 
that with the redesign of her course assignments, she found far fewer instances of 
plagiarism in student papers. This seemed to be at least partially a by-product of 
the students’ higher levels of engagement with their research topics. Furthermore, 
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students scored higher than in previous semesters on the rubric item “Draws infer-
ences from and establishes relationships between evidence and the thesis.” We were 
therefore able to note a correlation between the use of the Inquiry Worksheets and 
students’ increased ability to effectively use information from the sources they found 
in order to write better, more integrated, and more engaging papers. I will further 
demonstrate how the intersection of writing composition and information literacy is 
evident and dynamic in the language of the Framework.

INTERSECTION OF INFORMATION  
LITERACY AND WRITING COMPOSITION

Much has been written about the “positive correlation between [information liter-
acy] and student writing skills”;16 however, upon analyzing student papers some have 
noticed that there is no correlation between the quality of a student’s sources and the 
grade received on a paper. Some studies have even suggested that there is a negative 
relationship, which may be at least partially a result of students finding too many 
sources and not knowing how to use them. Sometimes this is due to student reading 
deficits, especially when they are being required to use scholarly journal articles. As 
stated by Margy MacMillan, “What good is teaching students how to find scholarly 
resources if they can’t read them?”17 As a result, students make very little effort to 
synthesize outside sources as part of their research papers, instead simply tacking on 
some quotes and information from the sources, seemingly as an afterthought. The 
intersection of writing skills, information literacy, and, I would add, reading fluency 
is apparent.

Michael J. Carlozzi argues extensively about the necessity of librarians to engage 
in teaching writing composition, the importance of librarians’ involvement in as-
signment creation, and librarians’ responsibility for teaching students higher-order 
reading and thinking skills. As predicted by Stephanie Rosenblatt, “Time previously 
spent on ensuring that students practice keyword searching will in future be allo-
cated to modeling the synthesis of disparate sources and to dissecting the work of 
experts to see the purpose the literature serves in scholarly work.”18 Carlozzi argues 
that it is not enough to simply increase the amount of time students spend with a 
librarian: “It seems inappropriate to assume that an embedded librarianship project, 
without any focus on reading complex material or enhancing writing skills, would 
have affected written synthesis any differently from the standard one-shot model.”19 
The librarian’s particular role and instructional focus within the course are of vital 
importance.

There is sometimes an incorrect assumption among librarians and faculty alike 
that students know the rhetorical moves to make to integrate information from a 
source into their arguments and papers. On the contrary, students often lack the 
ability to ask the right questions about the information they encounter in order to 
determine how to use it.20 Asking the right questions about information sources is, 
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in and of itself, an information literacy skill as well as an important rhetorical skill. 
Teaching students how to use information traditionally has not been given as much 
attention by librarians in one-shot library instruction sessions, partly because of pre-
sumed lack of time but also because librarians often feel that this is not their place 
or their area of expertise. Librarians often think of “use of information” as simply a 
writing skill, while focusing more on things like source retrieval and evaluation, cit-
ing, and avoiding plagiarism. But how to use a source? How to ask questions about 
information? These may not be things that can be taught in just one library session, 
but that does not mean that librarians, and our expertise in information structure 
and creation, do not have something to offer in the way of ideas for how to teach 
students to use sources for research.

What is the role of librarians in teaching how to read, summarize, and integrate 
sources? In taking a look at writing instruction texts, librarians will see that there are 
obvious connections between composition and information literacy. For instance, 
in the college writing handbook They Say, I Say: The Moves that Matter in Academic 
Writing, by Gerald Graff and Cathy Birkenstein, among the moves writers make 
in integrating outside sources are evaluating sources’ “uses and limits,” engaging 
in inquiry, and looking critically at the arguments in a source.21 Robert Miller and 
Sandy Friedman write about their librarian-writing instructor partnership and how 
they connect information literacy rubrics having to do with the uses and purposes 
of different kinds of sources with writing methods, asking students to think about 
how each source they find in a database might be used in their papers, merging writ-
ing rhetoric with information literacy concepts: “In responding to these questions, 
students begin to orient themselves differently towards sources. Perhaps they start to 
experience scholarly writing as a conversation.”22 Thus, learning to ask questions as 
a rhetorical strategy correlates directly with the frame Scholarship as Conversation.

The Graff and Birkenstein textbook gives students templates or “linguistic frame-
works” for integrating source materials into their papers. This may seem at first 
glance like surface-level instruction that does not teach students to think critically; 
however, the fact is that templates and formulas can and do “help students move 
towards deeper, more complex ideas” and “push students to make new intellectual 
moves.”23 Our Inquiry Worksheet functions in a similar way to these writing tem-
plates, connecting both the mechanical use of sources such as citing and paraphras-
ing with the analysis and critical questioning of sources.

Much like the templates in They Say, I Say give students rhetorical tools to discuss 
their sources, so the Framework has given librarians the language to discuss informa-
tion literacy in terms of its relationship to writing composition. Faculty want their 
students’ papers to exhibit multidimensional lines of thought, seamlessly incor-
porating outside sources with their own ideas. Librarians, through the Framework 
concepts, can help faculty to see that these skills are contingent upon a student’s 
understanding of how sources are created and disseminated, so that students can 
recognize their own place in this information creation cycle. Librarians can add a 
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unique dimension of thought to writing instruction, helping to provide students 
with more comprehensive instruction in conducting research.

The importance of classroom discourse in terms of how librarians and instruc-
tors refer to the research writing process also influences how students learn about 
information literacy.24 Laura and I altered the discourse around research and writ-
ing through the redesign of the course assignments, through the ways in which we 
talked about research during class instruction, and by guiding students through the 
activities of finding, evaluating, and using sources. Wendy Holliday and Jim Rogers 
note that there is often a contradiction between a course’s syllabus and assignment 
descriptions and the classroom discourse. They found that “[c]lassroom discourse 
concentrated on the idea of ‘finding sources’ as the goal or object of the research 
process.”25 Classroom discourse often conveys sources as objects to be found, and 
on finding the “right kind” and the “right number” of sources, rather than focusing 
on the information in those sources. And, though well intentioned, there is even a 
disconnect between assignments requiring students to use a variety of sources and 
the message it sends to students that the research process is mainly about finding 
sources to be cited.26

From the very beginning of Laura’s redesigned course, we referred to the students 
as scholars, and discussed the definition of scholar, preparing them and giving them 
confidence to engage in a scholarly conversation in their research papers. We also 
guided students through the process of using and discussing the information they 
were encountering in the sources they read by having students think reflectively 
about their research processes and writing about them in their papers and assign-
ments, including the Inquiry Worksheet. Holliday and Rogers note that “[s]tudents 
who saw information seeking as scrutinizing and analyzing” used more sources and 
developed a “deeper understanding of their topic.”27

Holliday and Rogers also point out that assignment requirements often give 
students the incorrect impression that each individual source expresses a single 
viewpoint or covers one specific aspect of a topic, when in reality scholarly sources 
are much more multilayered than that. Sources do not merely serve the purpose of 
giving students distinct points for an aspect of their argument, completely detached 
from the other sources they have read and not taking into consideration the relation-
ship with the other sources they have read and how the information contained in 
these sources will intertwine, corroborate, or contradict one another.28 This ties in 
with language from the frame Scholarship as Conversation, which states that “experts 
understand that a given issue may be characterized by several competing perspec-
tives” and “are therefore inclined to seek out many perspectives, not merely the ones 
with which they are familiar.”29 Ultimately, all of the sources together should help 
provide the student with a holistic understanding of the topic.

There is much within the Framework for Information Literacy for Higher Educa-
tion that connects directly and intricately with teaching students how to more 
effectively analyze and incorporate information from outside sources into their 
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papers. By marrying information literacy concepts with composition and rhetoric 
skills, faculty and librarians can provide students with more comprehensive and 
effective instruction in constructing research papers. Indeed, most students will 
not be successful in merging information from outside sources with their own 
ideas and arguments if they do not first learn how to engage deeply and criti-
cally with these sources. Likewise, we cannot expect students to evolve in their 
information literacy without hands-on experience reading and using information 
sources. Ideally, librarians’ “collaboration with writing teachers, especially in the 
context of a first-year writing seminar, can launch students towards a new way of 
conceptualizing the library: as a resource for ideas, rather than just a repository for 
information.”30 The potential of the Framework to further such collaborations has 
only just begun to be realized.
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10
Redesigning a Credit-Bearing  
Course using the ACRL  
Information Literacy Framework
Kelly Diamond and Alyssa Wright

West Virginia University’s (WVU) new Office of Curriculum and Instructional Sup-
port (OCIS) began operations on May 1, 2017. This office originally consisted of 
Kelly Diamond, office head; David Roth, assistant instructional designer; and Kelly 
Doyle, Wikipedian in residence for gender equity. OCIS is responsible for creating 
and managing the curriculum for the libraries’ credit-bearing courses. The office pro-
vides instructional support to librarians, whether it is through development of digital 
learning objects and use of the WVU’s course management system, Blackboard, or 
assistance with lesson plans, assessments, or classroom observations. The office also 
works with other units on campus to provide information literacy and instructional 
support. OCIS also oversees the WVU Plagiarism Avoidance Tutorial, a multimod-
ule tutorial available through the web but also embeddable within Blackboard.

Before the creation of OCIS, instruction at WVU Libraries was somewhat 
decentralized: each campus library (Evansdale, Downtown, and Health Sciences) 
scheduled its own bibliographic instruction sessions and kept its own data regard-
ing those sessions. Coordination and management of the ULIB (WVU libraries’ 
course-bearing classes) were located at the Downtown Campus Library through the 
Downtown Campus Library instruction coordinator. The new office centralized 
course scheduling, management, and oversight into one office.

The office’s first project was to extensively revise ULIB 101, Introduction to Li-
brary Research, WVU Libraries’ one-credit course. Offered for more than thirty-five 
years, ULIB 101 was last revised in 2014. At that time, the course was a one-credit 
full-semester (sixteen-week) course that met once a week. The learning objectives 
closely followed the ACRL Information Literacy Standards for Higher Education. We 
used a flipped classroom team-based learning model and assigned students problem-
based research scenarios. Students were assigned short videos and readings in place of 
a lecture. They took a team quiz on the material at the beginning of each class. The 
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remainder of class was spent applying what they learned through class exercises. The 
final assessment was a research guide that addressed the information need outlined 
in their assigned scenarios. The course was a degree requirement for our College of 
Media, which has a relatively large student population. To meet demand, we ran 
eight to ten sections a semester. Librarians who taught the class were drawn from 
across many units, from research services to cataloging. In a 2015 survey, around 
half of the librarians who taught the class felt that the workload was too high given 
their other duties. These complaints, as well as a change in priorities of the libraries 
and the College of Media, resulted in a discontinuation of the degree requirement. 
Enrollment numbers for the course steadily fell after this change, reducing the num-
ber of sections needed.

Redesigning ULIB 101 had two challenges: finding students and finding instruc-
tors. The new course, which fulfills no degree requirements other than credit hours, 
must be attractive for students to voluntarily take and attractive for librarians to 
teach. After ULIB 101 was removed as a requirement for the College of Media, 
teaching ULIB was no longer a position requirement for librarians. Primarily, we 
needed to (1) create a more engaging course, (2) make class appealing to students 
who needed a credit hour,1 and (3) reduce workload and potential burnout so that 
librarians would want to teach it.

The new ULIB 101 course was developed with a working group consisting of 
Kelly Diamond; Alyssa Wright; Kelly Doyle, former Wikipedian in residence; Beth 
Royall, creative arts librarian; and Jessica McMillen, head of web and digital services. 
The librarians in the group had extensive experience teaching ULIB 101 both online 
and on-site; the Wikipedian in residence designed lesson plans incorporating Wiki-
pedia into the class.

Using a combination of backward design and ADDIE (analyze, design, develop, 
implement, evaluate), we worked to take the class from its sixteen-week on-site 
version to a shortened eight-week hybrid course. The format and duration of the 
course was the first design decision we made based on our analysis of teacher/student 
experience with the sixteen-week version. A shortened class would not only engage 
students but also prevent instructor burnout. We decided to make the class hybrid 
for the same reasons: Varying the instruction mode would keep students involved 
and make the course appealing, as they would need to attend on-site for only five 
meetings. In addition, the hybrid model helped librarians to keep schedules open 
for other duties and responsibilities and also alleviated burnout by varying teaching 
modes.2

Implementing backward design requires the designer to first determine what stu-
dents should “understand, and be able to do.”3 Next, the designer must determine 
and create activities to “determine appropriate assessment evidence” that students 
have reached the prescribed levels of knowledge, understanding, and skill. These 
activities can range from informal checks to exams to large-scale projects.4 Lastly, the 
designer must plan the actual instruction and other learning experiences.5 Following 
this model, we first developed course outcomes, then designed a final assessment 
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as well as scaffolded assignments to test whether students had achieved the desired 
outcomes. We concluded by planning weekly learning objectives, experiences, and 
instruction to give students the knowledge, understanding, and skills needed to suc-
cessfully achieve the course outcomes.

While the previous ULIB 101 course was based on student achievement of the 
ACRL Information Literacy Competency Standards, we wanted this new iteration to 
be grounded in and informed by the Framework for Information Literacy.6 We also 
found that elements from the Council of Writing Program Administrators’ (WPA) 
Framework for Success in Postsecondary Writing were complementary with the ACRL 
Framework, particularly the WPA Framework’s eight habits of mind: curiosity, open-
ness, engagement, creativity, persistence, responsibility, flexibility, and metacogni-
tion.7 These habits of mind complemented and expanded our understanding and 
eventual implementation of selected ACRL Framework dispositions.

Our final course outcomes came directly from the knowledge practices and dis-
positions from the frames Authority Is Constructed and Contextual, Information 
Creation as Process, and Information Has Value. We determined that at the end of 
the course, students will:

• recognize that authoritative content may be packaged formally or informally 
and may include sources of all media types;

• assess the fit between an information product’s creation process and a particular 
information need;

• develop, in their own creation processes, an understanding that their choices 
impact the purposes for which the information product will be used and the 
message it conveys; and

• recognize that all information, personal and published, has ethical and eco-
nomic value that affects its production and dissemination.

We selected these outcomes as they reflect basic skills and habits of mind that would 
serve students not only as college researchers but also in their out-of-classroom life. 
We wanted students not only to think critically about the sources needed for a 
project but also to consider information’s effect on or utility to a specific audience. 
We also wanted them to reflect on their own creation experience and perhaps inter-
rogate their bias a little bit. And we wanted to encourage habits of metacognition 
and self-reflection.

After deciding upon course outcomes, the next step in backward design is to de-
sign assessments that measure whether students have achieved these outcomes. We 
decided on a final project consisting of an infographic on a topic of the students’ 
choosing as well as a reflection report about their decisions creating the infographic. 
Students work on scaffolded assignments throughout the eight-week course, each 
one designed to help complete the infographic.
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To complete the infographic, we ask students to:

• Using the topic that you’ve worked with the past few weeks, choose an element 
of your area of expertise and explain it to a novice learner. Be aware this is not 
simply a “how to” set of instructions, but also an explanation of “why” as well. 
Studies have shown that people learn new material better if they understand 
why it is important or why something is done the way that it is.

• List the sources you used on the infographic. Include a method of “in-text” cita-
tion to indicate how you used your sources in the infographic. See the sample 
guides for a model.

• Include a Creative Commons license or copyright mark on your infographic.
• Please review past assignments as they may provide content for your info-

graphic.

The grading rubric for the infographic assesses this assignment based on audience 
awareness and their need for credible and accessible information; the relevance and 
credibility of the information (or “fit”) used in the infographic’s creation; and the 
clarity of the infographic’s citation and its licensing. This part of the assignment as-
sesses primarily the Framework’s and course outcomes knowledge practices. (See table 
10.1 for complete rubric.)

We also ask students to write a one- to two-page report explaining and reflecting 
on their research process, specifically the decisions and choices they made creating 
their infographics. The report begins with a works cited or references page of the 
sources they used. While the reflection report grading rubric assesses the knowledge 
practices surrounding citation inclusion and formatting, the rubric also assesses 
Framework dispositions and what the WPA Framework for Success in Postsecondary 
Writing refers to as “habits of mind.”8 The reflection report rubric evaluates how 
thoughtfully students reflect on their research and selection processes as well as how 
awareness of audience impacted these processes as well. (See table 10.2 for complete 
rubric.)

Once the final assessment has been created, the last step in backward design is 
to design scaffolded learning activities that allow learners to successfully complete 
the final assessment, in this case, the infographic and reflection report. To facilitate 
student success, we scaffolded learning activities and assessment, each one aligned 
with a skill, knowledge, or disposition needed to successfully complete the info-
graphic and reflection report. We also designed the schedule of the course to follow 
a repeating structure: Students complete a short reading or watch a short video, 
take an online quiz on the content, complete an in-class learning activity, and then 
either expand on that activity or reflect upon it in the online portion of the class, for 
example, posting a reflection to the course discussion board. The repeating weekly 
structure of the class allows students to focus on the coursework and not what might 
be due the next day.
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142 Kelly Diamond and Alyssa Wright

ULIB 101 weeks one and two begin with students’ choosing a topic and getting 
to know their classmates. Students first list areas in which they have expertise or 
authority; these areas can be related to school, work, hobbies, or anything else. After 
students choose three topics of personal expertise, they need to find an appropriate 
and narrow focus. To help students find an appropriate topic and focus for their 
infographics, students read and reflected on Robert Twigger’s concept of “micromas-
tery.”9 Twigger defines micromastery as “a self-contained unit . . . complete in itself, 
but connected to a greater field.”10 After brainstorming areas (school, work, hobbies) 
of personal authority, students choose a micromastery topic for their infographic.

We ask students to begin with topics of personal expertise for several reasons, but 
the main reason is to facilitate the students’ process through the knowledge practices 
and dispositions/mind-sets of the selected framework threshold concepts. Starting 
the course from a student’s place of authority engenders not only confidence but 
also comfort and familiarity as well. As Jan Meyer and Ray Land note, threshold 
concepts are “troublesome” initially, functioning as obstacles to student learning and 
thereby creating anxiety and resistance in learners.11 If students start and work with 
topics of familiarity and interest, the resulting anxiety will be lessened and students 
can focus more mental energy, or “intrinsic cognitive load,” on course materials and 
learning activities.12

Personal investment also assists students in another way: through learning trans-
fer. According to the Encyclopedia of Applied Psychology, “Transfer of learning is 
considered to be the use of past learning in the learning of something new and the 
application of learning to both similar and new situations.”13 Ideally, transfer from 
one context to another is closely related, for example, learning to drive a standard 
transmission car if one knows how to drive a car with an automatic transmission. 
This transfer is known as near transfer. Near transfer works by “triggering . . . well-
practiced routines in circumstances where there is perceptual similarity to the origi-
nal learning context.”14 As anyone who has participated in online forums devoted to 
hobbies can attest, people can be well informed and passionate about their interests. 
Students bring their intrinsic interest and current knowledge about their topic and 
are able to transfer that critical eye to new sources and resources.

Week three in the course asks students to transfer their knowledge and abilities to 
evaluate information pertaining to their topic by working with Wikipedia articles. 
Students learn how Wikipedia articles are structured, how to find sources for their 
infographic in the bibliography, and more importantly, how articles are evaluated 
and graded by the Wikimedia foundation. Students also discuss how accurate they 
find Wikipedia’s evaluation of articles on their topics. This discussion helps students 
learn to evaluate information but also gives them the Wikipedia rubric with which 
to work.

In the remaining weeks, students engage in learning activities that encourage 
them to transfer their knowledge, skills, and dispositions to new proficiencies and 
cross the threshold concepts. After deciding on topics, students begin working with 
proprietary library databases in week four to find and evaluate sources for their in-
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fographic, using techniques learned the previous week. In week five, students create 
a rough draft of their infographic and share it with classmates for feedback. Using 
the critiques from week five, students in week six search for supporting information 
in CREDO, Statista, and specialized databases related to their topics. Week seven, 
the penultimate week, focuses on current copyright cases involving music, art, and 
fashion. Students look over current cases and discuss how they would rule. Students 
also review the types of Creative Commons licenses, apply one to their infographic, 
and reflect on why they chose it. The course wraps up in week eight with workshop 
time in the classroom where students can ask the librarian questions as well as share 
drafts of the reflection memo. (See the appendix for a chart with aligned weekly 
learning outcomes, assessments, and course outcomes.)

The final step in backward design is implementation. We offered the first section 
of ULIB 101 in the first eight weeks (Fall I) of fall semester 2017, which enrolled 28 
out of a possible 30 students. In the subsequent three semesters, we have run four 
sections with a total of 58 out of a possible 114 students total.

Student evaluations and the instructor survey post curriculum changes show 
overall positive trends for the course. A statistical analysis of student evaluations of 
all sections from fall 2014 through fall 2018 shows a slight rise in students’ ranking 
of the course overall from the immediate past semesters. Students were asked to rank 
the course on a 5-point Likert scale for three areas: the overall quality of the course, 
the student’s overall learning in the course, and the instructor’s overall teaching ef-
fectiveness. We compared means for student responses pre- and post-curriculum 
change. A T-test showed a significant positive change in means for the overall quality 
of the course from the old curriculum (M=3.74, SD=0.49) and the new curriculum 
(M=4.26, SD=0.16); t(20)=-3.97, p=0.007. There was also a significant difference in 
the means for overall teaching effectiveness from the old curriculum (M=4.0, SD= 
0.41) and the new curriculum (M=4.6 SD= 0.26); t(25)=-3.19, p=0.0039. Students’ 
mean rankings for their overall learning in the course showed a slight positive in-
crease but not enough to show a significant difference between the old curriculum 
(M=3.66, SD=0.43) and the new curriculum (M=3.82, DS=0.63); t(25)=-0.68, 
p=0.50). Students’ qualitative responses were generally positive, but individual com-
ments varied wildly in their likes and dislikes.

Librarian faculty were asked to complete a post-curriculum-change survey that 
asked them to rank their satisfaction with the course on a 5-point Likert scale in five 
areas: the overall quality of the course, perceived level of student engagement, how 
well the course content (reading, videos, and lesson topics) contributes to student 
learning, how well the course format (length, lesson plans, and hybrid meetings) 
contributes to student learning, and instructor workload. Overall, instructors were 
pleased with the course. One hundred percent of respondents were satisfied or 
very satisfied with all but one area evaluated. Mean scores for the course overall, 
course content, and instructor workload were 4.33. It is significant to note that all 
the instructors were satisfied with the instructor workload required for the course, 
which was a major area of complaint from instructors before curriculum change.  
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Instructors were also uniformly pleased with the hybrid format and the shortened 
length of the course. The only area where instructors indicated a need for improve-
ment was student engagement, which had a mean score of 3.00. A primary reason for 
the instructor rating of student engagement was a perceived lack of student motiva-
tion to complete the out-of-class videos and readings. Instructor comments in this 
area indicated that students were highly engaged in some of the active, content-rich 
lessons such as the lesson on copyright and fair use. Other comments indicated an 
uneven perception of student engagement. One instructor commented: “I think 
most of the students perceived the course content as ‘easy’ and did not invest much 
thought into the why-we’re-doing-this.” However, another commented: “I had more 
than one student tell me that they were already applying research skills they learned 
in the course in other classes and students seemed much more engaged in their 
research than they were in previous semesters when we selected topics for them.”

We unfortunately do not have a comparable pre-curriculum-change instructor 
survey to compare with these results, but anecdotally, engaging students and mo-
tivating them to do course readings and video assignments has been a persistent 
problem for the course. We see some bright spots for engagement in the revised 
curriculum, especially the increased student engagement through micromastery top-
ics and weekly lessons driven by the ACRL Framework such as the copyright and 
fair use lesson. One of the challenges we see as we continue to revise the course is 
finding and/or developing readings and videos that provide content that delivers 
the needed information and engages students. We also need to find more ways to 
encourage students to authentically reflect on their learning and how they can apply 
it in their lives.

While we consider the new hybrid eight-week version of ULIB 101 to be success-
ful, we have continued to implement small changes. For example, we lowered the 
enrollment cap from thirty to twenty-four so that teaching librarians could interact 
more effectively with fewer students. The lower enrollment also lessens the amount 
of grading. OCIS is also working to find a happy medium with the number of sec-
tions offered to keep enrollment at ideally an 85 percent fill rate. The office also 
successfully applied to the WVU Faculty Senate to have the credit earned raised from 
one to two credit hours. Not only does this accurately reflect the amount of work 
students do in the class, it also makes the class more appealing for students looking 
to increase their credit hours for the semester.
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NOTES

 1. This course is now two credits as of fall semester 2019.
 2. Jay Caulfield, “What the Best Hybrid Teachers Say,” in How to Design and Teach a 
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11
The Framework and the Context: 
Refocusing Information Literacy at a 
Caribbean University
Paulette A. Kerr and Jessica C. Lewis

Academic libraries in the English-speaking Caribbean are new in the information 
landscape. While the region boasts public libraries dating back to the late nineteenth 
century, the arrival of academic libraries is synchronous with the establishment of 
the University of the West Indies (the UWI). The UWI is the oldest regional in-
stitution of learning within the Commonwealth Caribbean, founded in 1948 as a 
college of the University of London. It is also the largest higher education provider 
in the English-speaking Caribbean, serving fifty thousand students via four campuses 
and seventeen countries including Anguilla, Antigua and Barbuda, the Bahamas, 
Barbados, Belize, the British Virgin Islands, Cayman Islands, Dominica, Grenada, 
Jamaica, Montserrat, St. Kitts/Nevis, St. Lucia, St. Vincent and the Grenadines, and 
the Republic of Trinidad and Tobago.

With the establishment of the UWI came the advent of the Caribbean academic 
librarian with the mandate to assist researchers and emerging scholars on their aca-
demic journeys. Higher education aims to groom scholars to think critically and seek 
new knowledge through engagement with information in all its facets and sources, 
dialogue, as well as the research process. Expectations of how this engagement would 
be developed in students are not always clear in higher education institutions, where 
the focus is primarily on discipline content. However, academic libraries and librar-
ians have positioned themselves as agents for ensuring that this happens, usually 
through information literacy (IL) interventions.

In developing countries like Jamaica, there are issues associated with the successful 
implementation of IL, including the levels of literacy of the population, informa-
tion overload and information anxiety, the emphasis on technology versus informa-
tion literacy, and the disparity in education levels.1 Vanessa Middleton also found 
challenges in academic institutions in the Caribbean of “reaching a vast number of 
students in a brief period of time with limited staffing.”2

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



150 Paulette A. Kerr and Jessica C. Lewis

CARIBBEAN CULTURE AND IL CONTEXT

Hopeton Dunn and Sheena Johnson-Brown provide an interesting insight into the 
role of IL in the cultural and social contexts of developing countries of the digital 
Global South. The authors use the historic preindustrial example of the indigenous 
community of escaped former slaves, called Maroons in Jamaica, to demonstrate 
expanded notions of IL. Dunn and Johnson-Brown contend that the fiercely strate-
gic and agile Maroons were an information literate population. They were actively 
aware of their information needs, seeking out critical information, evaluating it, and 
applying it successfully to their scenario. The Maroons were able to continuously 
evade recapture, and they even defeated British troops using “a highly sophisticated 
information communication system, whereby slaves on the plantation would relay 
signals about the activities and plans of the British.”3 This local and historic example 
challenges some accepted Western notions of IL while also echoing the critical role 
of IL to lifelong learning and survival in developing nations.

The current scenario in the English-speaking Caribbean sees students arriving at 
higher education institutions with limited exposure to libraries, librarians, and mod-
ern information architecture. Library anxiety levels are high, as most new students 
come to university and college campuses not having prior access to a multistory 
library or online catalog. Ingrid Iton posits that this may be attributed to the ab-
sence of school libraries and librarians at the high school level on most islands in the 
region.4 Cherrell Shelley-Robinson’s extensive survey on school libraries in Jamaica 
found that although spaces were identified for libraries, they were mostly inappropri-
ate because they are small and underresourced.5

Marisa McPherson identified both institutional and personal factors for library 
anxiety among university students in the Caribbean. Institutional factors included 
the large size of the libraries and the layout and organization of floors and collections; 
personal factors included a lack of relevant information literacy skills and absence 
of previous library experience.6 Some of the debates surrounding the Association 
of College and Resource Libraries’ (ACRL) Framework for Information Literacy for 
Higher Education were fodder for Caribbean librarians seeking to ensure that the 
challenges our students face would not be exasperated by a new, unexplored, unset-
tling, and elitist paradigm.7

PRE-FRAMEWORK IL AT THE UWI MONA LIBRARY

Over the last two decades, there has been increased exploration and focus on IL 
skills and competencies in the academic arena. In fact, most of the writings on IL 
have come out of or have their genesis in the academy. Academic librarians have 
been at the forefront of the awakening to IL and lobbied for the evolution from 
“bibliographic instruction” to “user education sessions” and for the variety and range 
of nomenclatures for information literacy education. The concentrated focus on 
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IL in higher education has resulted in a high number of documented conceptual 
frameworks, guidelines, and approaches to IL. While there is also a high level of 
information literacy activity in some Caribbean libraries, there is limited published 
literature exploring IL in higher education in the Caribbean.8 Some proponents 
of note include Verna George and Paulette Kerr,9 Ingrid Iton,10 Cherrell Shelley-
Robinson,11 Kerry Ann Rodney-Wellington,12 and Paulette Stewart.13

Information literacy as practice has, however, been recognized at the highest 
level of the UWI. In the most recent strategic plans of the UWI—in 2007–2012,14 
2012–2017,15 and 2017–202216—the administration has deemed being information 
literate as incumbent to the profile of the UWI graduate. This is clearly articulated 
in the university’s current Strategic Plan 2017–2022, which outlines the distinctive 
UWI graduate for the twenty-first century as one “who has a regional frame of 
reference and exemplifies the following attributes: is a critical and creative thinker, 
a problem solver, an effective communicator, knowledgeable and informed, compe-
tent, a leader, a team player, IT skilled and information literate, socially and culturally 
responsive, ethical, innovative and entrepreneurial, and a lifelong, self-motivated 
learner.”17 IL is thus identified as an integral quality of a graduate of the UWI.

The UWI Mona, Jamaica, campus has been particularly proactive in its engage-
ment with IL. The campus is the oldest of the UWI and currently serves a student 
population of 18,700 via faculties of engineering, humanities and education, law, 
medical sciences, science and technology, and sport.18 The establishment of the 
Mona Information Literacy Unit (MILU) at the Mona Library in 2001 firmly es-
tablished the importance of IL on the UWI’s education agenda. MILU would later 
become a critical teaching and learning influencer in the UWI Library system. In the 
2017–2018 academic year, MILU offered approximately 269 sessions to more than 
7,000 students. MILU aims to ensure that students are equipped with the necessary 
IL competencies—now Framework “understandings”—to empower them to become 
lifelong learners as prescribed by the university administration. These competen-
cies, abilities, or skills were integrally connected to the ACRL Information Literacy 
Competency Standards for Higher Education,19 which guided policy and practice in 
the MILU. The MILU was initially developed to “coordinate and structure the de-
livery of training courses to the Library’s clients.”20 Its mandate, however, was much 
broader and sought in 2001 to “expand Information Literacy instruction beyond the 
discrete skills taught in the then Bibliographic Instruction Programme; promote an 
integrated approach to IL through collaboration with faculty, librarians, and admin-
istrators; as well as promote lifelong learning through the provision of instruction in 
critical thinking.”21

Essential to the effective operations of the new unit was a deliberate plan of devel-
oping librarians to address the apathy and culture of resistance to teaching and equip 
them with new pedagogies and approaches. The thrust of the program centered on 
the concept of immersion. This involved intense training of librarians in IL concepts 
and theoretical frameworks in a context of reflective and reflexive learning and en-
gagement and within an atmosphere of critical thinking on the role and place of IL 
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in addressing the deficits in students’ learning that they observed in different aspects 
of their work. The role of the librarian as a teacher was emphasized. Expertise was 
sought from the campus Instructional Development Unit (now the Centre for Excel-
lence in Teaching and Learning, or CETL) on course delivery and teaching methods. 
Two librarians participated in the ACRL Immersion Program in 2001.

Significant work has also been done by the unit to promote and create buy-in for 
IL among university campus stakeholders as well as the outside community. Over the 
last eighteen years, the Mona IL Programme has built on a collaborative approach 
where faculty, librarians, and administrators work together to ensure that critical-
thinking competencies are included in the curriculum at all levels. While there is a 
focus on developing competencies through sessions in foundation critical reading 
and writing courses (first-year English writing equivalent), the unit collaborates with 
faculty in offering content in specific disciplines including chemistry, humanities, 
psychology, education, law, and medical sciences. MILU initiatives also include 
workshops for students and faculty held in collaboration with the Department of 
Library and Information Studies (DLIS) and the Office of Graduate Studies and 
Research, and outreach through IL sessions to high schools and colleges across the 
island. The DLIS has offered several workshops for teachers and information profes-
sionals on IL with an emphasis placed on integrating IL into the college curriculum 
as well as planning and teaching IL instruction.22

The UWI hopes that “graduates will acquire both IT and information literacy 
skills, which are seen as essential parts of a wider concept of knowledge creation.”23 
MILU achieves this mainly through sessions that are integrated into required first-
year foundation courses. Whether UWI graduates are indeed information literate is 
an area in need of research and further inquiry.

There are challenges facing the UWI libraries in contributing to the creation of a 
distinctive UWI graduate equipped with requisite competencies. Major issues were first 
proffered in 2008 by the then-coordinator of MILU in internal correspondence and 
remain areas of concern for all UWI libraries in 2019. These issues include the absence 
of a campus/university-wide IL policy, limited assessment of student learning, chronic 
budgetary constraints leading to resource constraints such as outdated teaching labs 
and network instabilities, and an increasing and diverse student population without 
the requisite staff allocation. The issues of teaching and instructional design training 
have also arisen in recent times as the role of the librarian as teacher has become more 
seminal to the work of engaging with students. Kerr also identified disconnects in the 
program, in which the expectation of what IL would achieve was not always realized 
in practice as students emerged from IL instruction sessions with a seeming inability to 
effectively access and use information in other academic endeavors.24

UWI MONA LIBRARY ENGAGEMENT WITH THE ACRL

On the heels of the approval of the Information Literacy Competency Standards for 
Higher Education by the board of the ACRL in January 2000, the UWI Mona cam-
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pus sought to institute its own instructional unit in information literacy, guided by 
the new ACRL Standards. The development of MILU commenced in early 2000 as 
the Mona Information Literacy Skills Unit (MILS) with the appointment of an in-
formation literacy unit coordinator. In keeping with the Standards, MILU librarians 
were encouraged to attain formal training in IL education at the tertiary level and 
gain experience as instructors in information education.

With the transition from bibliographic instruction to information literacy instruc-
tion in 2001, the renamed Mona Information Literacy Unit embarked on campus-
wide sensitization and promotion of the concept of IL via presentations to academic 
and senior administrative staff. Collaborative partnerships among librarians, faculty, 
and administrators to develop an integrated program in IL instruction were criti-
cal to the library’s involvement in two main compulsory English courses (FD10A: 
English for Academic Purposes and UC120: Language Exposition and Argument). 
MILU also sought to expand teaching/learning resources through the development 
of new online and print instructional materials.

The ACRL continues to influence polices, procedure, and the practice of IL at 
the UWI Mona campus; to date, eight librarians have participated in ACRL immer-
sion programs since 2001. However, the information landscape has changed signifi-
cantly over the last eighteen years, and though now seemingly secure, the somewhat 
prescriptive approach of the Standards is no longer reflective of the complex and 
nuanced information ecosystem. MILU has therefore attempted to keep pace with 
current global approaches to IL in higher education. The library’s transition to the 
ACRL Framework, which utilizes threshold/essential conceptual approaches, was 
considered a natural progression for MILU staff. Though not ignorant of varied cri-
tiques of the Framework, MILU saw the transition as an important opportunity for 
conversation, engagement, and collaboration between the librarians, students, and 
faculty, especially since the Framework focuses more widely on a critical approach to-
ward demonstrating understanding versus a linear set of skills and techniques. While 
not a panacea for the perceived and documented ills of IL education, the approaches 
employed in the Framework appear to address some of the contradictions identified 
in the practice of information literacy that were rooted and grounded in the ACRL 
Standards and to actualize articulated goals of IL.25

STAGGERED ADOPTION OF THE  
ACRL FRAMEWORK AT THE UWI MONA LIBRARY

Megan Oakleaf ’s words of sanction—“Essentially, librarians can use the Framework 
as inspiration to focus on concepts, rather than exclusively on tools and tech-
niques, and those concepts can be added or subtracted as student and faculty needs 
change”26—guided the UWI library’s phased adoption of the ACRL Framework. 
The Framework should not be viewed with skepticism. It is an opportunity for “in-
spiration,” offering librarians the opportunity to have more nuanced discussions in 
sessions and activity-based lesson plans.27 Sessions may ultimately be more engaging 
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and resonate more with students. This is the desired outcome of UWI Mona IL ses-
sions and is not necessarily the current result from all sessions. Exploration of the 
filed ACRL Framework document alludes to how it may be used to reposition the 
library at the center of campus discussions and students’ minds:

The Framework opens the way for librarians, faculty, and other institutional partners 
to redesign instruction sessions, assignments, courses, and even curricula; to connect 
IL with student success initiatives; to collaborate on pedagogical research and involve 
students themselves in that research; and to create wider conversations about student 
learning, the scholarship of teaching and learning, and the assessment of learning on 
local campuses and beyond.28

First Steps with the Framework

The adoption of the Framework at the UWI Mona Library is an ongoing process. 
This process initially required sensitization, dialogue, session redesign, new peda-
gogical strategies, and ultimately forging ahead amid indecision from some partners. 
To set a practical tone for the Framework, MILU facilitated a training workshop on 
student engagement techniques for all instruction librarians. Teaching apprehension 
is common among librarians, many of whom have limited teacher training, who 
are increasingly being called to conduct learning events. In collaboration with the 
CETL, MILU conducted a Train the Trainers workshop for teaching librarians at the 
Mona Library in July 2015, following the filing of the Framework. The workshop 
aimed to marry the Framework to student engagement by developing librarians’ 
classroom/student engagement techniques and providing an overview of the aspects 
of this new approach.

Group sessions of livestreamed webinars were also facilitated and ACRL and In-
struction Section Framework-themed webinars (teaching strategies and curriculum) 
were circulated for UWI Mona librarians to continue to become more familiar with 
and to discuss the adoption of the new way of teaching. Faculty were also sensi-
tized to the Framework through the dissemination of materials and meetings with 
foundations session lecturers. Two Mona librarians attended ACRL immersion in 
summer 2017 for exposure to using the Framework in IL practice. Mona librarians 
were receptive to the Framework in theory; a few seasoned instructors even indicated 
that their current teaching approach would require only minimal modification for 
alignment. Some librarians, however, were openly critical and resistant, indicating 
that a new prescription from a North American standards body was not necessarily 
mandatory for a local Caribbean setting.

Focusing on the Framework

MILU IL sessions provide face-to-face, librarian-taught instruction to almost 
three thousand first-year students annually via single two-hour sessions, comple-
mented by a session worksheet. Classroom instruction is conducted by a single 
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librarian to groups ranging from twenty to forty students and a faculty member. In 
the 2016–2017 academic year, MILU commenced implicitly using three frames as a 
guiding ideology:29 Searching as Strategic Exploration, Research as Inquiry, and Au-
thority Is Constructed and Contextual.30 These frames were determined as dominant 
through mapping of the previous library foundation course, which focused on the 
three main areas/IL standards: refining a topic, keyword selection, and credibility, 
plagiarism, and citation. The Framework session redesign then progressed to map-
ping the content of the current one-shot session using the frames. This deliberate 
action was completed easily, as content remained mostly the same but the teaching 
approach to the topic changed. The two-hour session was broken down into frame-
based and time-bound sections. This new Framework approach would not involve 
the language of the frames but instead required the development of a probing and 
highly interactive mind-set, which was reinforced with guidance notes in foundation 
course review sessions with teaching librarians.

Framework Teaching Tools

For the introduction of the Framework, pruning of a somewhat static PowerPoint 
presentation used in these sessions resulted in a drastic reduction in the number of 
slides from approximately thirty to fifteen. Librarians would no longer be burdened 
with covering slides of content, instead intently digging at students’ own knowledge 
with dialogue. Two new probing/discussion exercises were inserted to stimulate in-
class discussion. Librarians were also guided in requirements for using the Framework 
that include focused queries, librarian-initiated dialogue, and moving away from the 
usual onslaught of PowerPoint slides and performance of tasks. This would foster a 
focused approach on the “whys of information and research, rather than the hows”31 
as well as the targeting of known trouble spots for students.

Our evaluation/assessment tool (a five-question online quiz at the end of each 
session) had previously indicated that the areas of refining the topic and keyword 
searching presented the greatest challenge to students. Sessions would now be more 
demanding for instruction librarians than previous lecture-style sessions, as there was 
a need for elevated levels of engagement through exercises and prompted discussions. 
Probing questions that encouraged reflection about students’ existing knowledge 
about the information process would now be the starting point for further explora-
tion. As a session icebreaker, students could be asked, “How confident are you about 
your research skills?” and then “Why?” Or “Tell me the steps in your library research 
process . . .” before these are explored in the structure/content of the session.

The introduction of the use of the Credo Reference database as a mandatory 
starting point for background information and refining topics and keywords added 
a new technological dimension to our sessions.32 The database’s “Mind Map” feature, 
which is a brainstorming tool that allows for a visual representation of the results 
obtained with use of search term(s) at or near the center and related terms radiating 
out, sparked new avenues for exploration and understanding for students in the early 
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stages of narrowing their research topics. The hands-on exploration of databases after 
discussions offers support to exploring the frame Searching as Strategic Exploration, 
which is a dominant theme in the library session. When teaching these sessions, li-
brarians can traverse the aisles and experience or assist with the evolution of students’ 
search terms and research process. The Framework indicates that novice learners like 
our foundation course students may use “few search strategies” and “search a limited 
set of resources.” However, as the session progresses students often realize that effec-
tive searching requires persistence and more complex and nuanced search strategies. 
The increased interactivity and hands-on nature of Framework sessions are supported 
in the work of Don Latham, Melissa Gross, and Heidi Julien.33

The focus on only three frames in these one-shot sessions sought to avert a sense 
of large-scale change, as well as to offer foci for application of the Framework. De-
spite the changes in teaching approach to IL sessions, there has been no change in 
the structured assessment of the sessions. In-session assessment may attest to the 
direction of a session; however, IL sessions are still assessed by a five-question online 
quiz that includes an open-ended question about students’ overall experience (session 
content, presenter’s style, classroom setting, etc.). Feedback from this quiz would 
serve to provide some evidence of the impact of the Framework approach.

The opportunity for peer observation of librarians’ new Framework approach to 
teaching sessions was facilitated through the introduction of voluntary peer-to-peer 
assessment. A template for areas for review (session organization, presentation/
performance, high-quality aspects, classroom engagement, and suggestions) was 
circulated for librarians to gain informal critique and affirmation of their sessions. 
Most librarians, however, did not explore this avenue for feedback. This practice 
of librarians as critical friends has been recently explored in the literature by Laura 
Dimmit, Caitlan Maxwell, and Chelsea Nesvig, who initiated peer observation to a 
small group of three instruction librarians doing one-shot sessions as an opportunity 
to offer constructive, “assessment driven” feedback.34 Using the framework of “criti-
cal friendship,” which requires dialogue, openness, and trust, the peer observation 
process included pre- and post-observation meetings to gather context and learner 
reflections. The observations were formalized by a letter written by a critical friend 
outlining feedback that could also be used for professional assessment purposes. Us-
ing the structure now set out by Dimmit and colleagues, this is a model worthy of 
revisiting for future sessions.

Teething Pains/Challenges

The libraries across all UWI campuses have attempted to address some of the 
issues raised with the introduction of the Framework at the UWI Mona Library in 
order to facilitate adoption at other UWI campuses. Through the establishment of a 
cross-campus IL team, the matter of a common philosophy, policy, and development 
of a program of work are being addressed. The goal of this team is the development 
of a university-wide IL policy and the adoption of a unified approach to IL programs 
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across campuses. Currently, there remains some hesitation by librarians on our other 
UWI campuses about the wholesale adoption of the Framework. This has sparked 
discussions about the use of standards from other groups, such as the Chartered 
Institute of Library and Information Professionals (CILIP). Some librarians have 
suggested that with the diverse student population at the UWI, some students will 
be disadvantaged by introducing them to IL within the metaphors of the Framework.

Iton speaks to the issue of culturally specific programs in her discussion on the im-
plementation of virtual reference services. She opines that oral societies like those in 
the Caribbean must consider the “cultural influences [that become] a crucial deter-
minant in the choice between the traditional and [other modes] of service delivery.”35 
The time limit of two hours for library sessions may also be considered a challenge 
in fully exploring the Framework in one-shot sessions. Also, teaching infrastructure 
has also been posited by librarians as a challenge in interacting with students. Cur-
rently, IL sessions at Mona are conducted in two static, rowed computer labs. These 
spaces do not easily foster peer-to-peer teaching or group work, and they have some 
acoustical issues that can make student engagement even more difficult.

Feedback was also sought from lecturers and tutors in the foundation courses. 
Most lecturers and tutors often stay nearby the library IL session and can offer in-
sightful commentary. Responses were limited, but an important comment speaks to 
the disparity in the level of preparation and ultimately engagement by the team of 
librarians conducting the sessions. A lecturer indicated, “It is advisable that all library 
instructors are prepared and capable of engaging the students for the two hours. 
Some instructors are excellent, and others are not. Instructors are also to prepare the 
topics (research essay topics) that they have been given instead of generic topics that 
are not always related to the discipline.”

Success: The Voices of Students

Table 11.1 suggests some measure of success with the introduction of the Frame-
work. The comments were received from an evaluative online quiz conducted at the 
end of each two-hour session within the foundation courses subsequent to the UWI 
Mona Library’s initial implementation of a phased approach to the adoption of the 
Framework. In comparison to previous years, student comments were overwhelm-
ingly positive. They noted that sessions were useful to them and offered student 
interaction/participation as a qualifier.

Themes that emerge from the students’ responses, displayed in figure 11.1, suggest 
that while students have high expectations for instruction librarians and still expect 
teacher-led sessions, they prefer a delivery that is conversational and engaging. The 
orientation toward engaging and collaborative learning is vital for fostering critical 
thinking and developing graduates with the IL skills necessary for lifelong learning. 
Students are also concerned with content relevance and their ability to apply what 
they learn to their academic pursuits. Comments regarding the knowledge gained 
in utilizing library resources (search engines, databases, OPACs) to conduct research 
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also indicate that students value learning that empowers them to more effectively 
engage with information resources for their academic pursuits. Though not as wide-
spread, the physical environment and the general disposition of the facilitator also 
appear to be important aspects of the learning experience for students.

The Way Forward

The limited success of the implementation of the Framework at the UWI Mona 
Library was achieved by advocating for the importance of IL on the political front 
with librarians and faculty. This was done through conversations, webinars, work-
shops, and sharing opportunities for engagement on IL. There is a need for more IL 
advocates to approach faculty and stakeholders and for greater buy-in from librar-
ians. It is hoped that in the second iteration of the process, the library will exhibit 
greater support for the approach. The work of liaison librarians in reaching out to 
specific faculty is critical to realizing gains in this process. Also core to the process 
is identifying key subject courses, initiatives, or events for further integration in the 
curriculum beyond the first-year foundation courses. Most important is the identi-

Table 11.1.  Students’ Voices

Positive Students’ verbatim comments on summer 2017 IL sessions

C1 The session was very informative. It was also helped by the fact that 
student participation was encouraged.

C2 Very informative. Research is an active, engaging process and there are 
specific protocols unique to each field. If a writer requires notification 
and credibility these protocols must be consciously observed.

C3 I didn’t fall asleep because the teacher was able to interact with the class 
while giving us (pointers) and explained each point effectively.

C4 The presenter interacted with students. Offered help where necessary. I 
would like a soft or hard copy of the presentation provided by librarian 
in order to review what was discussed.

C5 Over all the session was very informative and interactive . I learnt new 
techniques in researching on my topic, which I am sure will help me a 
lot in writing any essay or documentation I may receive.

C6 personally found it alright since i was able to get informations on how i 
can create my essays more productive and effective.

C7 The session was ideal for a student aiming to pass **critical reading and 
writing** as well as to use in life’s tasks.

C8 The teacher was rather informative. I personally enjoyed her interaction 
with the students. She also stressed the importance of using the 
librarians as a guiding tool. The content in itself was great and taught 
me a lot of information not previously known to me or recognized by 
me.

C9 I found it helpful particularly after receiving personal attention to ensure 
I was following during the session.
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fication of emotional as well as practical arguments for IL/Framework engagement. 
The Framework was and still is a shiny new marketing tool.

The chapter explores the first round of the implementation of the Framework at 
the UWI Mona Library. Anecdotal results of higher levels of student engagement via 
evaluation serve as a sign that the Framework should be further explored. Positive stu-
dent feedback, when shared, acts a motivator to program coordinators, administra-
tors, faculty, and instruction librarians. Some colleagues still have reservations about 
full Framework immersion, but it is our hope that in time, and through research and 
reflective exploration, they will be more open to the discourses. The way forward 
will include further training and sensitization of librarians and faculty, relevant as-
sessment of the impact on student’s learning, development of campus-wide policy, 
as well as the creation of a bank/sandbox of assistive and Caribbean-specific teaching 
tools to ensure continued relevance. Adapting frames for local/regional context and 
creating more culturally specific examples may yield deeper engagement.
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12
The Librarian’s Journey Begins: Finding 
Pedagogical Authority and Creativity in 
the ACRL Framework
Liza Oldham

I was three years in to my career as an instructional librarian when the Association 
of College and Research Libraries (ACRL) formally adopted the Framework for Infor-
mation Literacy for Higher Education,1 and I distinctly remember the apprehension I 
had when reading it through the first time: Oh no . . . this is really different. At that 
point, I was more than halfway through developing a four-year information literacy 
curriculum that was in its first year of implementation. I had just gotten a grip on 
my teaching style. Students were also finally laughing at my one-liners (somewhat). 
Had all that just been rendered obsolete? Did I have to scrap all my lesson plans and 
start over? Had the role of an academic librarian been irrevocably altered with the 
click of a button over at the ACRL offices in Chicago?

The short answer to that swirl of questions (not all of them mine)2 was, of course, 
“no.” The core of our profession had not been redefined. My pedagogical philosophy 
to meet students where they are, engage and empower them to act, and then reflect 
upon the whole process did not and has not changed. In embracing the Framework, 
I did not have to ditch my lesson plans or light my curriculum on fire. I remained, 
and still am, an instructional librarian who helps students grow as critical thinkers 
and active researchers.

Looking back, I am a little amazed at the momentary mental paralysis the Frame-
work originally induced in me. As an educator, I know what to expect when students 
are challenged with something new, particularly when it comes to a topic or skill they 
feel they have already mastered. The responses can range from outright frustration 
to feigned nonchalance to silent rejection. Much like the archetypal hero of Joseph 
Campbell’s monomyth The Hero with a Thousand Faces, who refuses the initial call to 
adventure,3 students often freeze before the dawning realization that their previously 
established research behaviors may not serve them in the coming project. They sense 
the impending necessity of leaving their comfort zone, that “the familiar . . . has been 
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outgrown; the old concepts, ideals, and emotional patterns no longer fit; the time for 
the passing of a threshold is at hand.”4 Naturally, confusion or reticence to change 
sets in.5 Students, however, are not the only ones who must confront thresholds or 
require aid to pass on to the next phase of an adventure.

With the Framework, I encountered a learning threshold of my own, one that 
thrust me into an information literacy journey where I was the protagonist instead 
of a supporting character. This was hardly a comfortable spot for me, nor, I imagine, 
is it for other academic librarians who seek to practice student-centered instructional 
design. In this pedagogical approach, it is the learner’s journey that matters.6 Suc-
cessful application puts the emphasis on what students learn, not what educators 
teach.7 Choosing to focus on my journey—my paradigm shift with regard to the 
Framework—felt almost selfish, like I was missing the point. However, in a 2015 
article, Colleen Burgess, research and instructional services librarian at Western 
University in London, Ontario, noted that such a change in concentration was one 
of the exciting possibilities that could come out of the Framework: “How might my 
teaching evolve in order to facilitate a space in which the desired student knowledge 
practices and dispositions can flourish? The Framework in this light is an opportunity 
for instructors to . . . [adopt] a beginner’s frame of mind, as students themselves 
committed to lifelong learning.”8

My fledgling reaction to the Framework, a document that asks practitioners of 
all experience levels to reconsider and perhaps change how they teach information 
literacy skills,9 struck me as right out of Campbell’s text. I initially “refused the call” 
and saw only the negative.10 This new approach seemed too theoretical, too open 
to interpretation, and too lacking in active verbs to be integrated into my hands-on 
pedagogical practice. With the previous Information Literacy Competency Standards 
for Higher Education, academic librarians like me at least had action statements in 
the form of complete sentences to guide us in our lesson planning: “The information 
literate student determines the nature and extent of the information needed.”11 To go 
from this outcome-driven principle to the ambiguous phrase “Research as Inquiry” 
was unmooring, especially as a member of a profession that frequently suffers from 
a lack of systematic pedagogical training, whether in graduate school or on the job.12

Yet not all who initially hesitate before challenges are resistant forever, for, per 
Campbell, “it is only by advancing beyond those bounds . . . that the individual 
passes . . . into a new zone of experience. . . . The adventure is always and every-
where a passage beyond the veil of the known into the unknown; . . . for anyone 
with competence and courage the danger fades.”13 So how did I come to accept the 
call and cross this threshold? What magical pedagogical elixir can I share with other 
adventuring librarians charged with implementing the Framework in their research 
instruction? It will not surprise any readers of Campbell or consumers of pop culture 
to learn that the journey is never truly over and that the magic, ultimately, comes 
from within. With that universality in mind, though, I offer the specifics of this 
particular adventure in my career in the hopes that it will help other professionals 
who might be stopped at the threshold.
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A major arc in my journey was positioning the textual fuzziness of the Framework 
as an advantage, not a barrier. Taken at its most literal, each frame is just that: a 
frame. As academic and instructional librarians, we have the pedagogical license to 
experiment with the educational picture inside that frame. I am certain I will never 
stop learning how to teach information literacy and research skills more effectively 
and creatively, but I knew this before the Framework was published and formally 
adopted. Ultimately, my journey of figuring out how to incorporate the Framework 
into my research instruction ended with a more meaningful transformation, that of 
how I viewed and approached my own authority as an educator and information 
professional.

THE CALL TO ADVENTURE:  
IDENTIFY THE STARTING POINT

There is a laissez-faire-charged line in the introduction to the Framework that intimi-
dates as much as it inspires: “Neither the knowledge practices nor the dispositions 
that support each concept are intended to prescribe what local institutions should 
do in using the Framework; each library and its partners on campus will need to 
deploy these frames to best fit their own situation, including designing learning 
outcomes.”14 Essentially, librarians can do whatever they want in the classroom, at 
the help desk, and wherever else information literacy instruction may occur. In my 
aforementioned initial apprehension, I read this as the ACRL equivalent of a 1980s 
babysitting movie premise,15 with the organization essentially telling academic librar-
ians, “You’re in charge now. Of everything. So . . . bye!” Years of reflection and imple-
mentation later, I now read this section as a license for creativity. It grants librarians 
the pedagogical authority to fill the educational frame(s) at our institutions with 
what makes the most sense for our students and faculty. So yes, we are in charge. But 
we are definitely not alone in this endeavor. On a macro level, academic librarians 
have three partners. First is the individual institution—its values, resources, budget, 
and curriculum all play a part in what librarians are able to implement and when. 
Second and third are the faculty and students at that institution and their respective 
socioeconomic backgrounds, races, and genders. All three partners contribute to the 
educational picture in different ways, and identifying the characteristics of each is an 
important first step in the journey.

When considering how to implement the Framework at Phillips Academy (of-
ten called Andover), a coeducational residential high school located in Andover, 
Massachusetts, I began with some basic institutional data. One of Andover’s core 
values includes “Academic Excellence,” which emphasizes taking “intellectual risks” 
along with “independent learning, critical thinking, creative collaboration.”16 This 
is reflected in the rigorous curriculum, which operates on the trimester system and 
offers over 300 courses, including 150 electives and student-designed, term-long 
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projects. Around 80 percent of the 226 faculty members hold advanced degrees. 
In 2018, approximately 1,100 students attended Andover, representing forty-four 
states and forty-nine countries; nearly half identified as people of color, and 47 per-
cent received some form of financial aid.17 Matriculating Andover students are also 
academically diverse, with 45 percent coming from public schools, 36 percent from 
private schools, 15 percent from international schools, and the last 4 percent from 
either a parochial or homeschooling environment. This handful of statistics reveals 
how Andover intentionally seeks to prepare students for university environments 
by mirroring the demographics and academic rigor, albeit in a high school setting.

The library at Andover also purposefully functions like that of a small liberal arts 
college. Again, some statistics to set the scene: The library’s collection includes more 
than eighty thousand books, subscriptions to more than one hundred databases, 
and access to thousands of e-books and films across multiple platforms. The library 
also maintains a membership in the North of Boston Library Exchange (NOBLE), 
a consortium of more than twenty libraries that includes seven nearby colleges and 
universities. Library staff is split between access and research services, with the in-
structional librarians serving as individual liaisons to specific academic departments 
across campus. In other words, this is a financially well-supported library with a 
number of staff members dedicated to the various nonnegotiable areas and tasks 
required to make the place run smoothly and efficiently. Because of this, Andover’s 
library has the privilege of being able to allocate focus to things like strategic plan-
ning and educational values without having to sacrifice essential duties. This was 
the scene of my “call to adventure,” and I was also equipped with the distinct ad-
vantages of a supportive director, a collegial and creative team of fellow instructional 
librarians, and time. None of this is to say that there were no challenges and it was 
as easy as 1-2-3. Rather, it is vital to acknowledge these assets when reflecting on 
how the Framework was implemented at Andover because this reality is not fully 
replicable across the board at other institutions. What is replicable, though, is the 
environmental scan. Before filling the frame, academic librarians must have a firm 
grasp of their institutional setting: the advantages and disadvantages, the established 
challenges and possible supporters, and an understanding of what has been done 
before.

Recognizing the state of information literacy instruction at Andover in 2013 
was vital to both moving the program forward and my own professional develop-
ment. Like that of many colleges and universities, the library at Phillips Academy 
was decades old and had been stewarded by many dedicated, passionate librarians 
throughout the years. I was able to make the changes I did only because of the solid 
foundation built by those information professionals who had come before me.18 The 
most critical piece of my inheritance was the established relationship between the 
History Department and the library. Librarians had long worked with several history 
faculty members to develop a tiered approach to research instruction. The first- and 
second-year history curricula had been in play for about fifteen years, and accord-
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ingly, librarians created corresponding set lesson plans, LibGuides, and reserve lists. 
This is what the instruction program looked like when I arrived at Phillips Academy:

• Year One: History 100 (three consecutive terms)
 ű Research topics included the rise of Islam, medieval Europe, imperial China, 
world trade networks prior to 1600, and the Renaissance.

 ű Library Skills: Finding, evaluating, and using reference, secondary, and 
primary sources; using library subscription databases; building search vo-
cabulary skills with broader, narrower, and related terms; and plagiarism and 
Chicago Manual of Style citations.

• Year Two: History 200 (one term)
 ű Research topics included West African cities and societies, pre-Columbian 
empires, transatlantic slave trade, slave revolts and the Haitian Revolution, 
and the development of economic structures and piracy in the Atlantic world.

 ű Library Skills: Review the skills learned over the course of History 100, 
with special focus on finding, evaluating, and using secondary and primary 
sources; introduction to scholarly journal articles.

• Year Three: History 300 (three consecutive terms)
 ű A survey of American history, with the capstone research project of the final 
term being a primary source-based, thesis-driven paper on an American his-
tory topic of the student’s choosing.

 ű Library Skills: Review of the skills learned in History 100 and 200, with 
special focus on finding, using, and evaluating primary sources; finding and 
evaluating scholarly journal articles; and advanced website searching.

• Year Four: 500-level term—contained electives on a variety of topics
 ű Library Skills: Examples include finding data and statistics for the economics 
course, and incorporating contemporary and international news sources for a 
comparative government class.

Previous librarians tailored the instruction program to the needs of the History De-
partment, which had long been the library’s biggest and most consistent customer 
because of the above curriculum. Most long-term history faculty members brought 
their classes to the library for research instruction on the previously described skills—
most, but not all.

I began by individually contacting all history faculty members—regardless of 
whether they had brought their students to the library for instruction—at the end 
of the term as well as the start. I asked how the ending term’s research projects had 
gone and if they had noticed any issues with their students’ work, particularly when 
it came to citation or source quality. My reasons for choosing these topics were 
threefold: one, the most common questions we got at the help desk usually fell un-
der these two categories. Two, if I or a colleague had worked with the teacher and 
covered those topics, I wanted to know how well students had put those skills into 
action. Third and finally, if the teacher was one who had not brought students in 
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for instruction, to let her or him know that these skills were on the table as possible 
instruction points and that there was someone on campus (a librarian!) who was 
ready and willing to help.

Eventually, this strategy paid off. Not everyone responded right away, but a couple 
did. One was concerned that by asking a librarian to come to the classroom, students 
would be subjected to a thirty-minute lecture on how to search a database. I assured 
the teacher that this was not my instructional style and provided a succinct lesson 
plan that aligned with the faculty member’s assignment prompt to help assuage any 
fears of wasted classroom time. It also helped to have made a difference in student 
skill acquisition in the eyes of established faculty members, who then spread the good 
word to their colleagues. Within two years, every faculty member who taught His-
tory 100 and 200 brought their class to the library at least once a term for research 
instruction. My colleagues and I developed new lesson plans on website assessment, 
evaluating artwork and cultural objects as primary sources, and note-taking, based 
on feedback from faculty and conversations with students. The library had a solid 
information literacy instruction playbook, all based on the ACRL Standards. Then, 
in 2015, the History Department announced it would be changing its curriculum 
for History 100 and 200. Now students would take two terms of History 100 dur-
ing their first year at Andover and two terms of History 200 during their sophomore 
year. The History Department was considering mandating a research component in 
at least one term for both 100 and 200. I advocated for a required research project in 
all four terms and got three: both terms of History 100 and the first term of History 
200. The curricular topics would be different, but I knew I could adapt the library’s 
current instruction program to make it work. After all, research skills stay the same 
even when the research topic itself changes.

And then came the Framework.

THE BELLY OF THE  
WHALE: FROM STANDARDS TO FRAMEWORK

Between the Framework and the new history curriculum, transformation was in-
evitably on the horizon. Campbell calls this stage of the journey “the belly of the 
whale” because it represents the point of no return. The adventurer, “swallowed 
into the unknown,”19 now knows too much to return to his or her previous state; 
moving forward is unavoidable. I could not teach the same lesson plans because the 
History Department was changing its course topics and assignments—annotated 
bibliographies, podcasts, mind maps, and curated primary source collections were 
now established options for research projects alongside the traditional thesis-driven 
essay. My information literacy instruction needed to be just as dynamic and fine-
tuned as the previous iteration to both enable student success and cement the 
integration of the library and research into the updated history curriculum. I had 
fresh frames to fill and also the Framework itself. In both my home institution and 
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my profession writ large, I had the opportunity to challenge my own thresholds 
as an educator.

The more I read about the Framework, the more teaching possibilities I saw in its 
conceptual nature and constructivist approach.20 I also found critiques of the Stan-
dards that threw its limitations into sharp relief and articulated some of the peda-
gogical hitches I had experienced myself in the classroom. A 2015 article by Nancy 
M. Foasberg, humanities librarian and assistant professor at Queens College, City 
University of New York, put it best when she noted that the Standards presume to 
“present information literacy as a set of abilities that [librarians] can evaluate through 
a checklist, . . . that information literate behaviors can be defined ahead of time by a 
body like ACRL, and that once learned, [those abilities] can be practiced in all situa-
tions.”21 Having this list of “observable behaviors” and viewing “information literacy 
as a set of universal skills” appears straightforward from an assessment point of view 
because students either can or cannot “perform” the task of information literacy.22 
However, this “binary logic” does not effectively serve as an indicator of student 
understanding because the information landscape is far more complex than simply 
“good” and “bad” sources.23 I often saw my history students struggle to move past 
a black-and-white understanding of source credibility, but a curriculum centered 
around the Framework and its emphasis on threshold concepts could provide room 
for this type of growth.

Proposed by Jan Meyer and Ray Land, threshold concepts are complex ideas or 
topics within a particular discipline that students must grapple with before they can 
advance to a deeper comprehension in said area.24 These concepts are separate enti-
ties from, though linked to, the so-called building blocks of a particular discipline,25 
or, as I now tend to call them with regard to information literacy, the “mechanics” 
of the research process. The mechanics are mainly those ideas or activities that most 
students think of when they imagine themselves “doing research” today—searching 
Google, taking notes, using a book, and so on.26 Students often quickly get the hang 
of the mechanics because they have done similar tasks before, whether in school or 
recreationally.

Crucially though, this seemingly swift mastery of the mechanics often leads learn-
ers to display an inflated sense of their overall research abilities, precisely because the 
more basic skills feel familiar and doable.27 A 2012 survey by Amy R. Hofer, Lori 
Townsend, and Korey Brunetti provided superb insight from multiple information 
literacy educators on this issue, one of whom posited that students essentially have 
come to believe their own hype: “They believe the rumors that they are tech savvy 
and are expert searchers . . . because the mass media is constantly telling them how 
Web savvy they are . . . [and that they have] excellent media handling skills.”28 
Similarly, the history students I work with learn to distinguish between primary, sec-
ondary, and tertiary sources rather smoothly because categorizing is a concrete task 
they have likely done before at some point in their lives. This familiarity breeds self-
assurance in students when beginning a research project, which in turn seemingly 
gives credence to the stereotype that they have those “excellent media handling skills” 
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and can therefore ably display expertise at any stage of the research process. However, 
determining source types is a skill that falls under the mechanics of research—a rela-
tively discrete concept that students must understand before they can progress their 
information literacy skills, but, per Meyer and Land, does not “lead to a qualitatively 
different view of [the] subject matter.”29

Threshold concepts, on the other hand, can do precisely that—transform a 
student’s perspective. They represent learning “portals” that, once crossed, allow 
students to grasp previously inaccessible ideas, particularly those that present as 
discursively opaque or conceptually difficult.30 Given this innate complexity, thresh-
old concepts are also where students typically shut down or “get stuck.”31 When it 
comes to my aforementioned history students, one of the most common threshold 
concepts they struggle with is source authority.32 They believe that they can articulate 
why one type of source would be more useful, credible, or valuable than another, 
but their analysis is surface-level at best. For instance, students are well-trained to 
denounce Wikipedia in class,33 sometimes so much so that it seems as though the 
censure of that source is one of the mechanics of research. Despite this rote response, 
though, students struggle to explain why their teachers might truly object to its use 
beyond a desire to make research “hard.” So they continue to use Wikipedia when 
presented with a research project, albeit often secretly out for fear of being “dinged” 
grade-wise.34

Knowing I wanted to create an instruction program and lesson plans that would 
engage and empower students to advance past thresholds like source authority, I ar-
ranged the frames in order of perceived difficulty for my students to ensure proper 
scaffolding. I also considered the type and progression of research assignments 
students receive in their history classes. This by no means is meant to say that the 
Framework has to be taught in a particular order. In fact, its purposefully “intercon-
nected”35 nature means that the concepts addressed in all six frames should be pres-
ent in any well-constructed research prompt. Rather, my goal in ordering the frames 
was to establish when and where students will encounter these threshold concepts in 
the history curriculum, and thus the library’s research curriculum, at my institution: 
Research as Inquiry, Searching as Strategic Exploration, Scholarship as Conversa-
tion, Authority Is Constructed and Contextual, Information Creation as a Process, 
Information Has Value.

After determining this order of frames and considering the implementation op-
portunities provided by the History Department, I decided to reorganize the library’s 
Framework-based research program around the premise of moving students from 
research “mechanics” to “process” to “practice.”36 First-year students would master 
the mechanics in History 100 and secure a solid foundation (table 12.1). Then, in 
History 200, they would encounter more challenging, nuanced concepts and begin 
to consider both the process of research and their personal approaches, tactics, and 
mind-sets (table 12.2). Students would continue to develop and grapple with these 
ideas and habits during History 300, with the added challenge of an entirely self-
directed research paper. With this curricular program in play, students should begin 
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to have an individual research practice by the time they reach their senior year at 
Phillips Academy, thus preparing them for college-level research and the various 
information literacy programs and thresholds offered therein.

MECHANICS TO PROCESS:  
AUTHORITY IS CONSTRUCTED AND CONTEXTUAL

A clear example of how I implemented the Framework at Phillips Academy with the 
mechanics-process-practice structure revolves around the fourth frame: Authority Is 
Constructed and Contextual. Helping students learn to evaluate sources, particularly 
online, is a staple lesson in the instructional librarian tool kit.37 Myriad acronyms 
exist to guide learners through the process of evaluation, such as the CRAAP test 
or CARS,38 though, as previously discussed with regard to the Standards, checklists 
alone are often “too limited in scope . . . [to] adequately address the evolving nature 
of the Internet and the information delivered through this medium.”39 However, a 
specific and methodical tool like this can be helpful for students as a form of scaf-
folding before they move on to higher level decision making.40

For my purposes, a checklist for website evaluation represents an excellent tool 
for those students learning the mechanics. It involves answering mostly close-ended 
questions, and though students occasionally struggle to find the pieces of informa-
tion needed to check the box, they fully understand what is being asked of them. In 
my teaching, I eschew acronyms in favor of the more familiar and natural language 
of who, what, when, where, why (the Five Ws). Not only are students more likely 
to remember this progression of questions, it allows them to practice a Research as 
Inquiry concept: breaking a complex question—is this a trustworthy, credible web-
site?—into a series of smaller subquestions: Who is responsible for this site? What 
type of site is it? When was the information on the site published? Where did the 
author get the information? Why does this website exist? The answers to those ques-
tions, not just their mere existence, are what students then evaluate in order to start 
recognizing “indicators of authority [that] determine the credibility of sources.”41

In History 200, however, the checklist expands and requires students to think crit-
ically. The assignment through which I introduce this new version of the checklist is 
usually a short paper that asks students to answer a specific, predetermined research 
question. They must also create a separate annotated bibliography that evaluates the 
sources used to write the paper. Within that bibliography, students must include 
two websites: one that the student deemed credible and cited in the paper, and one 
that the student decided would not be appropriate to cite in an academic work. The 
annotations for both those websites must explain the student’s reasoning. When I 
come to the class to cover source evaluation, I first review the mechanics and write 
the familiar Five Ws on the board. Then, I show students how they can deepen their 
analyses and evaluation with additional questions (table 12.3).
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By keeping the Five Ws format and mechanics questions, students see that their 
previous understanding of website evaluation remains valid, but also now appears 
limited in light of these new questions. Instead of just considering the source itself, 
students learn that they must now insert themselves into the evaluation, and they 
begin to recognize the value of their own experiences and opinions. This is the shift 
from general mechanics to individual process. I also purposefully altered the lan-
guage of the new Five Ws to first-person present tense to further delineate the dis-
tinction—no two students can answer a question like “What does the information 
from this site add to my current understanding of the topic?” the same way.

After this brief discussion, we then do a series of sample Google searches together. 
I ask students to give me their initial impression of a particular site, then go through 
the mechanics questions. Does their gut reaction appear spot on, or does knowing 
the publisher or creator of the site change their evaluation? Then, as a class, we 
begin to explore and debate the process-centric Five Ws. In this group setting, the 
most effective and threshold-challenging question is often “Where else could I find 
this information?” Students see that a lot of the websites at the top of the results 
list—Wikipedia, History.com, the free version of Britannica, travel websites—often 
provide reference source–type information. We then discuss the value of that kind 
of topic overview, but also the fact that they, as History 200 students, are familiar 
with using reference databases and books from the library. The question I then pose 
to the class is: When just starting out on a research project, would you rather spend 
time evaluating a website that ultimately gives you something you could easily find 
through a library- (and teacher-)approved source? There is no right or wrong answer 
to this question. Students will frequently flat-out ask, “Which one is right? Which 
one do you want me to use?” When I tell them that the choice is ultimately theirs, 
you can practically hear the gears turning in their mind. This is the point when 
students truly begin to grapple with the threshold concepts embedded in this frame.

Table 12.3.  Website Evaluation Checklist: Mechanics and Process

Mechanics Process

Who . . . ➞ is responsible for the 
information on this site?

➞ do I think is the intended 
audience?

What . . . ➞ type of site or information 
is it?

➞ does the information from 
this site add to my current 
understanding of the 
topic?

When . . . ➞ was the information on the 
site published?

➞ am I reading this 
information?

Where . . . ➞ did the author/creator get the 
information?

➞ else could I find similar 
information?

Why . . . ➞ does this website exist? ➞ is this site worthy of 
inclusion in my academic 
work?
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CONCLUSION: THE RETURN

The challenge of incorporating the Framework into the research instruction program 
at my institution forced me to grapple with both my thresholds as an educator and 
the limits of my lesson plans. Though initially intimidating, not having an ACRL-
sanctioned list of learning outcomes allows librarians to take stock of their own insti-
tutions, resources, and strengths to create a truly unique research curriculum. Taking 
the time to go on an adventure of one’s own allows us to return as more confident, 
capable, and creative information professionals. Then we can return to our more fa-
miliar role in Campbell’s template: that of a mentor who bestows “supernatural aid” 
to adventuring students, providing magical amulets (search strategies) that will aid 
them in getting past the fearsome dragon (relying on Wikipedia or Google alone for 
academic research) that impedes their journey. Though hardly supernatural, active 
teaching, purposeful assignments, class discussion, or one-on-one conversations with 
a librarian can be one of the keys that helps students cross the threshold and begin 
to recognize the limits of their previous approaches.
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13
Flexible Frameworks, New Paradigms: 
Examining Beliefs about the ACRL 
Framework to Grow Teaching Practice
Andrea Baer

The Association of College and Research Libraries’ (ACRL) Framework for Informa-
tion Literacy for Higher Education has marked a paradigmatic shift in library instruc-
tion for many academic instruction librarians. While its predecessor, the ACRL 
Information Literacy Competency Standards for Higher Education, described informa-
tion literacy in terms of concrete skills and outcomes, the Framework foregrounds 
six interconnected conceptual understandings that reflect the larger significance of 
information literacy to lifelong learning, critical thinking, and engaged citizenship.1 
The document also has significant implications for librarians’ roles as educators. 
Indeed, it is intended as a catalyst for librarians to explore and to grow integrative 
approaches to information literacy, both within and beyond the library classroom 
and through collaboration with fellow educators.

Librarians’ evolving roles as educators are made explicit in the Framework’s intro-
duction, which opens by presenting the Framework as “grow[ing] out of a belief that 
information literacy as an educational reform movement will realize its potential 
only through a richer, more complex set of core ideas.” This emphasis on informa-
tion literacy as educational reform is related to librarians’ instructional roles and 
relationships to other educators at the end of the introduction:

The Framework opens the way for librarians, faculty, and other institutional partners to 
redesign instruction sessions, assignments, courses, and even curricula; to connect infor-
mation literacy with student success initiatives; to collaborate on pedagogical research 
and involve students themselves in that research; and to create wider conversations about 
student learning, the scholarship of teaching and learning, and the assessment of learn-
ing on local campuses and beyond.2

This expansive approach to information literacy understandably can feel overwhelm-
ing, particularly if a librarian’s main instructional work occurs through one-shot 
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library sessions, as is the case for most teaching librarians. On the other hand, many 
librarians also report experiencing the Framework as refreshing and freeing because of 
its expansive and flexible nature and the possibilities it suggests for expanding library 
instruction beyond stand-alone library sessions.

My work in offering library professional development on the Framework suggests 
that a key to experiencing the Framework as a catalyst for new and creative pos-
sibilities is recognizing its flexibility. In contrast, perceptions of the Framework as a 
pedagogical prescription or mandate can be tremendous barriers to engaging with it 
constructively. A perception of the Framework as rigid can result in frustration and 
a sense of paralysis, while an understanding of it as flexible is more likely to increase 
confidence, enthusiasm, and creativity for instruction planning.

Although the Framework is intended to be flexible and to be adapted to local con-
texts, for various reasons librarians often do not experience the Framework as such. 
In this chapter I discuss how perceptions of the Framework and related beliefs about 
teaching and learning powerfully influence librarians’ relationships to the Frame-
work. More specifically, I consider how perceptions of the Framework as flexible or 
rigid often contribute to enthusiasm about or frustration with the document. I first 
consider the strong role that beliefs and assumptions generally play in teaching and 
learning. This discussion is informed by three key lines of inquiry: (1) educational 
research on the importance for teachers of reflecting on their pedagogical beliefs and 
practices, (2) Stephen Brookfield’s work on “hunting assumptions” and critically re-
flective teaching practice,3 and (3) Kenneth A. Strike and George J. Posner’s revision-
ist theory of conceptual change.4 The interrelated areas of research suggest that a key 
component of teacher development is the development of communities of practice, 
through which educators can investigate their beliefs and assumptions about teach-
ing and learning and how they influence their pedagogical practices.

Finally, I relate this research and theories on the relationship between teachers’ be-
liefs and pedagogical practice to library professional development on the Framework 
that I offer. This scholarship lays a foundation for considering the Framework and 
perceptions of it in terms of flexibility or rigidity. Such reflection can be a power-
ful way to foster creative and effective instructional approaches that are adapted to 
librarians’ local contexts. I also suggest ways that such professional development 
can be responsive (1) to current and future librarians’ prior knowledge, experiences, 
conceptions of and experiences with the Framework and (2) to the institutional, his-
torical, and sociocultural contexts that influence them. Such an approach is essential 
to fostering reflective teaching practices that are driven by the inquiry, knowledge 
building, conversation, and curiosity that the Framework itself encourages.

THE FRAMEWORK AS A CATALYST FOR TEACHER 
REFLECTION: POSSIBILITIES AND CHALLENGES

Given that the Framework reflects for many librarians a paradigmatic shift in infor-
mation literacy education, it is not surprising that beliefs about teaching and learning 
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are especially significant to engaging with the document. While its predecessor the 
Standards shares with the Framework an emphasis on critical thinking, educational 
reform, and a democratic and informed society, the Framework is unique in the de-
gree of emphasis it places on complex and interconnected conceptual understandings 
of information literacy; on information literacy education as a shared responsibility 
of librarians, faculty, and students (introduction); and on librarians’ shifting instruc-
tional roles.

Consider, for example, the Framework introduction’s statement that students, 
teaching faculty, and librarians all have a significant responsibility to develop infor-
mation literacy. Librarians’ responsibility is described largely in terms of collabora-
tion with all of these groups: “Librarians have a greater responsibility in identifying 
core ideas within their own knowledge domain that can extend learning for students, 
in creating a new cohesive curriculum for information literacy, and in collaborating 
more extensively with faculty.”5 This concept of shared responsibility has significant 
implications for librarianship, which has traditionally been a service-oriented profes-
sion that positions librarians as directly fulfilling user requests, more so than as equal 
partners with other educators. The Framework asserts that it “redefines the bound- 
aries of what librarians teach and how they conceptualize the study of information 
within the curricula of higher education institutions.”6 Such a statement invites 
librarians to reconsider their instructional identities and roles, a process that is not 
always comfortable but that can be rewarding and even freeing.7

The Framework’s invitation to librarians to critically examine and perhaps recon-
sider their teacher identities is not a small task. This process can feel overwhelming, 
particularly given the tradition of skills-based library instruction, the predominance 
of one-shot library sessions, and obstacles to building and sustaining meaningful 
teaching partnerships. If a librarian’s time and resources are limited (as is usually 
the case), being asked to rethink one’s instructional approaches is understandably 
daunting, especially if the Framework is perceived to require a complete overhaul 
of a teaching practice or an instruction program. In contrast to the idea that the 
Framework necessitates immediately and radically reconstructing one’s teaching (an 
idea that in my experience is implied in many frustrated librarian responses to the 
Framework), an understanding of the Framework as flexible and adaptable opens 
richer possibilities for using the Framework to spark critical reflection and creative 
pedagogical approaches. Because perceptions of the Framework play such an impor-
tant role in librarians’ (dis)engagement with it, it is essential for related professional 
development to create opportunities for reflection and exploration of participants’ 
beliefs about and experiences with the Framework. The potentially generative nature 
of this reflective inquiry is illustrated by research on the relationship between prior 
beliefs and learning, as well as by scholarship on reflective practice and conceptual 
change.
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PRIOR BELIEFS, PAST EXPERIENCES, AND LEARNING

Education research provides ample evidence that prior beliefs, knowledge, and 
experiences play a powerful role in how and what students learn, as well as in how 
teachers teach. In How People Learn, a book from the National Research Council that 
brings together decades of research on learning, the authors’ first key pedagogical 
takeaway is that effective teaching encourages students to engage with their prior un-
derstandings.8 As the authors explain, “Students come to the classroom with precon-
ceptions about how the world works. If their initial understanding is not engaged, 
they may fail to grasp the new concepts and information that are taught, or they 
may learn from them for purposes of a test but revert to their preconceptions outside 
the classroom.”9 Such research shows that learning is optimized “when teachers pay 
attention to the knowledge and beliefs that learners bring to a learning task, use this 
knowledge as a starting point for new instruction, and monitor students’ changing 
conceptions as instruction proceeds.”10 Moreover, effective learning often requires 
uncovering preexisting knowledge and beliefs that may be misinformed and that can 
be a hindrance to later learning. Investigating preexisting beliefs and knowledge with 
students enables teachers to assess students’ knowledge and abilities and to support 
students in either building on those understandings or unlearning beliefs or practices 
that stand in the way of new learning.

The power of prior knowledge, experience, and conceptions in learning is most 
often discussed in relationship to students. However, this learning principle applies 
to teachers as well: educators’ beliefs, knowledge, and past experiences greatly shape 
how they teach and engage with students. This point is supported in a notable body 
of education research on “learning to teach.” Though the majority of “learning to 
teach” research has focused on preservice teachers and less on other practicing educa-
tors, such studies still offer insight into the ongoing process of learning to teach. As 
Sharon Feiman-Nemser and Janine Remillard discuss in “Perspectives on Learning 
to Teach,” “Like all learners, teachers can only learn by drawing on their own beliefs 
and prior experiences.”11 While many preexisting beliefs foster teacher development, 
others may pose barriers to engaging with pedagogical approaches that empirical 
research suggests to be more effective but that are less familiar to the teacher.12 Edu-
cators who are interested in further developing their teaching practices can greatly 
benefit from investigating their beliefs about teaching and learning and how those 
influence their pedagogical work.

Research on conceptual change among future teachers also provides insight into 
how both new and experienced educators can uncover beliefs, assumptions, and 
sometimes misconceptions in order to enrich their teaching. As Feiman-Nemser and 
Remillard discuss in their analysis of research on the relationship between teacher 
beliefs and practices, “While current beliefs and conceptions can serve as barriers 
to change, they also provide frameworks for interpreting and assessing new and 
potentially conflicting information.”13 Synthesizing studies on teacher education 
that encourages future teachers to critically examine and reflect on their pedagogical 
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beliefs, Feiman-Nemser and Remillard conclude that several conditions appear to be 
central to enabling conceptual change. These can be paraphrased as:

1. time to reflect on why new practices and their related values and beliefs are 
more valuable than traditional approaches;

2. practical examples of these practices;
3. firsthand experience as learners with the given practices; and
4. ongoing support and guidance.14

I return to these four principles later, when describing the professional development 
that I offer on the Framework. First, however, I discuss how these practices can be 
further enriched by Brookfield’s approach to “hunting assumptions” and by Strike 
and Posner’s revisionist model of conceptual change. Both of these approaches ac-
knowledge that beliefs and conceptual understandings exist in relationship to larger 
belief systems—which are dynamic and rooted in developmental histories—and to 
sociocultural and structural contexts.15

“HUNTING ASSUMPTIONS” AND CONCEPTUAL CHANGE

One approach to uncovering beliefs is what educator Stephen Brookfield describes as 
“hunting assumptions.”16 Brookfield discusses how our own beliefs and assumptions 
often are not immediately apparent to us (particularly when they are connected to 
long-held beliefs that tend to go unquestioned by oneself, a larger community, or 
by society more broadly). Acknowledging the powerful role that uncovered beliefs 
play in everyday life, Brookfield argues that investigating them is central to critical 
thinking, learning, and teaching: “Assumptions are guides to truth embedded in our 
mental outlooks. They are the daily rules that frame how we make decisions and take 
actions. Everyday communications are subject to a continuous and ever-present set 
of assumptions.”17

Identifying assumptions and their influence on our thoughts and actions is espe-
cially vital to Brookfield’s understanding of “critical practice,” which he defines as “a 
way of identifying assumptions and reflecting critically on them in order to inform 
teaching practice.”18 Because assumptions often reside under the surface, the process 
of “hunting assumptions” is challenging, particularly in the case of “paradigmatic 
assumptions” that “frame the way we look at the world” and that usually do not op-
erate within our conscious awareness.19 For example, in the United States the notion 
of meritocracy—that those who work hardest are consistently the ones to succeed 
most—is often assumed to be true. Such paradigmatic assumptions tend to reinforce 
the status quo rather than calling into question the justness of a social system of 
great social and economic inequities. These assumptions do not only operate on an 
individual level; they are also intertwined with cultural and structural conditions and 
are often rendered invisible.
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Uncovering one’s own assumptions independently is incredibly difficult. As 
Brookfield emphasizes, people usually need to encounter and engage with others 
in order to become more aware of their own assumptions and underlying beliefs. 
Thus, “[a]lthough critical reflection often begins alone, it is ultimately a collective 
endeavor. We need colleagues to help us know what our assumptions are and to help 
us change the structures of power so that democratic actions and values are rewarded, 
both within and outside our institutions.”20

Brookfield suggests four “critically reflective lenses” through which to consider our 
perspectives and experiences: “(1) our autobiographies as learners and teachers, (2) 
our students’ eyes, (3) our colleagues’ experiences, and (4) theoretical literature.”21 
These different lenses help individuals and groups to uncover and investigate their 
assumptions and to consider other perspectives. As I discuss shortly, community-
centered professional development can be an opportunity to apply these different 
lenses to critical reflection on teaching and learning.

CONCEPTUAL ECOLOGIES AND CONCEPTUAL CHANGE

One theoretical lens through which to understand how beliefs function and change 
comes from research and theories on conceptual change. Strike and Posner were 
among the first to propose a theory of conceptual change. In their initial conceptual 
change model (1982), they conclude that while conceptions are resistant to change, 
there are four cognitive conditions under which conceptual change is likely to occur: 
(1) dissatisfaction with existing conceptions, (2) a new conception that is intelligible 
and (3) initially plausible, and (4) a concept that appears fruitful (i.e., it presents 
potential for new lines of inquiry).22 While their initial model placed most weight on 
an individual’s beliefs while giving limited attention to the social, cultural, historical, 
and environmental factors of beliefs and conceptual change, in their revised model 
(1992) Strike and Posner emphasize concepts and beliefs as existing within larger 
“conceptual ecologies” that are dynamic and everchanging.23

The idea of “conceptual ecologies,” much like Brookfield’s approach to “hunting 
assumptions,” suggests that all teachers can benefit from considering pedagogical 
practices not only in terms of individual teaching experiences (what Brookfield calls 
the autobiographical lens), but also in relation to cultural, structural, and historical 
factors and practices. Personal teaching experiences and related beliefs do not exist 
in a vacuum; rather, they are interconnected with larger structural and social systems 
that have largely shaped education, including instruction librarianship. In the con-
text of librarianship, this includes a history of skills-based instruction, the ubiquity 
of one-shot instruction and the perception that this is librarians’ main pedagogical 
contribution, and a traditional professional service model in which librarians are 
frequently positioned as fulfilling instruction requests over collaborating with fel-
low educators as equal partners. Considering the roles that beliefs play in teaching 
can help library educators and librarians to better understand those ideas and the 
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contexts in which they operate, and to consider alternative perspectives when a belief 
unproductively restricts their teaching.

CONCEPTUAL CHANGE AND PROFESSIONAL DEVELOPMENT

Feiman-Nemser and Remillard’s, Brookfield’s, and Strike and Posner’s work offer 
constructive means through which to explore how prior knowledge, beliefs, and 
experiences and teaching and institutional contexts influence librarians’ pedagogical 
practices and approaches to the Framework. This scholarship has helped me to gain 
new perspectives on facilitating professional development on the Framework.

Feiman-Nemser and Remillard’s recommendations for teacher reflection on 
pedagogical beliefs (listed above) are particularly relevant to this professional devel-
opment. These principles inform a six-week online asynchronous course that I offer 
on the Framework. In this class I strive to encourage critical reflection on teaching 
and learning and on librarians’ roles as educators, as participants together learn 
about the Framework and related pedagogical theories and research and develop 
instruction plans that are informed largely by this material. Throughout the course, 
participants are invited to reflect on, in Feiman-Nemser and Remillard’s words, “why 
new practices and their related values and beliefs are more valuable than traditional 
approaches.”24 In instruction librarianship, traditional approaches might be charac-
terized by the heavy use of lecture, an emphasis on mechanical skills that are often 
decontextualized, and determining class content solely based on a course instructor’s 
request. Newer practices like those that the Framework encourages include:

• emphasizing the larger purpose and significance of information literacy within 
a specific context;

• drawing explicit connections between concrete tasks and concepts and using 
those links to guide instruction;

• in one-shot library sessions, negotiating with the course instructor in order to 
develop an effective approach that aligns with one’s own pedagogical expertise 
and approach; and

• exploring ways to integrate information literacy more fully into curricula and 
programs (and beyond a single class session).

All participants, in my experience, have come to the course with interest in exploring 
and developing less traditional teaching approaches, even if their comfort levels with 
newer instruction practice like those described above vary.

As noted in this chapter’s introduction, the theme of flexibility plays a significant 
role in participants’ perceptions of and approaches to the Framework. This frequently 
becomes evident through class discussions and instruction planning. Such activities 
become openings for recognizing beliefs and attitudes about the Framework and 
about librarians’ teaching roles that are not always readily apparent. In the first week 
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of this six-week course, reflection on pedagogical approaches and related values 
and beliefs is particularly important. The intention here is that individuals and the 
group engage with prior beliefs, understandings, and practices in order to be more 
self-reflective and intentional throughout the course. It is essential that individuals 
are free to share their views of the Framework with relative honesty, openness, and 
nonjudgment. The fact that the Framework is intended to be flexible can help to 
foster such conditions, as there is no single “correct” way to use the Framework.

The overall course structure shares much in common with Feiman-Nemser and 
Remillard’s recommendations for teacher development. For example, the authors 
suggest reflection on “why new practices and their related values and beliefs are more 
valuable than traditional approaches” and advise professional developers to offer 
concrete examples of the practice, real-world application of those practices, and con-
tinuous support and guidance.25 Reflection on participants’ teaching in relationship 
to the Framework is especially central to course materials and discussions in the first, 
second, and last weeks of class, while weeks three through five are concentrated more 
explicitly on developing an instruction plan that draws on Framework concepts. 
Feiman-Nemser and Remillard’s last three principles—providing practical examples 
of new teaching practices, firsthand experience as learners with the given practices, 
and ongoing support and guidance—are vital to the instruction planning process.

The effectiveness of Feiman-Nemser and Remillard’s recommended practices is 
evident, I believe, from class discussions, participants’ instruction plans, and par-
ticipant feedback throughout the course. Because I did not obtain permission from 
participants to share their individual work, this description of participants’ experi-
ences is admittedly general. A more focused and robust analysis of this professional 
development would be more systematic in nature. The purpose of this chapter, 
however, is not a formal assessment of my course or curriculum but rather an explo-
ration of useful professional development strategies for pedagogical reflection on the 
Framework that are supported by already existing educational research and theories.

EXPLORING EXISTING AND  
ALTERNATIVE BELIEFS ABOUT THE FRAMEWORK

In teaching this course, I and course participants have noticed a number of common 
beliefs about the Framework and its pedagogical implications that are rooted to an 
understanding of the document as a pedagogical prescription. I present these not as 
universal beliefs but rather as examples of perspectives that may arise in work with 
the Framework and that are often useful to explore and ultimately to challenge. At 
the same time that library professionals’ views of the Framework are multifaceted and 
context dependent, my experiences suggest that conceptions of the Framework as an 
inflexible document are not uncommon. The frustration that many librarians experi-
ence with this flexibility may often be tied to other beliefs about or experiences with 
library instruction that misalign with the Framework’s open-endedness.
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The common disconnect between the Framework’s flexibility and the constraints 
of library instruction—both perceived and real—is a reminder that individuals’ 
views of the Framework are greatly influenced by their local, cultural, and profes-
sional contexts, which often receive limited examination. Brookfield’s emphasis on 
“hunting assumptions” and Strike and Posner’s revised model of conceptual ecologies 
can serve as reminders to consider the influence of environmental, sociocultural, and 
structural conditions on teaching and professional practice. Consideration of these 
influences is key to deeper reflection on both individual and collective pedagogical 
practices and recognition of the possibilities and constraints of teaching, both of 
which can powerfully inform one’s pedagogical practice.

In contrast to the Framework’s intended flexibility, an experience or perception 
of the Framework as rigid can result in frustration and a sense of paralysis, while an 
understanding of it as flexible is more likely to increase confidence, enthusiasm, and 
creativity for instruction planning. Awareness that such beliefs often surface when 
library professionals engage with the Framework may better prepare library educa-
tors for recognizing and engaging with those views, while also providing alternative 
perspectives to be considered.

Common beliefs that many participants recognize and challenge include the fol-
lowing:

• Librarians can, and should, teach all of the ideas articulated in the Framework 
(often within a very limited time).

• The Framework necessitates a complete overhaul of an instruction program.
• Framework concepts and concrete skills are distinct from one another.
• Teaching about conceptual understandings is an infringement on teaching 

faculty’s domain.
• If faculty teach information literacy, there is no space left for librarians in the 

classroom.

While many and perhaps most librarians will disagree with the statements above, 
most of us are also likely affected to some degree by some of these beliefs. Reflecting 
on such beliefs and the conditions that may contribute to them is essential for library 
professionals who see value in the Framework, its implications for their direct instruc-
tion, and the possibilities it suggests for growing and deepening teaching partner-
ships with other educators. Similarly, frustrations with the Framework that are tied 
to such beliefs can be openings for critical reflection and professional community 
building among fellow educators. In supportive learning communities, participants 
together can more effectively investigate their beliefs about and conceptions of teach-
ing and learning through different “lenses” and can consider how those perspectives 
relate to the Framework.

Participants in this online course often identify and challenge the above beliefs, 
even though I have not explicitly prompted them to “hunt for assumptions.” Per-
spectives like those listed above, which often surface during discussions about views 
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of and approaches to the Framework, are frequently challenged—whether directly or 
indirectly—as individuals and groups reflect on and develop their teaching practices.

Below are the previously mentioned common misperceptions, followed by alter-
native perspectives that often surface or develop during the course.

Common belief: Librarians can, and should, teach all of the ideas articulated in the 
Framework (often within a very limited time).
Alternative view: Rather than librarians being burdened to teach all of the ideas ar-
ticulated in the Framework (often within a very limited time), they can draw from 
those Framework elements that are most relevant to a given teaching context.

Common belief: The Framework necessitates a complete overhaul of an instruction 
program.
Alternative view: The Framework’s flexibility also means that libraries do not necessar-
ily need to redesign their entire instruction program. While some library instruction 
units may decide that radically rethinking their programs is worthwhile, others may 
determine that they are overall satisfied with their current programs, while nonethe-
less being able to use Framework concepts and related pedagogical approaches to 
modify certain aspects of their curriculum, outreach, or other instructional work. 
Many librarians find that they have long taught about Framework concepts, but that 
this document provides a new vocabulary and resource for sparking conversations 
within and beyond their libraries about supporting teaching and learning.

Common belief: Framework concepts and concrete skills are distinct from one another.
Alternative view: Framework concepts and concrete skills complement one another 
and ideally are integrated into instruction. Concepts help to convey the larger pur-
pose and significance of research, inquiry, and information use, while concrete skills 
and actions involve purposeful application of concepts in a particular context. For 
example, the practice of citation chaining (an observable skill) has much greater 
meaning when one recognizes it as a reflection of the dialogic and intertextual nature 
of scholarly communication (Scholarship as Conversation).

Common beliefs:

• Teaching about conceptual understandings is an infringement on teaching 
faculty’s domain.

• If faculty teach information literacy, there is no space left for librarians in the 
classroom.

Alternative view: Given the complex, dynamic, and contextual nature of informa-
tion literacy, it cannot be comprehensively taught or developed in a confined period 
of time. Instead, information literacy is a shared responsibility of all educators and 
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all learners that needs to be integrated into and across curricula and other learning 
experiences. Information literacy education can be most impactful when educators 
work in collaboration, sharing and benefiting from one another’s unique expertise 
and perspectives. Again, these common beliefs and alternative views surface at vari-
ous points in class discussions and instruction planning.

It is worth noting that in my online course I do not explicitly outline the com-
mon beliefs described above, though I challenge views of the Framework as inflexible 
through course materials and interactions and encourage alternative views that affirm 
constructive approaches to the Framework as a flexible document. If participants 
are not first given the opportunity to share and to explore their own beliefs about 
the Framework and how it relates to their unique contexts, an explicit challenge to 
specific beliefs about the Framework’s inflexibility may be ineffective and may be 
met with resistance. Though in some circumstances it may be beneficial for library 
professionals to directly engage with an already developed list of common beliefs or 
assumptions about the Framework, research on learning, misconceptions, and con-
ceptual change generally suggests otherwise.26

As Strike and Posner discuss, misconceptions are highly resistant to change, since 
they are part of a larger conceptual ecology. However, as Brookfield suggests, when 
teachers have opportunities to consider their beliefs and teaching practices with a 
community of practice that encourages viewing ideas through different lenses, the 
potential for identifying assumptions and deepening reflective practice grows. For 
example, if librarians new to teaching are told that they should simply see them-
selves as equal teaching partners with disciplinary faculty when their library does 
not encourage this approach, they will likely have understandable reasons for not 
viewing themselves as equal partners. Librarians are far more likely to develop a 
greater appreciation of their own expertise and what they can bring to a more equal 
teaching partnership through dialogue with fellow librarians and sharing resources, 
experiences, and perspectives.

CONCLUDING THOUGHTS

At this point in teaching this online course, I have found that conceptual change 
theory, Brookfield’s approach to “hunting assumptions,” and research on teacher 
development and teacher beliefs shed new light on teaching this course. However, 
I have not at this date explicitly incorporated materials on “hunting assumptions,” 
conceptual ecologies and conceptual change, or on shifts in teachers’ pedagogical 
beliefs or practices. As noted previously, I plan in future course offerings to introduce 
Brookfield’s four critically reflective lenses early in the course, after participants have 
initially reflected on their own experiences with and perspectives on the Framework. 
Strike and Posner’s revisionist model of conceptual change, in combination with 
research on teachers’ evolving pedagogical beliefs and practices, will continue to 
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inform my course planning and instruction, though they will likely not be explicitly 
integrated into the course, given its scope and focus.

As I continue to develop my approaches to professional development on the 
Framework, I strive to appreciate my own role as both a teacher and a learner. In 
reflecting on my own practice, I recognize that my teaching is shaped by my own 
experiences, perspectives, and inclinations, which in some ways strengthen and in 
other ways limit my practice. My teaching will continue to be enriched by my ongo-
ing engagement with research and literature like that which I have shared here, as 
well as by interactions and conversations with students, fellow library professionals, 
and other library educators. As educator John Dewey demonstrated, critical reflec-
tion and critical practice, which involve continually considering alternative view-
points and approaches to teaching and learning, are often most powerful when they 
happen in community.27
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14
Chandler-Gilbert Community  
College Case Study
Mary Beth Burgoyne and Kim Chuppa-Cornell

As we tracked the creation and adoption of the 2016 Framework for Information 
Literacy for Higher Education and the decision to sunset the 2000 Information Lit-
eracy Competency Standards for Higher Education, library faculty at Chandler-Gilbert 
Community College (CGCC) quickly realized the need for a faculty development 
program to help us embrace this transition.1

Beginning in fall 2015, we implemented a faculty development assessment each 
semester to help us meet this goal. Originally our first self-assessment tool asked 
library faculty to identify which Standards their lesson plans addressed. However, to 
shift toward incorporating the Framework into our lesson plans and assessments, we 
revised the focus of our biannual faculty development workshops to introduce the 
language of the frames and to begin addressing the knowledge practices. 

This chapter tells the story of CGCC’s ongoing professional development pro-
gram for residential and adjunct library faculty and the continual evolution of our 
self-assessment tool from spring 2016 through fall 2018. Our early adoption of 
the frames led to many important developments for our information literacy (IL) 
program. Not only did the frames shape our critical research instruction program, 
but they coincided with a larger, institutional-level assessment of general education 
outcomes, providing opportunities for new leadership roles campus wide. 

THE STORY OF PAPER

Our eagerness to embrace the Framework right from the start grew out of multiple 
transitions we were already experiencing prior to fall 2015. As one of the ten com-
munity colleges that make up the Maricopa County Community College District 
(MCCCD) in the metropolitan Phoenix area, CGCC has two campus locations and 
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two libraries, each providing IL instruction. The successive retirements of three of 
the five residential library faculty beginning in 2011 brought not only swift changes 
in personnel but new insight into areas for growth and revision. Although our IL 
instruction program has utilized a contextualized, assignment-based approach from 
the beginning, much of our teaching followed a standardized format, especially when 
working with composition classes. Large wall units held stacks of premade work-
sheets run off each semester in anticipation of the upcoming composition classes. 
We recorded instruction requests and basic assignment information in a small spiral 
planner as well as archived past teaching handouts in numerous, thick binders orga-
nized by class name, which filled the shelves behind the information desk to capacity. 

THE STORY OF BECOMING FACULTY

At the same time as new residential faculty came on board with different skill sets 
and interests, our IL instruction program experienced tremendous growth. We devel-
oped more diverse instructional models that came to include a large increase in the 
number of in-person instruction classes taught across multiple disciplines. Acquiring 
a second library classroom, teaching IL instruction at our off-campus dual enroll-
ment partner high schools, offering a small number of for-credit information studies 
(IFS) courses mostly in learning communities, and embedding library faculty in a 
number of online and hybrid courses all contributed to the growth. We knew that in 
order to sustain this level of diversity and demand successfully, we needed to provide 
more support for all of our library faculty, residential and adjunct, in order to create 
a strong and cohesive instructional program with shared visions and approaches. 

Not all of the changes listed above existed by fall 2012, but enough transitions had 
occurred to warrant a new means for building community across all of our library 
faculty as well as more continuity across instructional models. Although a number 
of new faces now characterized our residential faculty, the core of our adjunct faculty 
remained fairly consistent during this time. We needed a way to bring everyone to-
gether, across our different schedules and college locations, and the all-faculty night 
offered the easiest solution. CGCC administration hosts an all-faculty night at the 
start of every semester; divisions and departments use the evening for important 
faculty development workshops and information sharing. The event is held at night 
to accommodate the schedules of adjunct faculty, who often have other jobs during 
the day. In the past, residential library faculty had attended the composition depart-
ment’s workshop only for a brief introduction and reminder about our instruction 
program, sometimes staying for the entire workshop if invited. However, we had 
never used the evening for our own library faculty development until fall 2012. This 
new expectation marked an important culture shift; we wanted to emphasize our 
role as faculty, and thus, like our colleagues, began utilizing the designated time not 
only to discuss updates in policies/procedures but also to explore best practices in IL 
instruction. For many of our faculty who referred to themselves as librarians and had 
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relied exclusively on the premade paper materials for library instruction, this new 
emphasis on teaching, learning, and assessment presented both challenges and op-
portunities. We worked to adopt new language stressing the title library faculty and 
choosing the term critical research instruction to define our philosophical approach 
more explicitly.2 In addition, we asked for more accountability from each faculty, 
requesting they upload not only the research assignment for each class they taught 
but also their lesson plans and any related teaching materials to a digital calendar, 
which replaced the paper planner and spiral binders and now serves as our repository 
for all past and present IL classes taught in our instruction program.

THE STORY OF ASSESSMENT: THE EARLY DAYS

Perhaps not surprisingly, not everyone embraced the cultural changes immediately. 
Our early faculty development workshops experienced many challenges: We often 
had spotty attendance, and those who came often had not read the provided article 
or brought materials to share, as requested ahead of time in our communications. 
Although the role of teaching in academic librarianship has been growing in im-
portance, many master’s programs do not yet provide adequate preparations in 
instruction and assessment.3 Thus, the focus of our initial workshops addressed 
many foundations of instructional design, such as effective openings and closings, 
informal assessment, active learning strategies, brain research and affective learning, 
and classroom management tools. As our faculty development program took hold, 
we continued to question the best way to develop our program-level assessment. We 
conducted two student satisfaction surveys in spring 2012 and spring 2013, which 
provided minimal guidance for future instructional directions. We then designed a 
common pre-post test for our embedded instructional role in spring 2014, followed 
by a survey of faculty who brought their classes to the library for critical research 
instruction in spring 2015. While each of these produced more useful insights than 
the surveys, we still had not designed a way to capture what was happening in our 
classrooms to determine if our professional development efforts were paying off.

Fortunately, two major outside influences occurred that provided new directions: 
CGCC’s accreditation visit for the Higher Learning Commission (HLC) and the As-
sociation of College and Research Libraries’ (ACRL) adoption of the Framework for 
Information Literacy for Higher Education. These simultaneous events created a type 
of kairos for us, opening an opportunity for action.4 The campus’s preparations for 
gathering accreditation data offered a wonderful justification for the development of 
a new assessment strategy focused more specifically on teaching and learning. With 
roughly four hundred in-person critical research instruction classes per academic 
year, we needed more insight on what was working (and not working) from our li-
brary faculty’s perspective. Beginning in fall 2015, we implemented what has become 
a series of anonymous self-reflective teaching assessments, each version modified 
based on the findings of the previous semester.5
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At first, we asked faculty to complete one reflection each week using a fairly 
simple Google form. The template asked library faculty to supply basic informa-
tion about their lesson plan, including the class, the location, and the active learn-
ing strategy used, as well as to include a brief explanation of how their chosen 
classroom assessment technique addressed one or more of the Standards. Although 
we included open-ended, reflective prompts regarding insights and future applica-
tions, these responses tended to be brief and general. By the end of the fall, the 
number of assessments submitted electronically indicated that not every library 
faculty completed one each week (a goal that may have been overly ambitious for 
the first implementation). 

For spring 2016, the digital tool remained much the same except for two key ad-
ditions. First, we asked faculty to identify which frame(s) and knowledge practice(s) 
they were addressing in their lesson instead of the Standards.6 To introduce everyone 
to the frames and their definitions, we incorporated a jigsaw activity into our spring 
2016 library faculty workshop using the graphic materials created by Bucknell Uni-
versity.7 In addition to the weekly reflections, we added a “Part II” assessment to be 
completed three times over the course of the semester. Part II asked faculty to col-
lect and assess student artifacts produced by a classroom assessment technique used 
during the lesson. These two additions represented our efforts to move forward not 
only in adopting common guiding principles for our instruction program but to 
incorporate more evidence of student learning into our practice, as recommended in 
the literature discussed above.

Past experience had already shown us the limitations of student satisfaction–style 
surveys before we encountered the large body of emerging scholarship calling for 
more authentic assessment of student work in IL instruction.8 However, as the 
literature also admits, this goal is easier to set than to accomplish, requiring the par-
ticipation and investment of many colleagues both inside and outside of the library.9 
Large-scale authentic student assessments require much planning and preparation, 
often spanning long time frames, in order to design and norm rubrics,10 gather addi-
tional data,11 and identify and collect student artifacts such as research products12 or 
student reflective responses.13 We did not want to make the Part II requirement too 
onerous or intimidating, so we kept the submissions anonymous and asked faculty to 
write reflective narratives describing what students learned, explaining whether they 
thought students achieved the intended outcome, and identifying what they would 
change next time based on their insights.

While the number of submissions rose from 51 in fall 2015 to 63 in spring 
2016, the reflective responses still remained fairly general and brief overall. The 
self-reflective tool was helping us adopt a culture of assessment and improvement 
while providing a model for instructional design; however, we needed more practice 
as a department to continue to evolve. We found inspiration and guidance in the 
concept of “deliberate practice”14 and its emphasis on specific strategies for devel-
oping expertise; thus, deliberate practice became the focus of our fall 2016 library 
faculty workshop and self-assessment program. Echoing the emphasis on process, 
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thresholds, and recursive learning found in the Framework, educational leaders were 
adopting the language of deliberate practice to call for more self-driven improvement 
plans in teacher evaluation programs.15 Happily, these same calls could be found in 
the field of information literacy as well. Sheila Corrall and Michelle Reale both argue 
a strong case for the role of reflection in IL instruction and pedagogy:16 As Corrall 
states, “Critical reflection needs to be elevated to the special status of a threshold com-
petence for library and information professionals generally and for IL practitioners in 
particular.”17 Our fall 2016 reflective tool still asked library faculty to name the active 
learning technique used and the frame/knowledge practice addressed by their lesson; 
in addition, it required the submission of a specific learning outcome and included 
more explicit deliberate practice prompts at the end. 

THE STORY OF ACCREDITATION

While we were implementing program-level assessments, the college was preparing 
for its impending HLC accreditation. A postsecondary institution scheduled for a 
visit from its accreditation organization could be likened to a family expecting guests, 
spending hours or days menu planning and housecleaning to create a welcoming 
place. For the institution expecting an accreditation team visit, preparation requires 
years, not hours or days. Just as one’s guests may send a thank-you note after the 
visit commending the hospitality, the postsecondary institution gets the Peer Review 
Team’s report. That report addresses the institution’s demonstrated evidence of meet-
ing accreditation criteria and “areas of concern.” The areas of concern statement is 
where our story continues. 

CGCC is accredited by the HLC through a ten-year cycle using the Open Path-
way: Assurance Review.18 HLC-accredited institutions must demonstrate standards 
of quality through five accreditation criteria: (1) Mission; (2) Integrity: Ethical and 
Responsible Conduct; (3) Teaching and Learning: Quality, Resources, and Support; 
(4) Teaching and Learning: Evaluation and Improvement; and (5) Resources, Plan-
ning, and Institutional Effectiveness. CGCC began preparing in 2013 for the reac-
creditation assurance argument and Peer Review Team visit scheduled for October 
31 through November 2, 2016. 

Like many postsecondary institutions, CGCC has institutional student learning 
(general education) outcomes as well as course-level outcomes. However, the legacy 
general education outcomes were created in the early 2000s and had fallen into dis-
use. CGCC is a data-rich institution; nevertheless, all assessment work was siloed, 
and there were gaps in a number of institutional assessment practices. As a result, 
CGCC received a reaffirmation of accreditation along with a “Meets with Con-
cerns—Follow-Up Monitoring” statement for criterion 4, Teaching and Learning: 
Evaluation and Improvement, assessment at course, program, and institutional level. 
The monitoring statement provided the urgency for the college to scale up efforts 
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for sustained assessment of student learning outcomes at all levels (course, program, 
and institutional general education). 

CGCC devised a multipronged approach, beginning with revising the college’s 
legacy general education outcomes in critical thinking, literacy, personal develop-
ment, and communication, followed by faculty development on the revised general 
education outcomes, rubric design, and assessment data analysis; strategic plan-
ning; and institutional-tiered electronic data collection tools and processes. As the 
literature emphasizes, “[I]nstitutional assessment should be an ongoing activity and 
include multiple measures of student learning. It works best when linked to strategic 
planning and program review and structured so results can serve the twin purposes 
of internal educational improvement and external accountability.”19

The first step in spring 2017 was to create four teams of volunteer faculty charged 
with revising each of the four original general education outcomes. The faculty teams 
represented disciplines related to the outcomes as well as faculty with extensive rubric 
experience. Given the level of institutional assessment urgency, each faculty team had 
three months to revise the old outcomes, including indicators and rubric, using a 
template of four performance levels: exemplary, competent, developing, and mini-
mally/not evident. The revised outcome and its rubric would be deployed as a pilot 
at the start of the fall 2017 semester. Since library faculty had already been working 
with the Framework, we recognized this as an extraordinary opportunity to infuse 
the new national information literacy frames into our college’s institutional-level 
assessment work. We quickly volunteered, and administration appointed us as leads 
to revise the college’s literacy outcome. We were joined by a composition faculty 
member with threshold experience in rhetoric and composition. For phase 1, we ana-
lyzed threshold concept theory, the Framework language, four years’ data on critical 
research instruction classes taught by library faculty, and CGCC students’ research 
assignment and project needs. We also reviewed the Association of American College 
and Universities’ Information Literacy VALUE Rubric;20 however, we did not use it 
because it is based on the legacy Standards and not the Framework. 

Our intentional data analysis work in phase 1 was followed by phase 2’s intensive 
comparisons of Framework thresholds, knowledge practices, and dispositions to 
select those that best fit our instructional experiences at CGCC. The task was daunt-
ing, given that there are six thresholds and ninety-three knowledge practices and 
dispositions statements in the Framework. We analyzed course-level needs, reviewed 
CGCC’s Mission Statement,21 and used the guiding principles listed below to write 
a new information literacy outcome statement and assessment rubric indicators:

a.  Demonstrate pedagogy of active learning, community and global engagement, 
service learning, student research, and scholarly conversation.

b.  Serve the mission of being a student-centered college that creates learning 
experiences and growth opportunities designed for our diverse communities 
for general education transfer credit, workforce development, and lifelong 
learning.
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c.  Apply to multiple course modalities of face-to-face, online, hybrid, and dual 
enrollment.

d.  Support instructional design and student assignment and project needs data 
from phase 1. 

During phase 2, we also conducted periodic literature and institutional website 
searches for journal articles, books, or documents we could reference as guides in the 
process of adapting the Framework document into the community college’s institu-
tional information literacy student learning outcomes. While literature exists on the 
legacy IL Standards as course or assignment-based student learning outcomes (SLOs) 
and on the value of institutional SLOs, it was difficult to locate from “concept to 
implementation” articles or guides for institutional-level work. We found various 
models helpful. For example, St. Louis University’s Assessment of Student Learn-
ing HLC update delineated steps for crafting institutional SLOs;22 other sources 
provided guidance on committee structure, whom to involve, and drafting and 
piloting the institutional SLOs.23 Lori Baker and Pam Gladis provided insight on 
institutional culture, kairos, and its importance in creating institutional information 
literacy outcomes and “collective agency” collaboration for integrating IL and assess-
ing IL as course, program, and institutional SLOs. J Fredericks Volkwein’s research 
validated our approach of examining the institution’s mission, goals, objectives, and 
values in deciding what the institutional SLOs should be.24 All three addressed ways 
to encourage faculty participation in an institutional assessment program. 

A criticism of the Framework is that it is too theoretical and not practical for 
information literacy practitioners.25 Recognizing that these concerns would exist 
at our institution, phase 3’s goals were to create an information literacy rubric 
with its criteria and indicators based on Framework elements, but written to be 
accessible by CGCC’s broad audience of faculty and staff. We selected criteria and 
indicators, debating and comparing them against CGCC’s current and evolving 
student learning outcomes needs. The final indicators melded the best fit knowl-
edge practices and dispositions phrases into statements that could be recognized 
by diverse rubric users and applied to the myriad evidence of learning created by 
CGCC students. The new information literacy rubric honors CGCC’s curriculum 
of existing assignments and projects, while reflecting higher order thinking skills26 
and laying the groundwork for more rigorous expectations for student learning. 
The legacy literacy outcome statement and indicators that reflected the Standards 
was superseded by the more robust, Framework-centric statement and indicators 
(textbox 14.1 and textbox 14.2).

College leadership accepted the proposed information literacy outcome statement 
and assessment rubric in July 2017. With the new outcome and rubric in place, our 
fall 2017 work focused on piloting the information literacy outcome and rubric in 
our credit-bearing IFS courses and critical research instruction program as well as on 
designing and facilitating faculty development workshops across the college. 
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Textbox 14.1. Chandler-Gilbert Community College General Education Literacy 
Outcome, 2000–2017

Literacy Outcome, 2000–2017a

Definition: Literacy is the ability to critically access, comprehend, interact with, 
and use printed, electronic, oral, and artistic materials

Plan and conduct a search for information
Recognizing a need for information 
Finding a variety of source material 
Evaluating sources for accuracy, credibility, reliability, and appropriateness 
Using information appropriately to assess prior knowledge, values, and 

experiences 
Analyze and evaluate materials 

Context, audience, and purpose 
Logic, assumptions, inferences, fallacies, and biases 
Relationship of form and artistic devices to content 

Use the information to test assumptions, decide a need for further research, 
confirm, or alter one’s perception, solve a problem, or make a decision.

Source: Chandler-Gilbert Community College General Education Literacy Outcome (2017).
a The original literacy outcome definition and indicators written by CGCC faculty in 2000. This defi-

nition and indicators no longer are published for use.  

Textbox 14.2. Chandler-Gilbert Community College Information Literacy 
Outcome, 2017–Present

Information Literacy Outcome, 2017–Presenta

Definition: Information literacy is the set of integrated abilities encompassing the 
reflective discovery of information, the understanding of how information is 
produced and valued, and the use of information in creating new knowledge 
and participating ethically in communities of learning. 

Inquiry Process
Assess the fit between an information’s creation process and a particular 

information need.
Recognize that information may be perceived differently based on the format 

on which it is packaged.
Formulate questions for research based on gaps or on reexamination of 

conflicting information.
Organize information in meaningful ways.
Determine the initial scope of the task required to meet their information 

needs.
Match information needs and search strategies to appropriate search tools

Contextual Authority
Monitor gathered information and assess for gaps or weaknesses or multiple 

perspectives.
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THE STORY OF ASSESSMENT: INSTITUTIONAL ROLLOUT

As expected, the institution’s cultural shift on assessment prompted some faculty 
anxiety.27 There were multiple changes and expectations at once: All four general 
education institutional outcomes and rubrics had been revised, and all residential 
faculty were required to pilot at least one of the new outcomes in one of their classes 
by assessing an assignment using the new rubrics beginning in fall 2017. 

We knew the new information literacy outcome and rubric would be particularly 
challenging because it was so different from the legacy version. We actively sought 
opportunities to engage faculty with the new information literacy outcome and 
rubric indicators, starting with our library faculty and our more receptive faculty 
partners, then scaling to college-wide workshops. For fall 2017, we focused on our 
work with composition, geology, and exercise science faculty because they account 
for more than half of our critical research instruction classes. We collaborated with 
the discipline faculty to design source-based assignments and to modify the IL 
rubric, selecting the best fit indicators for each assignment. We then applied the 
rubrics to assess the students’ submissions and analyzed findings to make changes 
in the following semester’s assignments. The assessments findings led to changes in 
assignment design, instructions, timing of instruction, and revision of the rubric’s 
performance scales. 

In spring 2018 we designed and facilitated multiple all-faculty workshops through 
the Day of Learning and Center for Teaching and Learning (CTL) venues. Summer 
2018 found us at the CGCC’s annual Learning Communities and Integrative As-
signments three-day summer institute conducting an afternoon session on designing 

Analyze materials for audience, context, and purpose.
Determine the credibility of sources based on author, content, format, 

assignment need, etc.
Creation Process

Contribute to scholarly conversation at an appropriate level.
Synthesize ideas gathered from multiple sources.
Draw reasonable conclusions founded on the analysis of information.
Develop an understanding that their own choices impact the purpose for 

which the information product will be used and the message it conveys.
Ethical Use

Give credit to ideas of others through proper citation and attribution.

Source: Chandler-Gilbert Community College Information Literacy Outcome (2017).
a  The revised information literacy general education outcome definition and indicators adapted  by 

CGCC library faculty from the ACRL Framework for Information Literacy for Higher Education. The 
revised outcome and indicators work was driven by CGCC’s  2016 HLC reaccreditation report that 
required an interim report on CGCC’s institutional assessment practices, especially as they related 
to the college’s general education outcomes and assessing student learning.
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integrative assignments for institutional-level student learning outcomes assessment. 
For each workshop, we provided background on the national changes toward thresh-
olds for information literacy and our decision-making process for winnowing the 
dense Framework down to fourteen custom-written indicators most applicable to 
CGCC’s pedagogy. 

Concurrent to our IL fall 2017 to fall 2018 work with other discipline faculty, we 
also designed and facilitated library faculty development workshops each semester. 
Our workshop structure included an article read in common as well as discussions 
on the Framework, reflective practice, or learning outcomes. Following discussion, 
participants worked in pairs or groups to create potential lesson plans with learning 
outcomes and relevant indicators identified on the new IL rubric. Our goal was that 
library faculty would then apply these instructional design principles as part of their 
critical research instruction and reflect on the findings, documenting their experi-
ences and insights demonstrating growth throughout the semester. 

Through these faculty development experiences, we have found that one of the 
constant challenges is the perception that one must use all the indicators in a rubric. 
We were diligent guiding faculty (library and other discipline faculty) in matching 
the most relevant IL rubric indicators with their targeted assignment. We brain-
stormed what evidence in the students’ submitted work demonstrates a mastery 
level (exemplary, competent, developing, and minimally/not evident). Our faculty 
development has focused on helping our colleagues see the options of how to apply 
the Framework language to their assignments. For example, many faculty viewed 
“entering scholarly conversations” as applicable only to experts instead of seeing 
students’ ability to enter a conversation “at the appropriate level.”28

In addition to applying the new outcome and rubric to our critical research 
instruction program, we also incorporated them into our for-credit IFS courses. 
CGCC library faculty teach IFS110 (Critical Research for College Success) and 
IFS201 (Information in a Post-Truth World) courses each semester, with a third 
course, IFS210 (Research in a Global Society), taught in the spring. IFS110 is 
partnered with all online sections of ENG102 (First Year Composition) as online 
learning communities, and IFS210 is partnered with CRE101 (College Critical 
Reading and Critical Thinking) as a face-to-face learning community. We chose 
the capstone annotated bibliography required in all IFS courses as our common 
assignment and common assessment. The annotated bibliography with its source 
requirements and annotation structure demonstrates integrated IFS and partner 
ENG/CRE course outcomes, or, for the stand-alone IFS201, its outcomes. Our 
fall 2017 semester application of the IL rubric used eleven of the fourteen indica-
tors, revealing that even though all IFS courses require an annotated bibliography, 
the source and annotation depth requirements varied. As a result, beginning with 
the spring 2018 semester, we collectively narrowed our IL rubric to the five best 
fit indicators that would apply regardless of source or annotation requirements. In 
addition to our own qualitative and quantitative IFS information literacy outcome 
data analysis, the college leadership set the performance scale goal of “competent” 
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at 70 percent or higher for all outcome indicators assessed and required quantita-
tive data uploaded to the Strategic Planning Online (SPOL) tool. The 70 percent 
“competent” serves as an institutional starting place to drive departmental and 
program-level goals and growth. 

THE STORY CONTINUES

In reviewing our work over the last two years, our experiences and insights have led 
us to some important realizations, such as the critical role of process in learning. Just 
like students, faculty need time to process new learning as well. We need to hear new 
information more than once and to work with new concepts over a period of time 
within a supportive environment. New teaching and assessment strategies must be 
introduced in a nonpunitive, nonthreatening manner, encouraging experimentation, 
trial, reflection, and revision. 

We recommend starting this kind of information literacy assessment program by 
identifying which current partners will be most receptive to the new model. It is 
important to ground these conversations in the current literature and to base justi-
fication for change on national models in the field, such as the ACRL Framework. 
In addition, providing models of effective applications help faculty conceptualize 
the theory and promote their buy-in. Throughout our process, we have consistently 
mined our library faculty’s self-reflective submissions for examples to share with 
the group. We have also shared discipline-specific models for college-wide faculty 
development experiences, both through workshops and through the college’s digital 
repository of the general education outcome resources.

Our experiences have taught us that this story does not end but continues. We 
need to stay current with developments in information literacy instruction and as-
sessment in postsecondary education to guide our decisions and directions. Our 
commitment to deliberate practice and reflection will continue to evolve to include 
deeper, authentic assessment across all of our instructional models. Looking ahead, 
we know institutional needs will also require us to revisit the information literacy 
outcome and rubric in 2020 for possible revisions. 

Through this whole experience, the ACRL Framework has been our touchstone, 
providing inspiration and foundation. It has provided a sense of validation for the 
work we do: “In the same way that the ACRL Framework requires an identify shift, 
librarians must be willing to make their own changes and alter their ideas. Although 
traditions should not be abandoned, the openness of the ACRL Framework allows 
for agency for librarians. It creates a conversation that positions librarians as creators 
and is forward thinking.”29
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15
Exploring Metaliterate  
Learning through the Frames  
of Information Literacy
Thomas P. Mackey

This chapter examines metaliteracy and the Association of College and Research 
Libraries (ACRL) Framework for Information Literacy for Higher Education1 as 
complementary models that support learners in theory and praxis. Several projects 
developed by the Metaliteracy Learning Collaborative, a team of educators at SUNY 
Empire State College and the University at Albany, embody metaliteracy as a peda-
gogical framework2 and advance information literacy as envisioned in the ACRL 
Framework. One example, the final project developed for a massive open online 
course (MOOC), Empowering Yourself in a Post-Truth World,3 illustrates the rela-
tionship between both frameworks. This learning activity was designed to promote 
metaliterate learning and is reinforced through the six frames of information literacy. 
The role of metacognitive reflection in this context is especially vital and is a pivotal 
learning objective to converge both frameworks.

Although varied in approach, the traditional route for information literacy in-
struction is through academic libraries and by means of collaboration with faculty in 
undergraduate and graduate education. Preservice librarians are prepared in library 
and information science (LIS) programs that engage with the latest approaches to 
information literacy. These efforts have been influenced by metaliteracy as a refram-
ing4 and reinvention5 of information literacy and by the ACRL Framework to of-
ficially redefine information literacy. Preparing librarians and LIS faculty to teach 
information literacy takes place in the academy, through formal academic programs 
and departments.

Increasingly, MOOCs and open educational resources (OERs) are opening new 
pathways for instruction and professional development that expand academic op-
portunities for both teachers and learners. While these novel pedagogical approaches 
do not necessarily substitute for the required credentials achieved in traditional 
LIS programs, they do provide access to content, collaborative opportunities, and 
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learning communities not always found in established programs. It is essential for 
emerging scholars and practitioners to engage with innovative pedagogical theories 
and practices within a field they will eventually lead.

The emergence of metaliteracy and the ACRL Framework both shared a common 
goal to rethink the Information Literacy Competency Standards for Higher Education,6 
originally published in 2000, and to reconsider the American Library Association’s 
(ALA) definition of information literacy. Both frameworks were inspired by revolu-
tionary changes in the information environment and recognition within the field of 
library and information science and beyond that we needed pedagogical strategies to 
prepare learners for a connected world.

METALITERACY

Metaliteracy is an empowering approach to learning that advances metacognitive re-
flection and prepares learners to be ethical and responsible producers of information 
in participatory environments. The idea of learner as producer is core to metaliteracy 
and propels a wide range of active metaliterate learner roles within the same unified 
model.7 Metaliterate learners are envisioned as communicators, translators, collabo-
rators, teachers, and researchers who participate in and contribute to social spaces 
in mindful and deliberate ways. The metaliteracy framework was informed by the 
emergence of collaborative technologies such as social media and online communi-
ties.8 Initially, information literacy itself was envisioned as a metaliteracy in which 
learners were active producers of information in participatory environments. Accord-
ing to this original definition of the idea, “Metaliteracy promotes critical thinking 
and collaboration in a digital age, providing a comprehensive framework to effec-
tively participate in social media and online communities. It is a unified construct 
that supports the acquisition, production, and sharing of knowledge in collaborative 
online communities.”9

This reframing of information literacy recognized the impact of social technolo-
gies on the learner and the need for the development of interactive and collaborative 
producers of knowledge rather than just consumers of information. Such a signifi-
cant shift in emphasis meant that “standard definitions of information literacy are 
insufficient for the revolutionary social technologies currently prevalent online.”10 
While metaliteracy challenged how information literacy was understood at the time, 
it evolved as a distinct model from the ACRL Framework and inspired several digital 
learning resources developed by the Metaliteracy Learning Collaborative.

Metaliteracy was influenced by theories within LIS, such as James Elmborg’s as-
sertion of “critical information literacy,” which redefines the pedagogical scope of 
librarians and “involves developing a critical consciousness about information,”11 
and James Marcum’s critique of information literacy as being too focused on skills 
in text-based formats.12 Both perspectives emphasized the need for a comprehensive 
approach to learning beyond the development of fundamental information skills. As 
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the model evolved, theories outside the field also had an impact, such as George Sie-
mens’s connectivism, which is a “cycle of knowledge development (personal to net-
work to organization)” that “allows learners to remain current in their field through 
the connections they have formed.”13 This focus on the individual situated in a global 
network reinforces the importance of collaborative learning and knowledge creation 
within social spaces. Postmodern theory,14 the concept of “participatory culture,”15 
and global trends in OERs16 all influenced the model as well.

FOUR DOMAINS OF METALITERATE LEARNING

As metaliteracy advanced as a pedagogical framework, the emphasis on metacogni-
tion, or reflecting on one’s thinking, was strengthened as one of the four metaliteracy 
learning domains. The others include cognitive (thinking), behavioral (enacting), 
and affective (feeling).17 As John H. Flavell has argued, metacognition provides “op-
portunities for thoughts and feelings about your own thinking to arise and, in many 
cases, call for the kind of quality control that metacognitive experiences can help 
supply.”18 According to Flavell, metacognition is both reflective and self-regulating as 
learners contemplate their own thinking and feelings to gain control over thoughts 
and actions. This approach reinforces the relationships among domains, as reflection 
leads to actions. It also supports a comprehensive approach to metaliteracy that in-
cludes four interrelated learning domains that are realized through specific learning 
strategies.

METALITERACY GOALS AND LEARNING OBJECTIVES

As metaliteracy developed with a stronger emphasis on metacognition within four 
learning domains, the model also incorporated specific goals and learning objectives 
to reinforce active metaliterate learner roles. The first iteration of the Metaliteracy 
Goals and Learning Objectives19 expanded from the outcomes outlined in the 
original metaliteracy article20 and are designed to be flexible and adaptable. The first 
significant revision of the goals and objectives were developed in response to the 
challenges of the post-truth world.21 According to the Oxford English Dictionary, the 
term post-truth is “relating to or denoting circumstances in which objective facts are 
less influential in shaping public opinion than appeals to emotion and personal be-
lief.”22 Post-truth situations play out in today’s information environment when false 
and misleading information is created and shared by individuals based on fixed belief 
systems. The Metaliteracy Goals and Learning Objectives now include a stronger 
emphasis on evaluating bias and an enhanced focus on the ethics of producing and 
sharing information.23
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According to Jacobson and colleagues,24 the first goal of metaliterate learning is 
to “actively evaluate content while also evaluating one’s own biases,” which encour-
ages individuals to identify confirmation bias while checking preconceptions in all 
sources. This goal is supported by several learning objectives, including the ability to 
“verify expertise but acknowledge that experts do exist,” which encourages a critical 
evaluation of sources while advancing the idea that we do have both experts and 
nonexperts, and that expertise is valued. The second goal of metaliterate learning is 
to “engage with all intellectual property ethically and responsibly,” which promotes 
accountability in the consumption and production of information. This goal is sup-
ported by several learning objectives, including the ability to “responsibly produce 
and share original information and ethically remix and repurpose openly licensed 
content,” which advances a deeper understanding of content creation that requires 
informed and answerable actions with both original and repurposed formats.

The third goal of metaliterate learning is to “produce and share information in 
collaborative and participatory environments,” which is central to the metaliteracy 
model because it recognizes the learner as a creator of information. This goal is 
supported by several objectives, including the ability to “see oneself as a producer 
as well as consumer of information,” which allows for reflection and recognition of 
one’s capacity to create meaningful information in addition to being able to consume 
information responsibly. The fourth goal of metaliterate learning is to “[d]evelop 
learning strategies to meet lifelong personal and professional goals,” which encour-
ages individuals to take charge of their learning throughout one’s life span. This goal 
is supported by the objective to “assess learning to determine both the knowledge 
gained and the gaps in understanding,” which advances reflective thinking and 
self-regulating one’s own learning. All of these goals and objectives support one or 
more of the four learning domains and provide specific actions to enact metaliteracy 
theory in practice.

METALITERATE LEARNER CHARACTERISTICS

Metaliteracy was initially conceptualized in relation to a wide range of related litera-
cies to identify common characteristics within a unified framework.25 As the model 
matured, however, a distinct set of metaliteracy characteristics developed that are 
specific to metaliterate learning, including collaborative, participatory, reflective, 
civic-minded, adaptable, open, productive, and informed.26 The characteristics of 
metaliterate learning are interrelated and support the development of active and 
contributing individuals who are capable of both self-directed and collaborative 
learning. Similar themes, such as expertise, community, learner as producer, and in-
tellectual property, are embedded in the ACRL Framework as well, even if the overall 
format and approach are different.
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THE ACRL FRAMEWORK

The ACRL Framework provides the official institutional redefinition of information 
literacy based on several emergent influences, including metaliteracy. As a reimagin-
ing of information literacy, the Framework presents an open and flexible approach 
to teaching and learning that is applied by educators in a variety of disciplines. As 
explained in the Framework, this reconceptualization of information literacy “is 
based on a cluster of interconnected core concepts, with flexible options for imple-
mentation, rather than on a set of standards or learning outcomes, or any prescriptive 
enumeration of skills.”27 Rather than declare definitive competencies with specific 
learning objectives, this recasting of information literacy presents a conceptual 
framework of ideas to be adapted in disparate teaching and learning settings. The 
definition of information literacy states, “Information literacy is the set of integrated 
abilities encompassing the reflective discovery of information, the understanding of 
how information is produced and valued, and the use of information in creating new 
knowledge and participating ethically in communities of learning.”28

The influence of metaliteracy is evident in this description, which emphasizes “re-
flective discovery of information,”29 suggesting a metacognitive approach to informa-
tion research and analysis. Most importantly, the revised definition of information 
literacy goes far beyond the individual consumption of information to recognize 
the importance of learners as producers, who actively and ethically participate in 
collaborative communities for “creating new knowledge.”30 This is a fundamental 
shift away from simply finding and locating information for a particular use, as em-
phasized in the original ACRL Standards, to actually constructing new knowledge 
in social learning communities, an idea that is fundamental to metaliterate learning.

The ACRL Framework incorporates elements of metaliteracy while emphasizing 
three central ideas:

1. threshold concepts,
2. knowledge practices, and
3. dispositions.31

According to Jan H. F. Meyer, Ray Land, and Caroline Baillie, threshold concepts 
are understood as an approach to learning that “builds on the notion that there are 
certain concepts, or certain learning experiences, which resemble passing through a 
portal, from which a new perspective opens up, allowing things formerly not per-
ceived to come into view.”32 In many ways, the six frames of information literacy 
provide these conceptual portals for learners to better understand our complex 
relationship with information in multiple settings and situations. The Framework 
identifies the following frames:

• Authority Is Constructed and Contextual
• Information Creation as a Process
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• Information Has Value
• Research as Inquiry
• Scholarship as Conversation
• Searching as Strategic Exploration33

Each of these frames or openings to new knowledge is supported by dispositions, 
“which describe ways in which to address the affective, attitudinal, or valuing dimen-
sion of learning.”34 This suggests an alignment with metaliteracy, which also empha-
sizes the affective learning domain within an integrated model that also includes the 
metacognitive, cognitive, and behavioral. These conceptual frames are also reinforced 
with knowledge practices, “which are demonstrations of ways in which learners can 
increase their understanding of these information literacy concepts.”35 Similarly, 
knowledge practices are relatable to the behavioral, cognitive, and metacognitive 
domains of metaliteracy, which together emphasize how reflective thinking impacts 
our thinking and how we apply core information principles and competencies.

The openness of the ACRL Framework allows for this interpretation of the model 
that connects to metaliteracy in both subtle and overt ways. This may be the point, 
since the Framework was constructed in a way that provides an open enough struc-
ture to reinforce key information concepts while also being adaptable to other theo-
ries and practices. The Framework explicitly incorporates metaliteracy with the focus 
on learners as producers of information, and with the emphasis on the cocreation of 
knowledge in learning communities.

The metacognitive dimension of metaliteracy, however, was diminished in the 
final draft of the Framework, even though there was interest in developing it fur-
ther.36 As Diane M. Fulkerson, Suzanne Andriette Ariew, and Trudi E. Jacobson 
argue, “without reflection learners will neither change to see themselves as empow-
ered learners with authoritative voices, nor will they be conscious of their own at-
titudes.”37 This insight about the need for an expanded emphasis on metacognitive 
learning identifies a gap in the Framework while also presenting an opportunity to 
adapt and apply it in ways that draw upon metaliteracy. Metacognitive reflection 
supports learning through threshold concepts that offer “a transformed way of 
understanding, or interpreting, or viewing something, without which the learner 
cannot progress, and results in a reformulation of the learners’ frame of meaning.”38 
Thresholds further reinforce knowledge gained through metacognition, leading to 
new insights and actions as individuals take charge of their learning.

The next part of this chapter will examine a specific metaliterate learning activity 
through the six frames of information literacy, along with associated dispositions 
and knowledge practices. This frame-based exploration of metaliterate learning will 
illustrate the value of bringing together metaliteracy and information literacy in 
praxis. This convergence of ideas is mutually beneficial to the development of both 
models. As this analysis will show, the metacognitive dimension of metaliteracy is es-
sential for today’s complex and divided information environment and can be drawn 
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from the six frames of information literacy, even if not fully described that way in 
the Framework.

DESIGNING METALITERATE LEARNING ENVIRONMENTS

Metaliteracy inspired the creation of multiple learning resources, including a  
competency-based digital badging system and four metaliteracy MOOCs. Associ-
ated resources have been developed to promote the open nature of this work, includ-
ing a blog (https://metaliteracy.org) that provides updates and resources, a separate 
website that shares content from the digital badging system, and a YouTube channel 
that features metaliteracy videos and animations. Most of the metaliteracy resources 
have been supported by Innovative Instruction Technology Grants (IITGs) from the 
State University of New York (SUNY), which promote collaboration among SUNY 
colleagues. As metaliteracy evolved as a pedagogical model, it was put into practice 
through innovative projects that leveraged the application of emerging technologies 
and social information environments. The collaborative nature of this work allows 
for partnerships among faculty, librarians, instructional designers, videographers, 
and content experts.

METALITERATE LEARNING AS SEEN THROUGH SIX FRAMES

The Metaliteracy Goals and Learning Objectives informed the development of 
several learning environments that prepare individuals to be reflective producers of 
information. This descriptive analysis of one specific learning activity will highlight 
the key metaliteracy elements while identifying the frames of information literacy 
and associated knowledge practices and dispositions most salient to that particular 
pedagogical strategy. This exploration provides a starting point to highlight the 
inherent linkages between metaliteracy and information literacy while illustrating 
pathways for applying metacognitive reflection in different settings.

CULMINATING PROJECT IN A POST-TRUTH MOOC

The Metaliteracy Learning Collaborative developed four MOOCs, beginning with a 
connectivist MOOC (cMOOC) followed by two xMOOCs, Empowering Yourself 
in a Connected World (in Coursera) and Empowering Yourself as a Digital Citizen 
(in Canvas). An analysis of these first three MOOCs by members of the Metaliteracy 
Learning Collaborative discussed metaliteracy as a “framework to address the chal-
lenges of learner-centered MOOC design.”39 As part of this examination, the authors 
raise questions about how to apply this model to support both learner-centered 
pedagogy and self-regulation in MOOCs. Kelsey O’Brien and colleagues conclude 
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that metaliteracy “prepares learners to take on active, collaborative roles in complex 
online learning environments” while also advancing “the metacognitive and affective 
domains that are especially pertinent to self-regulation challenges and opportunities 
presented by complex, decentralized MOOC environments.”40 After applying meta- 
literacy in three MOOCs, the authors argued for developing “a hybrid Metaliteracy 
MOOC that would focus less on the lectures found in xMOOCs, and more on 
user-generated content, collaborative knowledge creation, and student-driven learn-
ing promoted in cMOOCs, while supporting learners as teachers and contributors 
to the course.”41

The idea of combining features of cMOOCs and xMOOCs led to the develop-
ment of a fourth metaliteracy MOOC, Empowering Yourself in a Post-Truth World, 
in the Open edX platform. This MOOC is supported by a SUNY IITG and explores 
themes from the book Metaliterate Learning for the Post-Truth World.42 The course is 
hosted at the University at Buffalo to leverage the Open edX instance the university 
developed and features six interrelated modules, including:

1. Empowering Yourself for the Post-Truth World
2. Who Are the Experts?
3. Can We Build Trust Online?
4. False Representations in Constructed Media
5. Raising and Sharing Our Voices
6. Reinventing a Truthful World

The arc of the course examines post-truth concerns and then explores what is re-
quired to reimagine a truthful world while building communities of trust. As part of 
this MOOC experience, learners examine original video content developed by the 
instructors as well as openly available readings and multimedia resources. Partici-
pants complete several interactive learning activities, including self-check questions, 
matching exercises using visual materials, surveys, word clouds, and discussions.

Since one of the goals of the post-truth MOOC was to try and combine connec-
tivist principles with features from a structured xMOOC, the final project requires 
learners to produce and share a media project that reflects the course themes. This 
approach is fundamental to metaliteracy and is supported by the six frames of in-
formation literacy. The question prompt for this assignment asks learners to reflect 
on the course topics that resonated with them the most. Learners are encouraged to 
think about their own experiences with post-truth and imagine what specific “ac-
tion steps” are needed to reinvent a truthful world. Several examples are provided, 
including moving beyond confirmation bias, challenging media misrepresentations, 
promoting the importance of experts and expertise, and contributing to the develop-
ment of a community of trust, among other suggestions.

Learners are encouraged to create the project in any format they choose and are 
presented with several examples, including “poster, video, lesson plan, podcast, info-
graphic, digital story, multimedia presentation, or web site.”43 In developing content, 
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they are asked to consider the context for this work, including setting, audience, and 
format. Learners are reminded that the project provides a chance to communicate 
what they have learned in the course as applied toward building communities of trust 
in a truthful world.

METALITERACY AND THE ACRL FRAMEWORK

This part of the chapter delves into the Framework to identify ideas that align most 
directly with metaliteracy in support of the post-truth MOOC.44 The content of the 
course addresses the first frame by illustrating that “authority is constructed in that 
various communities may recognize different types of authority” because it addresses 
concerns about experts and expertise through the content and associated learning 
activities. Learners gain insights about expert and authoritative voices as essential, 
even in social information environments that intentionally level the playing field to 
encourage wider participation.

While everyone may have a voice in these environments, some are louder than 
others, and the ability to differentiate between an expert and a novice is crucial. As 
learners grow as experts themselves, they will “know how to seek authoritative voices 
but also recognize that unlikely voices can be authoritative, depending on need.” 
This is an important distinction that validates different kinds of expertise and au-
thority within a community while also recognizing professional roles, and being able 
to identify expertise, in these settings.

In the MOOC, learners apply the knowledge practice to “recognize that authori-
tative content may be packaged formally or informally and may include sources of 
all media types” through the study of multiple content sources and also in the final 
project as they make their decisions about what kind of media type to use in their 
own production. They also “acknowledge they are developing their own authorita-
tive voices in a particular area and recognize the responsibilities this entails” since 
they are communicating and sharing what they learned in the course about issues 
related to trust, truth, and expertise. The final project requires proper attribution of 
all materials and encourages sharing this work in the course wiki.

The MOOC supports learners to “develop awareness of the importance of as-
sessing content with a skeptical stance and with a self-awareness of their own biases 
and worldview” since it addresses confirmation bias in oneself and in information 
sources. The reflective nature of the final assignment, in particular, emphasizes self-
awareness and one’s worldview in relation to others, one’s community, and to issues 
surrounding post-truth circumstances.

As a final project that requires the production of information from a selection of 
various formats, learners gain knowledge about Information Creation as a Process, 
the frame most closely aligned with metaliteracy. Since participants need to make 
choices about the format, they will employ the knowledge practice to “assess the 
fit between an information product’s creation process and a particular information 
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need” in their creative work. As they think through audience considerations they 
will begin to “recognize that information may be perceived differently based on the 
format in which it is packaged,” especially since they are being asked to communicate 
their reflections about key course themes and will need to think through choices 
about format and presentation. The MOOC module that exposes the challenges of 
constructed media to misrepresent information may impact their thinking on this 
approach as well. Several of the associated dispositions to this frame support this 
final project. In particular, MOOC participants who complete this project will “ac-
cept that the creation of information may begin initially through communicating 
in a range of formats or modes,” especially as they review their options for com-
municating their ideas. Ultimately, learners may “understand that different methods 
of information dissemination with different purposes are available for their use” as 
they consider which format most effectively supports the communication of their 
original ideas.

Since the final project sets a fairly high goal for learners to produce something 
that will “contribute to rebuilding a collaborative and participatory world of truth 
and reason,” they will understand that “information has value” based on the resource 
they discover as part of this research activity and produce through their creative re-
sponse. Participants are required to apply the knowledge practice to “give credit to 
the original ideas of others through proper attribution and citation” for all external 
sources of information.

They also think through how to “articulate the purpose and distinguishing char-
acteristics of copyright, fair use, open access, and the public domain” if they choose 
to apply a Creative Commons license to their own creative work. The content of 
the MOOC, especially the module about the challenges with trust online, should 
provide insights for learners to “understand how the commodification of their per-
sonal information and online interactions affects the information they receive and 
the information they produce or disseminate online,” which may also impact the 
format they select and the extent to which they will share it. In this context, the most 
relevant disposition associated with this frame is that learners will “see themselves 
as contributors to the information marketplace rather than only consumers of it,” 
which is another foundational element of metaliteracy as learners take on the pivotal 
role of producer of information.

Throughout the MOOC, learners are immersed in an iterative process that em-
bodies “research as inquiry,” as multiple perspectives are explored and participants 
contribute and learn from each other. The final project provides an opportunity 
to “synthesize ideas gathered from multiple sources” presented in the course and 
through one’s own inquiry and to “draw reasonable conclusions based on the analysis 
and interpretation of information” in the creative project. Rather than a traditional 
research paper that often culminates in established courses, the final assignment for 
the MOOC encourages producers to create a project that applies technology and 
contributes in a positive way to a larger learning community.
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Several of the dispositions associated with this frame relate to the final project, 
including the insight to “consider research as open-ended exploration and engage-
ment with information,” especially since learners have so much freedom to identify 
the post-truth issue that resonated most and to develop a creative response using 
a format of their own choosing. As learners progress through the course and con-
template their own contribution they are encouraged to “value intellectual curiosity 
in developing questions and learning new investigative methods,” leading to an 
informed articulation of ideas through creative expression.

As part of the MOOC experience, participants are engaged in “scholarship as 
conversation” and actively contribute to this discussion as their own scholarly voice 
emerges. Learners are encouraged to apply the knowledge practice to “critically 
evaluate contributions made by others in participatory information environments” 
by engaging in the discussion and responding to peers. Several of the related disposi-
tions for this frame support this project as well, including the ability of participants 
to “understand the responsibility that comes with entering the conversation through 
participatory channels” as they make choices about their format and venues for shar-
ing. As participants find their way through this open learning environment they will 
discover “searching as strategic exploration,” but certainly go beyond search engines 
to consider this space as “nonlinear and iterative, requiring the evaluation of a range 
of information sources and the mental flexibility to pursue alternate avenues as new 
understanding develops.”

Although not as decentered as a connectivist MOOC, this environment does re-
quire the learner to stay engaged and participate in a number of self-directed learning 
activities. In the final project, learners need to curate and create materials and apply 
knowledge practices, such as the ability “to understand how information systems 
(i.e., collections of recorded information) are organized in order to access relevant 
information.” Producers of information apply several of the associated dispositions, 
such as the ability to “persist in the face of search challenges, and know when they 
have enough information to complete the information task,” especially as they make 
decisions about what to include in their project to communicate with the intended 
audience.

CONCLUSION

Metaliteracy and the ACRL Framework both developed as a response to the out-
dated Standards and through significant changes in the field as well as transforma-
tions in the information landscape. Each model developed in distinct ways based 
on influences within the field of library and information science and beyond this 
discipline, as well as radical changes in the information environment. The openness 
of each framework provides opportunities for teachers and learners to adapt the core 
principles of both approaches to a multitude of learning situations. As part of this 
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translation of ideas, the frameworks are compatible in supporting the individualized 
needs of learners in academic and lifetime settings.

This analysis of the MOOC final project through the six frames of information 
literacy illustrates the affinity between information literacy and metaliteracy. Since 
information literacy itself was originally envisioned as a metaliteracy, it is not surpris-
ing to see strong linkages between the two models. Practitioners in the field who have 
been seamlessly integrating both approaches and applying key principles from each 
will not see this relationship as unexpected, either. At the same time, metaliteracy has 
evolved with a much bolder assertion of metacognitive reflection, within the context 
of four domains of learning, than originally was envisioned in the first article that 
introduced the concept. Metaliteracy has also developed through collaborative prac-
tice and applying emergent technologies such as MOOCs as an intentional strategy 
to explore the concept in unique but purposeful ways. The metacognitive aspect of 
metaliteracy has been a driver for these projects and suggests the need for further 
development of this approach in information literacy as well.

This exploration of one metaliterate learning activity through the six frames of in-
formation literacy is limited because it is descriptive and interprets the frames as well 
as the associated knowledge practices and dispositions after the metaliteracy activity 
was designed. But this chapter illustrates the importance of bringing together both 
frameworks in support of integrated learning design, especially in today’s polarized 
information environment, which requires careful attention to expertise, authority of 
information, and the ethical production of new knowledge.

An important next step will be to design learning activities with both frame-
works in mind and to assess learning within this combined context. Rethinking 
our pedagogical strategies is an ongoing process to identify and apply meaningful 
theoretical connections to inform praxis. Converging metaliteracy and information 
literacy through metacognitive reflection offers much promise to apply both models 
while creating dynamic synergies between the two approaches. As the frameworks 
are brought closer together to meet the changing needs of learners, we must renew 
institutional supports for innovation and reimagine opportunities for collaboration 
among colleagues in multiple disciplines.
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16
Extending the Framework for the 
Benefit of Praxis: A Strategic  
Literacy-Based Approach to  
Diversity Education (SLADE)
Bharat Mehra and Keren Dali

This chapter builds on select experiences of a faculty member and a journal editor in 
working with library and information science (LIS) students enrolled in INSC 590 
(Diversity Leadership in Information Organizations), a graduate course taught in 
the School of Information Sciences (SIS) at the University of Tennessee, Knoxville 
(UTK), in spring 2018. The analysis provides a strategic literacy-based approach to 
diversity education (SLADE) that is theoretically informed by the:

• strategic diversity manifesto (SDM) for libraries in the twenty-first century;1

• Diversity by Design concept (DbD, for short);2

• ACRL Framework for Information Literacy for Higher Education;3 and
• values of actionable advocacy.4

Further, the authors explore how the principles of information literacy (IL) and 
diversity education mutually reinforce one another. IL guides diversity education, 
whereas learning in the context of diversity makes future LIS professionals more 
information literate. IL in this discussion is not equated to academic or research 
literacy but serves as a foundation of active civic and professional participation.

The discussion is based on a critical assessment of the components and dynamics 
of the course (taught by Dr. Bharat Mehra) and its integrated collaboration with 
the International Journal of Information, Diversity, & Inclusion (IJIDI; edited by Dr. 
Keren Dali) through the lens of the Framework, and namely, its six frames: Authority 
Is Constructed and Contextual, Information Creation as a Process, Information Has 
Value, Research as Inquiry, Scholarship as Conversation, and Searching as Strategic 
Exploration.5 The following two simultaneous and complementary processes un-
folded over a period of twelve months:

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



 Extending the Framework for the Benefit of Praxis 221

• The level of IL in the participating students increased at every stage of the 
course.

• Diversity mind-set was developed through an improved state of IL through 
engagement with diverse information organizations (as part of the course work) 
and IJIDI.6

SLADE combines the aforementioned theoretical perspectives and extends the 
Framework by integrating practical diversity advocacy in its benefit to praxis. The 
narrative focuses on successes and challenges in translating the Framework into real-
life applications in diverse information organizations, using holistic professional 
practices, rather than traditional library instruction, as a case in point. SLADE links 
IL and diversity advocacy to identify concrete strategies that helped students develop 
meaningful outcomes that extended beyond a university course while generating 
progressive impacts in their local and regional environments.7 It also demonstrates 
the continuity between LIS graduate teaching, professional practice, and scholarly 
communication that LIS instructors, students, and practitioners will find useful 
with practical examples, specific suggestions, and insights on combining diversity, 
advocacy, and IL in graduate courses.

THEORETICAL GROUNDING

The intersecting theoretical concepts that informed SLADE were operationalized 
in the course’s built-in opportunities for students to engage with information orga-
nizations in the context of diversity and inclusion and to disseminate the results of 
their original work to the broader professional and scholarly community. SDM was 
initially designed to offer public libraries a deliberate strategy to systematically in-
clude diversity on their web spaces. Its components—the who, what, and how—were 
integrated into the INSC 590 course for students to evaluate the websites of their 
collaborating information agencies and were defined in these terms:

• The who identified specific user groups underserved at the collaborating infor-
mation agency and community.

• The what focused on seven subcategories including information sources (collec-
tions and resources), information policy and planning (strategic representations 
and committee structures), and connections, both internal and external (centers 
and organizations, community engagement, and news and upcoming events). 

• The how identified specific illustrative examples on the information agency’s 
website of the what information offerings provided to the who population.8

The DbD concept was articulated in the 2017 eponymous article in Library 
Quarterly by Keren Dali and Nadia Caidi. Questioning why the state of diversity in 
LIS is not improving significantly or fast enough, the article conceived of diversity 
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as “integral and structural,” not a “mere add-on.”9 It calls on both LIS academics and 
practitioners to consider diversity principles as indispensable to professional practice, 
education, and research agendas irrespective of subject areas. The diversity mind-set 
in the DbD reflects the following assumptions that diversity is:

• a reality of life, not a problem to solve;
• “everybody’s business and not a concern of minority groups” alone;
• “integral to social structure, daily interactions, learning environments, profes-

sional settings, and human relationships”; and
• a “concern for the health and function of the diverse society as a whole.”10

DbD expands and augments the social justice lens through systems thinking11 and 
holistic vision.12

Notwithstanding the conceptual strength and applicability of SDM and DbD, 
SLADE would lack practicality if it were not combined with actionable advocacy. 
The Public Library Association (PLA), a division of the American Library Associa-
tion (ALA), provides a narrow, inward-looking, library-centric definition of advo-
cacy, positioning it as “the process of acting on behalf of the public library to increase 
public funds and ensure that it has the resources needed to be up to date [which 
proves] critical to the success of libraries.”13 This limited navel-gazing characteriza-
tion does no justice to the long history of public library engagement in social issues 
and their impact on social change.14

The role of the students in creating evidence to support their proposed strate-
gic actions on behalf of a diverse, underserved population at their collaborating 
information agencies was an example of actionable advocacy that professional as-
sociations like the PLA should also acknowledge and embrace. Otherwise, the PLA 
and other national organizations leading the field are bound to miss out on telling 
inspiring stories of community engagement, especially those coming from such 
underrepresented professional sectors as rural libraries.15 Moreover, by ignoring the 
community context in which libraries are embedded, the PLA may unwittingly 
diminish the social value and significance of libraries, which results in dwindling 
public recognition and funding.16 Finally, the notion of advocacy as actions on 
behalf of others is giving way to the idea of empowering community members to 
gain control over their lives and life circumstances, and acting with community 
members as opposed to speaking for them is something that budding information 
professionals need to master. Incidentally, the concept of IL has experienced the 
same limited applications and has for the longest time been equated to research or 
academic literacy and bound to the context of learning environments (schools, col-
leges, universities, etc.). However, IL is not simply a skill that facilitates formal or 
informal learning; it is also a foundation of civic participation and active member-
ship in professional communities. In this recasting, IL can extend classroom interac-
tions to real-life professional engagements and scholarly communication ventures 
for broader practical applications.
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ENGAGING STUDENTS THROUGH SLADE

This new outlook guided the choice of the Framework as a binding concept underlin-
ing SLADE, with a clear rationale to expand academic learning and diversity educa-
tion through practice-based information and advocacy experiences. It thus extended 
IL to community literacy and community engagement via diversity education in 
LIS education.

The Graduate Course on Diversity Leadership in Information Organizations

The course was designed to prepare future information professionals to apply IL 
principles and diversity advocacy practices to the development of inclusive services 
to underrepresented populations in information organizations of students’ choice. 
Underrepresentation was defined in terms of race, ethnicity, national origins, gender, 
sex, gender identity, sexual orientation, physical or mental ability, veteran status, 
level of education, income, age, geography, and religion, among others. The two 
major course projects included:

• Creation of the Diversity & Inclusion ePortfolio (D&I-eP) based on the stu-
dent analysis of existing responses to diversity and inclusion in an information/
community organization and the proposal of strategic diversity action plans for 
this organization. These plans identified future directions of progressive growth 
and professional practice that were informed by the application of IL principles 
to cultural competence, inclusion, diversity advocacy, and effective leadership 
in a range of workplaces.17

• Preparation of a peer-reviewed manuscript for consideration for possible publi-
cation in a special issue of IJIDI.18 Several select projects were turned into qual-
ity peer-reviewed articles, making students’ fieldwork accessible to the wider 
professional readership.

The online lecture-seminar course was delivered via Zoom with synchronous 
weekly instructor-student meetings around manifold student opportunities to cri-
tique a self-selected information organization in its select diversity and inclusion 
responses. Based on their assessment, students developed the D&I-eP, sharpening 
their analytical skills and translating theoretical knowledge into practical context-
dependent applications. Collaborating with an information organization of choice 
(e.g., library or cultural heritage organization, educational institution, business or 
corporation, government or affiliated department, religious organization, nonprofit 
agency, etc.) encouraged each student to identify and reach out to a community-
based information agency, thus venturing out of their comfort zones. The chosen 
agencies became students’ collaborators and community partners providing real-life 
contexts for student work. An underlying rationale was that the stronger ties stu-
dents developed with their agency, the better access they would have to contextual 
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information, strategic plans and policies, authoritative sources, people, specific cir-
cumstances, and diverse perspectives in that setting. This guiding assumption proved 
to be fruitful.

These contextual course experiences with action-oriented diversity agendas also 
served as a test bed for the reconceptualization and broader application of the 
Framework.19 Each course assignment was strategically designed to integrate one or 
several frames, as will be elaborated and illustrated later on. In total, there were seven 
course assignments: Welcome and Reflection (5 percent), Context (10 percent). In-
formation Agency’s Diversity Responses (15 percent), Identification of Best Practices 
(15 percent), Case Study Analysis (10 percent), Community Analysis (10 percent), 
Future Directions (10 percent). The development of a manuscript for IJIDI helped 
students to translate their D&I-eP into a scholarly communication outcome (25 
percent).

The primary data set upon which rest the analysis and outcomes discussed in this 
narrative include critical, reflective gathering of insights of course experience from 
the collaborating course instructor and journal editor’s perspectives. Participatory 
observations, communication, and interactions with the students were considered 
in this assessment. Student assignments and contributions in the D&I-eP and their 
manuscript drafts provided tangible artifacts. So did their feedback in the formal 
student course evaluations.

Partnership with IJIDI

Collaboration between the iSchool at UTK and IJIDI started before the course 
was taught in the spring of 2018, and was chosen strategically, given the journal pro-
file, mission, and scope. IJIDI is relatively new, open-access, peer reviewed, and in-
ternational, dedicated specifically to issues of social justice, diversity, and inclusion.20 
One ongoing commitment of the IJIDI editorial team is working with emergent 
authors—both young scholars and new professionals—who would like to share their 
opinions and research in the public forum. The goal ultimately is to help authors 
make connections between theory and practice and build bridges between creative 
ideas and their implementation, thus making knowledge acquired in the classroom 
or workplace of practical meaning outside of the immediate setting. With that mis-
sion in mind, the course collaboration with IJIDI allowed for applying the learning 
objectives and diversity theory to students creating online professional portfolios, 
developing practical actions to promote organizational change, and publishing schol-
arly articles derived from the work. The collaboration played an important role in 
SLADE, in that students had to be mindful that their publishable product could not 
resemble a course assignment. It had to meet journal requirements and scope but also 
suit its primary audience, which is international and interdisciplinary and consists of 
academics, practitioners, and students around the world.

Working on a journal article for publication presented another learning curve for 
students, beyond the bounds of course requirements. They had to learn the basics of 
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the scholarly publication process, with its conventions, stages, and back-and-forth 
communication among authors, editors, and reviewers. Students also learned to 
write according to conventions of academic writing, adhere to the journal submis-
sion guidelines, and master an online journal management system. However, social 
learning around this process was even more significant in SLADE. Students had to 
work on deadlines and respect the schedule of the editorial team, reviewers, and 
editors; they took responsibility for timely, professional, clear, and courteous com-
munication to make sure that their articles went smoothly through the publication 
pipeline. SLADE provides an unparalleled opportunity for professionalization and 
learning the professional cultural etiquette. Students also had to develop skills to 
interpret and address reviewers’ comments, differentiating between mandatory and 
optional ones, those that would improve the manuscript and those that took it in 
a direction desired by reviewers.21 They had to realize the importance and value of 
commitment and teamwork in something that at a cursory glance seemed like a 
solitary undertaking, appreciating the contributions of time, effort, and expertise of 
their course instructor and mentor, peer reviewers, and the editorial team. Finally, 
students developed emotional resilience toward constructive criticism and learned 
to work with it in a way that allowed them to move forward with renewed energy 
instead of feeling discouraged.

Putting It All Together

Of course, students were continuously helped and advised throughout this process 
by both their professor (who was also the issue’s guest editor) and the journal editor 
in chief. Both made sure that discouraging, unsubstantiated, and unpleasant com-
ments did not make it back to the authors. However, students had to do much leg-
work themselves, including working through emotional/psychological effects. Not 
all students came into this process with an understanding of how much collaborative 
input goes into the publication of each article, which accounted for the fact that 
some of them initially took this commitment as lightweight, an activity that they 
could drop out of if their schedule got too busy with other responsibilities, such as 
schoolwork, day jobs, family obligations, and other routine chores. Explicating and 
clarifying the nuances of the behind-the-scenes publication process to new authors 
in SLADE was very helpful in overcoming these attitudes and perceptions. Equally 
helpful were attempts to show students the enduring professional and personal value 
of publishing in a peer-reviewed venue. For students stressed out with multiple 
responsibilities and running toward the goal of completing courses and graduating 
with their degree while facilitating their tuition payments by working, either full 
time or part time, working on a publication may not seem like a worthy investment. 
However, showing the advantage of being a published author for students’ résumés 
and job interviews, for expanding their professional network prior to graduation, 
and for contributing valuable experience and theoretical insight to the professional 
literature for the benefit of practice truly helped the instructor-editor team to guide 
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students toward a new appreciation of the peer-reviewed publishing process. Similar 
to the community engagement built into the course, the publishing experience ex-
tended the interpretation and application of IL beyond the classroom, in innovative 
and meaningful ways, in each of the six composing categories of the Framework 
under discussion, as demonstrated in the following section.

SIX FRAMES IN THE FRAMEWORK  
AND THEIR MANIFESTATIONS IN SLADE

The content of each category in the Framework can be viewed through the lenses of 
course-related work and publishing activities, respectively.

Authority Is Constructed and Contextual

The first frame guides us toward an understanding that “authority is constructed 
in that various communities may recognize different types of authority. It is con-
textual in that the information need may help to determine the level of authority 
required.”22 For the students enrolled in the course, the source of authority was an 
information organization or agency, that is, their collaborating community partners. 
Information derived from the websites of community partners became the basis for 
developing their own expertise, reflected in a critique of the existing information 
practices at the information agency in question. The entirety of the project experi-
ence was contextualized in the setting and community of the information agency. 
The website evaluation was conducted in terms of representation (or a lack thereof ) 
of information offerings (the what in the SDM) related to the select diverse popula-
tion (the who in the SDM) that established the information need of the context.23 
Students’ critical literacy abilities and learning of relevant knowledge practices were 
facilitated through all the course assignments directed toward diversity advocacy 
based on the embedded evidence from the agency/community context. As an ex-
ample, the “Context” assignment involved student analysis of contextualized infor-
mation, whether it was about the environmental setting of the collaborating agency; 
identification of relevant local resources on diversity; creation of an agency profile 
from a diversity-related, system-centric perspective; or development of community-
based user profiles from a diverse patron’s point of view.

To become information literate as members of the scholarly communication com-
munity, new authors had to learn about different types of recognized authorities who 
exert influence in the peer-review process, including editors and guest editors, peer 
reviewers, and members of the management and production team. They learned to 
give legitimacy to the plurality of voices and points of view, becoming aware that 
the conceptualization of diversity varies greatly within the research community and 
that the varying understandings of diversity may affect the nature of peer-review 
comments and editorial guidance in the process of scholarly communication. They 
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learned that authoritative, expert feedback received from peer reviewers may differ 
from that given by their professor, that practitioners and academics acting as peer re-
viewers may underscore different aspects of research and have different expectations 
of the final product, and that it is crucial to balance data presentation to account for 
the mixed academic-practitioner audience in LIS.

Fostering key aspects of the diversity mind-set, this experience has certainly helped 
emergent authors to realize that diversity is integrated in all facets and stages of edu-
cational and scholarly activities, that this is an integral part of what we do, and that 
diversity has multiple manifestations in multiple contexts.

Information Creation as a Process

The second frame highlights the iterative nature of information creation and 
use processes in scholarship, not restricted by the format, delivery modes, and/
or information resource product.24 In an extended and complex application of IL 
that goes beyond traditional academic settings and involves information research, 
management approaches, dissemination, information use, and advocacy; student 
exploration in the course started from their own critical and reflective assessment 
and advanced to the development of the D&I-eP and the IJIDI manuscript as key 
products. However, information creation in SLADE did not necessarily end with 
producing a manuscript that could be considered for publication. These concrete 
deliverables instead became milestones in students’ professional networking and 
personal growth. They also provided the foundation for future collaborations with 
information agencies on the development of their strategic information responses to 
underrepresented aspects of diversity and inclusion. From an instructor’s perspective, 
this process had to be intentionally structured within the course organization. For 
example, the purpose of the “Welcome and Reflection” assignment was for students 
to translate how unique aspects about their select interest in diversity and inclusion 
could shape actions of change and why they were important in today’s world as well 
as how these might inform their specific career path and professional journey. In the 
“Future Directions” assignment, students came full circle in developing a strategic 
plan that included a revised mission/vision, goals, objectives, activities, resources, 
timeline, and so on (as relevant) at the collaborating information agency in relation 
to their focused aspect of diversity and considered how their proposed actions might 
help the parent organization become more successful.

The publishing component of this collaboration related to the revising and dis-
semination stages of the information-creation process. Students had to rework their 
course assignments in the format and style acceptable for a peer-reviewed interna-
tional publication that reaches practitioners, academics, and students, and an inter-
disciplinary audience of readers. The learning curve included mastering selectivity in 
data presentation; finding an economical, clear, user-friendly, and accessible format; 
and using the writing style that is free of jargon and “academic speak.” To remain 
respectful and considerate of the diverse communities that served as both subjects 
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and collaborators, emergent authors had to consider issues of privacy and confiden-
tiality, anonymizing data in reporting without ruining the integrity and usefulness 
of the article, and choosing reflective and inclusive terminology that did justice to 
the community in question.

For the authors, some of whom were representative of diverse communities based 
on surface-level and deep-level characteristics, the publishing experience has illus-
trated that diversity is not a sole concern of minority groups; it is not only every-
body’s business but also everybody’s shared responsibility.25

Information Has Value

The third frame recognizes varied ways in which information has value, as means 
of education, influence, and negotiation shaped by legal and socioeconomic fac-
tors.26 Students generated value by focusing on the local and regional aspects that 
are often overlooked in public practice and academic discourse. For example, in the 
“Context” assignment, students spotlighted the sociocultural dimensions of the en-
vironmental setting in terms of its strengths, weaknesses, opportunities, and threats 
toward the broader and/or specific aspects of diversity. In the same assignment, they 
also created value for their community partners by highlighting agency profile and 
strategic-planning characteristics that limited or facilitated broader and/or specific 
aspects of diversity and inclusion.

The learned scholarly conventions, practical experience, and related networking 
and professional communication allowed emergent authors to understand how the 
process of translating academic research into real-life applications helps them both 
to develop an influential voice and better understand the world, specifically the 
communities they work with. The notion of “voice” had a dual meaning in this case. 
On the one hand, students stepped out as intellectual leaders and diversity advocates 
who had an opinion supported by empirically collected data. On the other hand, 
they gave a voice to the diverse communities and organizations that were the foci of 
their studies. Here, negotiating their membership in the scholarly communication 
community and the community of diversity researchers worked in tandem, mutually 
reinforcing one another. The experience gave authors the opportunity to take diver-
sity conversations from the local level, where it is seen as an issue relevant to specific 
groups, to the level of professional discourse. This, in turn, served as a manifestation 
of the diversity mind-set and advanced diversity advocacy.

Research as Inquiry

The fourth frame focuses on open and unresolved questions, often in complex 
and new areas of inquiry within iterative research activities.27 Student evaluations of 
existing information practices at the collaborating information agencies served as a 
basis for proposing a strategic plan to remedy or expand a specific aspect of diversity 
and inclusion. By so doing, they extended the frame to “Research as Inquiry and Ac-
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tion” (i.e., advocacy). The “Information Agency’s Diversity Responses” assignment 
provided a pathway for applying the SDM as a rigorous and systematic method.28

Initiation into the scholarly communication community and the community of 
diversity researchers served as an illustration that the process of research and infor-
mation creation does not end at the stage of report writing. If authors want to see 
their work making a genuine community impact, further dissemination is crucial, 
and in the process of dissemination, research reports are modified, new insights 
appear, new ideas crystallize, and new theorizations become possible. In this case, 
research inquiry continued through reviewers’ feedback and the process of revising 
and rethinking original submissions, through conversations with both the course 
professor and the editorial team, and through working with finalized manuscripts 
that went through the hands of copy editors, typesetters, and proofreaders. Each 
of these stages had the potential to alter the form and content of the original 
manuscript. This gave the authors much food for thought about the changes that 
strengthened their articles, making them more innovative and impactful, and the 
changes that took the original piece in a different direction, impacting its integrity. 
As before, this experience allowed the authors to observe the diverse contributions 
and types of expertise that go into the publication process and to see a collaborative 
face of diversity.

Scholarship as Conversation

The fifth frame provides for a sustained process of discovery, integrating inclusive-
ness toward multiple interpretations and insights.29 The offered course was effective 
owing to the collaborating information agencies’ willingness to support students’ 
critical assessment of their information offerings since they recognized the value of 
developing an ongoing conversation within the scholarship process of engagement 
and development of proposed actions.

The iterative process of negotiating the final research product through continu-
ous inquiry fed into the notion of scholarship as conversation. While conversations 
started in the classroom, when students created community partnerships, collected 
data, and communicated their findings back to the organizations in question, these 
conversations continued during the publication process. It allowed students to ho-
listically see the entire cycle of knowledge production initiated by community needs 
and strengths and resulting in practice-oriented and theory-guided suggestions for 
further organizational development. Specifically, the process allowed students to 
master the creation of practice models and actionable suggestions in their respective 
areas of interest. It gave them the opportunity to leave the conversation open-ended, 
ongoing, and multisided, now involving a broad community of practitioners and 
scholars who can use, critique, and improve the suggested models. Had the learning 
process stopped at the end of the course and resulted only in the production of the 
D&I-eP, the experience would have been more contained and the created scholarship 
would have a limited reach and exposure.
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The actual decision to engage in producing publishable scholarship related to 
diversity and inclusion in LIS organizations—or even more fundamentally, the 
decision to take the course Diversity Leadership in Information Organizations—is 
evidence that students recognize diversity as an integral part of not only profes-
sional activities but also everyday life. In the current competitive job environment, 
most students try to take courses that will facilitate their future employment and/or 
career progression. The fact remains that these students consider diversity a worthy 
undertaking not only for a graduate course but also for a voluntary extracurricular 
publishing activity.

Searching as Strategic Exploration

The final frame identifies nonlinear, iterative, and flexible traits of the searching 
process, open to alternate and wide-ranging evaluation of diverse sources.30 Students 
modeled these aspects throughout their work in the course. For example, in the “Best 
Practices” and “Case Study Analysis” assignments, they developed traditional infor-
mation sources (e.g., a bibliography of readings, web resources) and performed an 
environmental scan of best practices in similarly scaled agencies. They also integrated 
primary sources in their search process based on assessment of existing information 
practices at the collaborating information agency related to specific diversity and 
inclusion concerns. Students negotiated new meanings and added new sources of 
information to their arsenal as they moved through the course assignments. Infor-
mation searching involved working with traditional venues (e.g., selecting secondary 
literature to support their writing and arguments) and engaging community partners 
as sources of information. Their proposed strategic action plan is an example of a 
primary product/deliverable that was not in existence prior to the course project and 
that was especially developed during the course.

At the stage of article publishing, searching for information essentially meant 
seeking reflections, feedback, and opinions from peer reviewers and editors. How-
ever, this process also meant searching for expert validation of their methodology, 
approaches, and quality of writing and presentation. In a traditional classroom, 
this kind of information is usually not sought by students voluntarily; it is usu-
ally provided by course instructors as part of the course routine. In this case, 
students voluntarily exposed their manuscripts to external, expert, peer-reviewed 
feedback, which was provided in several stages. Throughout the process, authors 
sought information that would give them a measure of the quality of their work, 
the importance of their findings, and the possible reception and practical use that 
their creations would enjoy once published. Coping with information contained 
in peer review and editorial feedback is often not easy and requires not only in-
tellectual processing but also psychological preparedness. The instructor-editor 
mentorship process assisted in helping the authors through this by developing a 
coping mechanism.
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MOVING FORWARD TOWARD SLADE

A key requirement in SLADE calls upon LIS educators to incorporate elements of 
community engagement in their courses in order to provide students with real-life 
opportunities that advance information learning in the context of diversity and in-
clusion, allow students to practice the skill of actionable advocacy, and contribute to 
the development of IL broadly conceived. Neither LIS courses nor IL practices can 
exist in a vacuum; to be meaningful, they need to be rooted in professional practice 
and specific community contexts. Collaborating with an information organization of 
choice played a significant role in ensuring this practical merit and a theory-practice 
connection. Most students chose an information agency to collaborate with where 
they were already working or had previously worked or volunteered; as a result, they 
developed an ongoing positive collaboration, contributing to the workplaces in a dif-
ferent capacity, not only as employees but also as consultants and partners. Similarly, 
all of them attempted to turn their course experiences into a shareable product that 
would be useful to a broader professional community. Four students who chose to 
take their work through the multiple stages of writing and revisions also saw their 
coursework published as a peer-reviewed article.

SLADE is a new kid on the block of LIS education. It signifies a practice-theory 
approach that builds on several intersecting philosophies and applied methods (e.g., 
SDM, DbD, actionable advocacy), bringing them together in the context of IL. The 
Framework, originally created for supporting IL as an academic and research skill, is 
expanded to encompass civic participation and meaningful, impactful professional 
engagement. Through discursive analysis and concrete examples, the chapter shows 
how the six frames were relevant in the context of a graduate course and students’ first 
steps in the world of scholarly publishing. It also demonstrates the inspirational na-
ture and utility of the educator-editor partnership, as part of SLADE implementation.

To be sure, SLADE has merit on its own as an educational approach for learning 
about and practicing diversity, inclusion, advocacy, and IL. However, it can also serve 
as a model for developing other new frameworks that integrate multiple concepts, 
combined educational philosophies, and experiences in various areas of LIS and 
higher education. The sky is the limit here, and it is up to educators to get creative, 
with an eye on implications for praxis and community impact. This is particularly 
important in professionally oriented, interdisciplinary fields, including but not lim-
ited to LIS, social work, nursing, urban planning and architecture, public health, 
criminal justice, and law, among others.
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Most librarians learn how to teach on the job, finding support informally or through 
education offerings, standards, and guides from professional associations. Master’s 
programs in library and information science (LIS) have been slow to recognize and 
respond to the need to prepare librarians for teaching. In a recent survey of LIS syl-
labi, Laura Saunders found that among the fifty-five ALA-accredited schools there 
were only seventy-three stand-alone courses in instruction for students other than 
those in school library media programs.1 Only seventeen programs offer two courses, 
three offer three, and one offers four courses.2 In our own research on the topic to 
develop our program’s teaching certificate, we examined the Association of College 
and Research Libraries (ACRL) Instruction Section website Library Instruction 
Courses Offered by Accredited Master’s Degree Programs in Library and Informa-
tion Studies. From this data, we found that of those programs listed, thirty-nine offer 
at least one course for students other than those in the school library media program. 
Fourteen offer two or more courses, and three offer specializations—University of 
Missouri, San Jose State, and now the University of Arizona.3

WHERE DO LIBRARIANS BELIEVE  
THAT THEY SHOULD LEARN HOW TO TEACH?

Courtney Douglass,4 Nicole Cooke and Merinda Hensley,5 Merinda Hensley,6 and 
Heidi Julien, Maria Tan, and Shannon Merillat7 strongly assert that teaching librar-
ians to teach is the job of graduate library programs and most schools are not do-
ing it very well. A survey by Theresa Westbrock and Sarah Fabian suggests that the 
majority of teaching librarians feel that instruction is a core function of the library, 
and that this is something master of library and information science (MLIS) pro-
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grams need to better represent.8 An Ithaka survey of academic library directors and 
deans indicates that these employers believe instruction is important and should be 
provided by master’s programs.9 Saunders adds to this argument, stating that “even 
students in programs that do have instruction courses are usually limited to one such 
course, and actual practice in designing and delivering instruction sessions is usually 
limited to one or two opportunities within these courses.”10 More needs to be done 
to prepare future information professionals to teach.

Based on this literature and our knowledge of a gap in MLIS program instruc-
tion curricula, we determined that a greater educational offering should be pro-
vided within the master’s program at the University of Arizona iSchool. Nicole 
Pagowsky and Yvonne Mery of the University of Arizona Libraries joined with 
Carla Stoffle and Bruce Fulton (faculty in the iSchool), to develop a certificate 
in instruction. This certificate entails coursework based in theory and practice to 
build abilities as an educator in order to teach patrons of all types of libraries. It 
is offered to three audiences: for current students as an option within their MA 
program, for librarians already possessing an MA as a continuing education op-
tion, and for library workers with a bachelor’s who wish to further develop their 
skills as a stand-alone option. 

WHY A CERTIFICATE?

At the University of Arizona, graduate certificates are a means for professionals with 
advanced degrees to update their knowledge and skills and for current students to 
add additional depth and experience to the graduate program. They are designations 
added to transcripts to demonstrate that a student has participated in a systematic 
and coherent learning program to gain advanced knowledge and skills in a subject 
area. Certificates can vary in the number of credit hours involved from nine to 
eighteen.

For certificates to be approved at the University of Arizona, the Graduate Col-
lege requires the proposers to document the job demand for such a program. We 
reviewed the literature documenting a growing demand for librarians with teaching 
skills. In the summer of 2017 we then reviewed a sample of academic and public 
library job ads in ALA JobLIST. We looked at all jobs advertised over a two-week 
period and eliminated any jobs that were administrative in nature or did not require 
an MLS, leaving a sample of 120 ads. This sample revealed that 44 percent of jobs 
advertised during that period required instructional expertise. A similar sample of 
jobs advertised on the Arizona State Library Jobline website and the job advertise-
ment websites of six surrounding states revealed that 56 percent of the jobs adver-
tised required instructional duties. A sample review of job ads by Douglass in INALJ 
found 50 positions in all types of libraries specifying a need for instructional skills.11 
Based on her review of job ads, she concluded that “teaching occurs across LIS pro-
fessions. While MLIS students may anticipate a certain level of teaching in public or 

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



236 Carla Stoffle, Nicole Pagowsky, and Yvonne Mery

academic libraries or museums, a short case study of Maryland institutions indicates 
a need for teaching skills throughout the information field.”12

While data was being collected, it was decided that the graduate certificate in 
instruction and teaching for librarians and information professionals would require 
twelve credit hours and that it would be designed to build the knowledge and skills 
needed to create and deliver culturally sensitive, evidence-based, and innovative 
information literacy instruction. To ensure strong connections between theory and 
practice with application to current professional discourse, it was decided that the 
program would be designed around the ACRL Framework for Information Literacy for 
Higher Education, as this is also what is used by the University of Arizona Libraries’ 
Instruction Program, of which Pagowsky is instruction coordinator. Librarians Mery 
and Pagowsky then established the certificate’s learning goals, selected appropriate 
course designations, identified instructors, and established assessment and evalu-
ation mechanisms. We discuss our rationale behind use of the Framework and its 
application to LIS students interested in a variety of library environments—not only 
academic—in the following sections.

What Are the Courses Required by the Certificate?

The courses required for the certificate are:

• LIS 581—Information Literacy and Pedagogy (3.00 units)
• LIS 583—eLearning for Librarians and Other Information Professionals (3.00 

units)
• LIS 586—Learning Design for Librarians and Other Information Professionals 

(3.00 units)
• LIS 693—Internship (3.00 units) 

OR 

• LIS 698—Capstone (3.00 units) Whichever of these options is selected, the 
student will coordinate the placement and subject with the certificate adviser 
and develop an experience focused on developing and delivering instructional 
material. The related instruction should be information literacy focused, but 
there is flexibility based on students’ projects, teaching environments, and goals. 

What Are the Overall Goals of the Certificate?

The overall student learning outcomes for this program are that students will be 
able to:

• organize and manage different components of pedagogy in order to develop 
their own instructional identity and path;

 EBSCOhost - printed on 2/9/2023 6:20 PM via . All use subject to https://www.ebsco.com/terms-of-use



 Teaching Future Librarian Educators Using the ACRL Framework 237

• implement instructional design models into their own teaching in order to link 
best practices with appropriate teaching scenarios;

• design, deliver, and evaluate inclusive information literacy lessons for diverse 
learners that incorporate the latest educational theories, standards, and educa-
tional technologies; and

• evaluate their teaching philosophy, situated in diverse, learner-centered needs, 
through a critical lens in order to develop inclusive learning objects.

How Is the Framework Incorporated?

Incorporating the ACRL Framework into this certificate, through both subject 
matter and pedagogical approach, provides a more holistic structure for teaching. 
Frames are flexible, encourage dialogue, and provide an overarching philosophy 
to our teaching. Although we are more focused on using teaching-related material 
from the ACRL, not all of our students are interested in academic libraries: We 
have a wide variety of students either earning the instruction certificate or taking 
the courses separately as electives. Teaching with the Framework for all students can 
help provide grounding in common instruction approaches, and students focused 
on public, school, and special libraries have made apt connections between how the 
Framework functions and how it can aid in their own future (or at times, current) 
work. There is no formal documentation for teaching in public libraries with a set of 
standards or connections to the Framework, and so aspects of the frames can support 
various modes of instruction, regardless of environment. School librarians have their 
own set of standards through AASL, and this is included as a supplemental reading.13

At the University of Arizona Libraries, we adapted the Framework for our in-
struction program in line with our own set of outcomes, applicable to our campus. 
Our specific outcomes based on the frames include: Scholarship Is a Conversation, 
Research Evolves, Authority Is Contextual, Knowledge Is Co-constructed, and Infor-
mation Is Power.14 We use both an outcomes-focused approach, as well as an alter-
nate “big questions” approach, derived from Grant Wiggins and Jay McTighe.15 We 
wanted to apply the success of our campus-wide instruction program to our classes 
in the iSchool instruction certificate; this was evident through our focus on provid-
ing context for students to understand the research process, to experience productive 
failure, and to seek more socially just approaches to engaging in research. We made 
these connections because they are grounded in sound pedagogical theory and we 
want our students to be well versed in professional discourse and practice. Likewise, 
we hope our students will identify more strongly as educators through earning this 
certificate and be poised to take on greater leadership roles. 

Regardless of teaching environment, librarians have struggled with an identity 
problem, particularly within teaching, as library instruction is essentially a double-
feminized field.16 Burgess explains the importance of moving more toward leader-
ship in our instruction: “In adopting the Framework, academic librarians have an 
opportunity to take a greater and more active role in shaping our (often questioned) 
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identity as leaders in IL education. I believe librarians’ identity as instructors might 
be more clearly pronounced and unmistakable if we challenged ourselves to expand 
our collaborations with faculty.”17

In all types of libraries, regardless of subject matter, age group, and collaborations, 
we can focus on sound pedagogy and owning our expertise in teaching information 
literacy. We have scaffolded use of the Framework between our foundations course 
LIS 581: Information Literacy Pedagogy and LIS 583: eLearning for Librarians 
and Other Information Professionals. Regarding overall certificate progression, it 
is a requirement to take the foundations course first at this point in time, and the 
subsequent courses and internship/practicum can be taken in any order. Theory and 
discussion of praxis in LIS 581 sets students up for practice to explore, seek ques-
tions, and begin to own growing expertise.

LIS 581: INFORMATION LITERACY PEDAGOGY

The foundations course for the certificate, LIS 581, is structured as a seminar course 
and incorporates a great deal of reflection and revision. The certificate program is 
fully online, so designing a course based heavily on discussion in this format can be 
complicated. However, giving students opportunities to explore, reflect, and interact 
in a less structured environment is a powerful way to encourage them to make new 
connections between course material and lived experience. As Juliann Couture and 
Sharon Ladenson point out in their discussion of using the frame Research as Inquiry 
in a women’s and gender studies course, “While librarians have traditionally focused 
on helping with finding answers, the process of developing questions is central to 
critical information literacy.”18 Students engage in the process of developing ques-
tions in LIS 581 through the peer-led discussion and are not only tasked to come up 
with questions for peers to respond to but are also encouraged to question the course 
material and ingrained ways of thinking. By using the Framework as both pedagogy 
and content (for all students, and not solely aspiring academic librarians), the goal 
is to expand connections to course material and critical information literacy. Dane 
Ward explains, “We discover the complexity and subtlety of an infinitely mysterious 
world. Information literacy is not a set of competencies; it is a way of being that 
comes from living the question.”19 Ideally, all students will have a common agree-
ment as to what information literacy is and how it functions in any type of library 
through the foundation of the Framework and its related educational theory and 
pedagogical praxis.

The course learning outcomes, noted in the syllabus, include:

• Interpret and organize different components of pedagogy in order to develop 
your own instructional identity and path for lifelong learning.

• Engage in and critique ongoing professional conversations surrounding infor-
mation literacy instruction in order to position yourself as a librarian educator.
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• Evaluate your own teaching philosophy in order to align with evidence-based, 
learner-centered approaches.

• Examine pedagogy through a critical lens in order to develop inclusive learning 
environments and objects.

• Appreciate the value of both theory and practice in pedagogical approaches, 
engaging in praxis.20

As this course is a pedagogy-focused course, each week students engage in peda-
gogy by teaching their peers as discussion facilitators. Cooke and Hensley highlight 
the importance of both reflection and experiential learning in the teacher training 
of future librarians.21 Student facilitators are tasked with completing the readings 
early and unpacking difficult questions and knowledge gaps in order to engage their 
peers in conversation. As other students respond, the facilitator must reply, reflect, 
and draw out deeper conversation. This can help students become more comfort-
able with admitting what they do not know and learning in collaboration with their 
peers, all while in the role of teacher. A particularly apropos strategy to this design 
is phrased as “thinking with,” in which Shoshana Magnet, Corinne Lysandra Ma-
son, and Kathryn Trevenen invoke Donna Haraway’s strategy. The authors explain,  
“[T]his pedagogical strategy works in opposition to a neoliberal academy concerned 
only with pedagogy through competition. Rather than placing scholars firmly on 
one side or another, ‘thinking with’ refuses neat disciplinary divides.”22

Power dynamics in the classroom can be tricky; however, they are something the 
Framework can help navigate, particularly considering the frames Authority Is Con-
structed and Contextual as well as Information Has Value. Power exists on a few 
levels. First, between peer scholars, or peer students, it can feel like there is a sense 
of competition. Encouraging “thinking with” and uncovering questions and gaps 
together, with the focus on Research as Inquiry and Scholarship as Conversation, 
can help lessen anxiety that might surround discussions. Second, there are power 
dynamics between teacher and student: both between instructor of the course and 
students as well as between the student serving as teacher each week and his or her 
peers. In a review, Darren E. Lund criticizes well-known critical pedagogy scholar Ira 
Shor in his model of student empowerment via perceived dissolvement of instructor 
control. Lund states,

In a bold move for a university instructor, Shor seeks students’ input on the reading 
list, assignments, seating, and evaluation. For me, this experiment raises a number of 
questions. How many students desired this additional role? Might any of them resent 
being asked to help construct a reading list for a professor they assume to be an expert 
in the field?23

This is something that was taken into account in the design of this course: How 
much true power should an instructor give students, and how much power is actually 
beneficial to their learning? Joshua Beatty provides a deeper reading of Paulo Freire 
and makes the distinction between Freire’s intent and how first-world librarians have 
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read his work regarding power and authority. Beatty explains that we have conflated 
authority and authoritarianism. He highlights that “the teacher has authority in the 
classroom because they have achieved a mastery of their particular subject. And this 
authority manifests itself as the right and responsibility to limit the student’s free-
dom.”24 Beatty notes how, unfortunately, in our enthusiasm for rejecting authoritari-
anism we tend to also reject the teacher’s authority.

In this course, students have limited authority and become assigned experts for 
the week. By completing readings before their peers and leading discussion, they gain 
authority for the temporary allotment of time. This does not diminish the course 
instructor’s authority, as this is earned expertise and helps structure student learn-
ing. We are better able to explore topics of critical pedagogy, equity, and inclusion 
in teaching by having this contained structure that values teacher authority. This 
additionally ties in to encouraging students to value their own expertise and take on 
leadership roles regarding information literacy in their future library environments; 
here we see Authority Is Constructed and Contextual, Information Has Value, and 
Scholarship as Conversation. Authoritarianism is subverted by examining questions 
together and having a class-level agreement to navigate difficult conversations.

Discussion is the main focus of the course, as noted in its seminar-style design. 
Direct engagement with the Framework is limited to a one-week deep-dive of discus-
sion surrounding reading the Framework document, as well as associated readings. 
Students also have chosen to look more closely at the similarities and differences 
between the Framework and the Information Literacy Competency Standards for Higher 
Education, as well as teaching with big questions instead of focusing on skills. All 
discussions are encouraged to include reflection on previous readings, and so tie-ins 
are regularly made between the Framework and subsequent readings in the course. 
There are other assignments, however, that reinforce the pedagogy of the Framework. 
Students craft a teaching philosophy that they revisit and revise during the course, 
using course readings and their learning to craft an argument as to why they made 
the changes they did. Students also write a cover letter and reflect on their skills and 
expertise in teaching (including reflections related to the Framework), and the final 
project includes a student-compiled instruction tool kit of readings and sources re-
lated to each week’s course content to help support their future engagement as educa-
tors. Students, however, are not required to focus heavily on the Framework in their 
teaching philosophies and approaches because not all will be required to be directly 
connected to it in future work: This course sets students up with baseline knowledge 
for approaches to pedagogy, and the Framework is included as an approach.

By incorporating the Framework in course design, noncompetitive learning, in-
quiry, and valuing information and expertise become apparent in both pedagogical 
approaches and content. Throughout the course, we also examine what makes a 
good teacher, the role of librarians as educators, image and self-perceptions, facets 
of successful instructional design schemas, educational technology’s ability to both 
democratize education and also derail it through private interests, and how to work 
with other groups and entities in designing instruction. This historical and theoreti-
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cal approach to content in the foundations course sets students up to begin applying 
what they’ve learned in subsequent coursework, such as in LIS 583.

LIS 583: ELEARNING FOR LIBRARIANS  
AND OTHER INFORMATION PROFESSIONALS

Once students attain the foundations of the Framework and learning theories, they 
move onto the e-learning course. This course gives students the practical skills 
needed to develop high-quality online multimedia learning objects. The course is 
focused on designing and developing stand-alone skills-based tutorials and not on 
teaching online via learning management systems or another similar environment. 
Course outcomes include the following:

• Use an instructional design model to design an effective online tutorial.
• Implement sound pedagogy and multimedia principles in tutorials.
• Describe and later implement the characteristics that lead to engagement and 

motivation in online tutorials.
• Create effective online assessments for tutorials.
• Examine and evaluate different multimedia tools and tutorials.
• Use a multimedia tool to develop an effective and engaging online tutorial.
• Apply usability techniques and universal design principles to improve your own 

tutorial.
• Review and critique several online tutorials.

Although students work extensively with the Framework in the foundations course, 
it can be difficult for them to transfer this knowledge to a practical, teaching setting. 
Researchers and librarians Christine Bombaro25 and L. Wilkinson26 have noted the 
Framework’s lack of accessibility and usefulness. Thus, the e-learning course allows 
students to develop readily usable teaching materials that are aligned with the Frame-
work. Starting from a cognitive-processing framework where students learn how new 
knowledge is gained, they then examine evidence-based learning principles and how 
they are applied to online multimedia materials. Students explore the latest multi-
media technologies, including content authoring tools, rapid e-learning tools, and 
video, audio, and graphic tools. Course topics include application of learning theo-
ries, graphic design principles, interactivity, gaming, and engagement. Additionally, 
usability, accessibility, and universal design are studied along with an understanding 
of the Framework and how it can be used in developing e-learning tutorials.

Two course assignments focus on developing teaching materials using the Frame-
work. Each week students must locate, review, and evaluate online tutorials from 
across disciplines and skill sets, including at least two tutorials that directly address 
information literacy. Students are asked to share their reviews with their peers and 
to address how their tutorials are aligned with the Framework. They must specify 
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the frame, the knowledge practice, and the disposition to which each tutorial is 
aligned. They are also required to evaluate the extent to which each tutorial teaches 
the intended concepts addressed in the different frames. Because many tutorials were 
created before the Framework was widely adopted, they often do not focus on the 
threshold concepts the Framework emphasizes directly. Thus, with this assignment 
students must identify frames on their own and are able to gain a better understand-
ing of how the Framework can be used to teach concepts via online tutorials. 

As a final project, students are required to complete a full-length tutorial in the 
e-learning tool of their choice. As students design their tutorial, they must first 
identify a frame and corresponding knowledge practices and dispositions that they 
will address in their tutorial. Students are then required to write at least five learning 
outcomes that are aligned with the frame they have chosen. They must also discuss 
why they chose a particular frame and how it is aligned with the learning outcomes 
they wrote. Part of the grading considerations for this final project include the extent 
to which students have understood the Framework as determined by the learning 
outcomes they write. They are also graded on the extent to which the tutorial teaches 
the Framework and the learning outcomes they have identified. 

CONCLUSION

The University of Arizona’s graduate certificate in instruction and teaching for li-
brarians and information professionals was created to meet the needs of librarians 
who are required to take on the role of educator in a variety of forms and settings. 
The certificate provides students with the skills, background, and theory needed to 
become effective instructors across teaching environments. The Framework is used 
throughout the certificate as both subject matter and pedagogical approach and is 
scaffolded between theory and practice. The Framework’s flexibility and focus on 
threshold concepts allows students to critically explore big questions within infor-
mation literacy through discussions, teaching assignments, and practical applica-
tion. The certificate is fully online and available to students currently enrolled in 
an MLS program, to those who have completed an undergraduate degree and work 
as paraprofessional staff in libraries, and to current librarians wanting to learn more 
about pedagogy and improve their own teaching. It was approved in late 2017 and 
was officially offered starting in 2019. The individual courses, however, have been 
available since 2016, and we assess student learning each semester to compile into a 
certificate-wide evaluation in order to expand and improve the reach of the courses 
and program. 
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Previous research shows that few library and information science (LIS) programs 
offer or require stand-alone courses on information literacy or instructional design.1 
Instead, programs often insert an overview of these topics into introductory refer-
ence courses.2 Recent discourse about the curriculum for LIS programs illustrates 
the diversity of opinion about what knowledge, skills, and dispositions are actually 
part of a core that all future librarians should master.3 Reference courses have been 
dropped as requirements in the programs of study of some schools. Faculty in these 
programs who value the reference course as a core part of the curriculum recognize 
that just a few weeks of topical coverage of information literacy and instructional 
design are insufficient. It is a luxury to have additional electives to cover the topics 
at the depth required for a new reference and instruction professional. This leaves 
instructors of reference at a crossroads: How do we teach information literacy and 
instructional design, particularly in the context of the Association for College and 
Research Libraries’ (ACRL) Framework for Information Literacy for Higher Education, 
in a one-semester reference course?4 This chapter will tackle that challenge and offer 
a strategy for integrating the educational framework behind the Framework—thresh-
old concepts—into the course design.

The chapter begins with a brief overview of threshold concepts (TCs) and the 
ways in which they form a foundation for the ACRL Framework. Next, using the 
approach of Integrated Threshold Concept Knowledge (ITCK), a cohesive course 
plan is offered that provides an environment in which students experience TCs in 
the context of library and information science as a discipline.5 The chapter concludes 
with a list of reference course learning outcomes that align with TCs and the ACRL 
Framework, reflective activities, and assignment ideas that enable the student to ex-
perience TCs in LIS and recognize TCs in other disciplines.

18
Rethinking the Reference and 
Instruction Curriculum Using the 
Integrated Threshold Concept 
Knowledge Framework
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THRESHOLD CONCEPTS AND THE ACRL FRAMEWORK

Jan Meyer and Ray Land define a TC as a “portal, opening up a new and previously 
inaccessible way of thinking about something. It represents a transformed way of 
understanding, or interpreting, or viewing something without which the learner 
cannot progress.”6 The learner crossing the threshold experiences a turning point 
where understanding and perspective within a discipline can be forever changed. For 
Meyer and Land, TCs are “troublesome knowledge” or ideas that are at first alien to 
the learner, but once grasped, become part of the core knowledge of a discipline.7 
The tacit knowledge one acquires as part of the move from novice to expert is also 
an example of troublesome knowledge. TCs are not only associated with cognitive 
change. Emphasizing the affective dimension of learning, Peter Felton describes the 
liminal state in which the learner negotiates threshold crossing as a place where the 
emotional experience of the learner is a critical component of the process.8 This is 
a time when the learner develops confidence and a sense of comfort with the new 
knowledge.

In 2016 an ACRL task force replaced the skills-focused Information Literacy Com-
petency Standards for Higher Education with a reconceptualized vision of information 
literacy standards—the ACRL Framework.9 Instead of simply revising the previous 
document, the task force based the Framework on the notion of TCs to modernize 
the vision of information literacy and more closely align the standards with current 
educational theory and practice. The intellectual origins of this revisioning can be 
found in the seminal works on information literacy and TCs by Amy R. Hofer, Lori 
Townsend, and Korey Brunetti, which situate information literacy within the disci-
pline of information science and provide a great deal of context for the Framework’s 
selection of TCs.10 Townsend and colleagues assert that “the work of information 
literacy instructors . . . is to expose students to the threshold concepts of librar-
ians’ discipline—information science—and help students to cross them.”11 Prior to 
accomplishing this mission, therefore, information literacy instructors should be 
introduced to information science TCs in their LIS education programs.

The ACRL Framework TCs or frames are:

• Authority Is Constructed and Contextual
• Information Creation as a Process
• Information Has Value
• Research as Inquiry
• Scholarship as Conversation
• Searching as Strategic Exploration12

Each frame is contextualized and offers knowledge practices and learner dispositions 
as a form of learning outcomes to guide the development of teaching materials and 
strategies.
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Several studies show that reaction to and adoption of the new Framework have 
been inconsistent.13 While some reference and instruction librarians are readily 
designing and utilizing new approaches for teaching information literacy using the 
Framework, others have been slow to adopt it or do not intend to do so. Implemen-
tation has been challenging for some who find the frames ambiguous compared to 
the former standards. However, efforts to disseminate implementation strategies are 
becoming widespread. Librarians are sharing information via a Framework sandbox 
and are publishing monographs and articles about implementing the Framework.14

A criticism of the Framework that is relevant to preparing LIS students to use it 
in their future instructional roles is that ideas about metacognition are downplayed 
in the final Framework draft. For example, Diane M. Fulkerson and colleagues state 
that “missing from the document is any connection between the content outlined 
by threshold concepts with metaliteracy and metacognition. Many dispositions in 
the final document require learner self-awareness, critical reflection, and engagement 
in other activities that promote metacognitive thinking in order to be information 
literate, but that is not stated clearly.”15

Despite the criticisms of the Framework, librarians are adopting and implement-
ing it effectively nationwide. Library managers and directors expect new instruc-
tion librarians to understand it and to translate it to improve student learning and 
information literacy. It is incumbent upon LIS educators, along with experienced 
professional librarians, to help future librarians comprehend the Framework and be 
able to reflectively incorporate it into their instructional design.

EDUCATION FOR REFERENCE AND INSTRUCTION

Most LIS students receive very little preparation for instructional roles during their 
programs because educational theories and instructional design are generally absent 
from the required curriculum.16 This deficiency puts added pressure on the new 
librarian’s manager and colleagues to help bridge the knowledge and skills gap. 
Suggested approaches to bringing a new instruction librarian up to speed include 
collaborative course design, mentorship, free online education coursework, and 
engagement with education and instruction librarian blogs and popular educational 
psychology books.17 Regardless of the method, the onus is on new librarians to seek 
out remedial means to perform effectively on the job.

An additional problem is the variation of information literacy levels among new 
LIS students. LIS educators recognize that not all students come to a master’s pro-
gram with the requisite information literacy skills, and these students face many of 
the same challenges they will eventually be helping others to master.18 Given the re-
cent and uneven adoption of the Framework, many incoming students will not have 
experienced undergraduate information literacy training based on it.

The reference course is a starting point for equipping students for their profes-
sional roles in information literacy and instructional design. This course may also 
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be their first formal introduction to information literacy standards of any kind. This 
venue is the right place for instructors to introduce the foundational concepts to 
students, while at the same time giving them tools to instruct others. Introducing 
information literacy concepts as TCs combined with metacognitive techniques will 
give students a deeper understanding of information literacy, the Framework, and the 
TCs of the LIS discipline.

INTEGRATED THRESHOLD CONCEPT KNOWLEDGE

Integrated Threshold Concept Knowledge can guide the design of the reference and 
instruction course. Julie A. Timmermans and Jan H. F. Meyer’s work on ITCK stems 
from the desire to make the idea of threshold concepts “actionable” by educators in 
the classroom. They describe this process as “one that begins with identifying TCs 
and moves through creating and embedding contextually relevant and empirically 
grounded teaching and learning strategies that support TC learning.”19 The ITCK 
framework is learning centered and transformative, and it encourages reflective 
practice, communication, and a valuing of differences among learners’ experiences. 
The framework also recognizes emotion and motivation as core components of the 
learning process and requires a “cultivation of care” on the part of the teacher.

Establishing TCs is often accomplished by experts in a discipline; however, educa-
tors who work with students to establish TCs may find the results to be more pro-
ductive and accurate because experts have difficulty remembering the troublesome 
knowledge they dealt with as novices.20 Using the language of ITCK, students can 
more readily describe the points at which they felt stuck and what was required to 
move them into a place of being unstuck.

Land defines the ITCK framework as a “pedagogy of uncertainty [that] cannot 
dispel anxiety, but seek[s] to provide students with perspectives that will enable them 
to live with anxiety.” He contrasts this pedagogy with “consumer models of learning 
[that] imply acquisition and accumulation.”21 Further, ITCK goes beyond educators 
simply determining what the threshold concepts are in a discipline, but also facili-
tates learner transformation by “identifying, through dialogue with students, how 
their students construct knowledge.”22

RECONSTRUCTING THE REFERENCE  
AND INSTRUCTION COURSE WITH ITCK

The ITCK approach requires the establishment of TCs related to LIS and the 
subdiscipline of reference and instruction, and it depends on the creation of an 
environment where learners can construct meaning that will transform their un-
derstanding. With TCs or the Frames embedded into the structure of the course, 
students learn about the Framework by working through it and by confronting 
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TCs as an educational theory. Students should leave the course with improved in-
formation literacy skills and knowledge as well as a basic grounding in educational 
theory and practice.

The reference course is an advanced information literacy course—one that ex-
pands and builds on fundamental knowledge and skills. As instructors help learners 
increase their levels of information literacy, learners begin to realize that building the 
expertise required to teach others is a continuous process. Although the Framework 
is intended for higher education, its contents and structure are applicable to other 
environments and are beneficial to students who intend to work in school, public, or 
special libraries or in archival settings. This is an opportunity to broaden the scope 
of information literacy instruction by introducing the standards for these other envi-
ronments, such as the American Association of School Librarians (AASL) Standards 
Framework for Learners and the Institute of Museum and Library Services (IMLS) 
21st Century Skills.23

Reference Course Learning Outcomes

By the end of the reference course students will be able to:

• discuss the role of threshold concepts in a discipline-based learning process;
• explain the role of information professionals in education and promotion of 

information literacy;
• describe the cycle of information creation and transfer;
• demonstrate an understanding of information-seeking behaviors and problem-

solving processes;
• describe the basic structure of information resources and reference tools and 

evaluate their quality, accessibility, and appropriateness for purchase and for use;
• demonstrate ability to determine user information needs and effective use of 

information resources and information searching skills to meet those needs 
face-to-face and online;

• select appropriate teaching methods to meet instructional goals;
• discuss the ethical issues related to information policy, including confidentiality, 

privacy, copyright, and access;
• explain theories and practices that support the provision and management of 

customer-centered reference and information services to diverse user popula-
tions; and

• describe how to promote and evaluate information services.

Course Modules

The course is organized into nine topical modules centered on key questions. The 
TCs or frames of the Framework are embedded into three of the modules and provide 
a structure to guide discussion and activities. The other modules surround those 
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central ones and integrate the TC framework into the course content. Each module 
is briefly described below, and sample readings are referenced.

Module 1: What is a threshold concept? What are threshold concepts in the discipline of 
LIS?

Students learn about the threshold concept and are encouraged to think about 
their learning process in the course and their LIS program generally. Students explore 
and suggest TCs for LIS. Readings include Meyer and Land’s foundational work on 
TCs.24

Module 2: What is information literacy? What are the threshold concepts that should 
guide reference and information literacy instruction?

Students create their own definitions of information literacy. The module intro-
duces them to information literacy standards generally and the ACRL Framework in 
particular. The standards created by AASL and IMLS are presented for comparison. 
Students define and describe the role of the reference and instruction librarian in 
information literacy and focus on the skills in which librarians should have expertise. 
Readings cover information literacy and TCs.25

Module 3: What does the reference services environment encompass?
Students learn about two frames from the perspective of the library user and the 

librarian—Information Has Value and Scholarship as Conversation. Students learn 
that the reference environment encompasses research consultation, selection of re-
sources, reader’s advisory, programming, instruction, outreach to and collaboration 
with other professionals, and ethical issues. This module emphasizes the transac-
tional environment of reference services and the use of information products to ad-
vance scholarly communication and the information life cycle. Students learn about 
information resources as commodities and how “socioeconomic interests influence 
information production and dissemination.”26 The instructor introduces concepts 
such as open access, licensing, fair use, and information poverty through selected 
seminal readings from historical and current perspectives.27

Module 4: What are the various types and disciplinary categories of reference resources? 
How do I select resources for purchase and use?

Students learn about two frames from the perspective of the library user and the 
librarian—Information Creation as a Process and Authority Is Constructed and 
Contextual. Students engage with a variety of resource types and formats and learn 
the criteria for selecting resources for research use or purchase; instructors emphasize 
resource production and process. Students learn about differences in information 
needs and resources across subject disciplines and contexts. This module emphasizes 
the notion of authority as “constructed” and subject to evaluation based on the in-
formation need. Students learn about credible sources for reviewing reference tools. 
Suggested readings include relevant chapters from a reference textbook.28
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Module 5: How do I solve reference problems and connect users to relevant sources that 
match their information needs?

Students learn about two frames from the perspective of the library user and the 
librarian—Research as Inquiry and Searching as Strategic Exploration. This module 
focuses on problem solving in the context of reference transactions, regardless of 
type, and focuses on skill building in the areas of the reference interview, concep-
tualization of queries, matching sources to queries, and advanced search strategies. 
Suggested readings include relevant chapters from a reference textbook to support 
hands-on searching and reference interview exercises.

Module 6: How do I create instructional sessions on information literacy? What are sound 
instructional strategies?

Students reflect on the frames and incorporate them into basic instructional 
sessions. The instructor introduces a new standard: ACRL’s Roles and Strengths of 
Teaching Librarians.29 Students learn how to design learning outcomes as well as how 
to design learning sessions for diverse learners based on foundational instructional 
design methods (such as the ADDIE—analysis, design, development, implementa-
tion, and evaluation—model).30 Instructors emphasize the liaison role of reference 
librarians, such as collaboration with instructors, community partners, or other 
professionals. Readings cover information literacy instructional methods and case 
studies of one-shot and multisession instructional interventions.31

Module 7: How do I evaluate reference and instructional services?
This module focuses on service evaluation and assessment. Students learn how to 

identify performance measures, how to use standard measures like the READ Scale 
and LibQual+ to evaluate services, and how to assess student achievement. Students 
learn about basic data collection and analysis tools, and readings cover assessment 
and evaluation.32 Students reflect on and identify TCs for the module content.

Module 8: How do I promote my programs and services? What does a reference services 
manager need to know?

Students learn about formal promotion and marketing strategies that they can 
use to attract people in their communities to use library services, attend programs, 
and access resources. The instructor introduces students to the strategic planning, 
leadership, management, and supervisory roles found in reference services. Suggested 
readings include relevant chapters from a reference textbook. Students reflect on and 
identify TCs for the module content.

Module 9: What have I learned in this course? What does it all mean?
Students reflect upon the frames and the learning outcomes of the course, assess-

ing their strengths and weaknesses in reference and instruction. Students construct 
a professional development plan to build on their new skills and prepare them for 
the job market.
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Course Activities and Assessments

A key to success is the provision of metacognitive activities throughout the course. 
The instructor can select from the following sample of metacognitive activities 
adapted from those found at the Vancouver Island University Centre for Innovation 
and Excellence in Learning and similar institutes for teaching and learning.33 Each 
can be completed individually by students or through small group projects and 
discussions.

• Preassessment before course begins: What do you already know about reference 
and instruction that will help you in the class?

• Pre-course reflection: What is your definition of information literacy?
• Reflection: Thinking about your time in the LIS program so far, what is one 

idea or tenet of the profession that you had difficulty comprehending? What 
is one idea that made you change how you think about the profession or your 
future in it?

• Module reflections:
 ű What do you think are the three crucial points of this module?
 ű What ideas do you find most challenging so far?
 ű What ideas are most surprising to you?
 ű Which parts of the module content make you uncomfortable or anxious?

• Frame/TC reflections:
 ű Select a frame

 ■ What would it look like to apply the frame to a public, school, or special 
library setting?

 ■ How would you try to teach someone this frame?
 ■ Assess your level of mastery of this frame.
 ■ How would you revise this frame?
 ■ Create a concept or mind map of this frame.
 ■ Draw your experience of learning this frame.34

 ű Select a discipline and research what its TCs are. Discuss whether you agree/
disagree with the selected TCs.

• Assignments:
 ű Create a lesson plan for a subject-based workshop on one of the knowledge 
or disposition areas of a frame.

 ű Create a LibGuide that promotes information literacy for a specific course.
• Post-course reflection:

 ű What is your definition of information literacy? How has your definition 
changed since the beginning of the course?

 ű In what areas of reference and instruction are you still feeling a bit stuck?
 ű In what ways has the course impacted how you think about the discipline 
of LIS?
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Engaging in dialogue with students to get feedback on their experience of the course 
will be critical to its evaluation and the development of improvements to course 
design and delivery.

According to the TEAL Center,

Constructing understanding requires both cognitive and metacognitive elements. 
Learners “construct knowledge” using cognitive strategies, and they guide, regulate, and 
evaluate their learning using metacognitive strategies. It is through this “thinking about 
thinking,” this use of metacognitive strategies, that real learning occurs. As students 
become more skilled at using metacognitive strategies, they gain confidence and become 
more independent as learners.35

Metacognitive reflections on the Framework are fundamental to students’ and teach-
ers’ understanding.36 Professional librarian Ethan Pullman notes that his reflective 
practice using the Framework allowed him to “think about knowledge practices and 
dispositions from a nonexpert perspective,” thereby making him a more effective 
teacher.37

A student will complete the course having learned about the practice of reference 
services from the standpoint of information literacy and instructional design as 
foundational constructs underlying effective public service, rather than as just types 
of service. The instructor who is new to TCs or metacognitive approaches will have 
rich food for thought to incorporate into the next iteration of the class or other LIS 
courses. This course design responds to calls in the literature to create opportunities 
for deeper reflection and use of TC theory in LIS education.38 The goal of the course 
is the promotion of “reflective praxis” that lives beyond the classroom experience to 
impact the professional’s work on a day-to-day basis.39
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University, where she works primarily with the humanities departments and core 
curriculum, coordinating information literacy instruction and leading outreach ini-
tiatives such as the One Read for Racial Justice, for which she won the Minnesota 
Library Association’s 2017 Academic Innovators Award. She is a former cochair of 
the Minnesota Library Association’s Instruction Round Table. With Trent Brager and 
Kim Pittman, Amy helped develop 23 Framework Things, an online professional 
development program that was recognized with the 2018 ACRL Instruction Section 
Innovation Award.

Bharat Mehra, PhD, joined the School of Library and Information Studies at the 
University of Alabama as professor and EBSCO Endowed Chair in Social Justice 
in January 2019. He was formerly a faculty member in the School of Information 
Sciences at the University of Tennessee. His research focuses on diversity and social 
justice in library and information science and community informatics to empower 
minority and underserved populations. He has collaborated with racial/ethnic 
groups, international diaspora, sexual minorities, rural communities, low-income 
families, small businesses, and others, to represent their experiences and perspectives 
in the design of community-based information systems and services.

Yvonne Mery, associate librarian at the University of Arizona Libraries, is part of 
the Research and Learning Department, where she serves as an instructional design 
librarian. Yvonne has designed and implemented online courses in information 
literacy skills for undergraduate students and collaborated with departments across 
campus to support students and instructors in their research needs. She has coau-
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thored several papers and a book on the integration of information literacy in online 
classes and presented at numerous national conferences on best practices for online 
information literacy instruction. She is also the cofounder of Sidecar Learning, an 
e-learning platform. In addition to her MLS, Yvonne also holds an MA in teaching 
English as a second language and a BA in English literature.

Anna Michelle Martinez-Montavon is the instructional design librarian at the Uni-
versity of Notre Dame. Anna collaborates with other librarians, faculty, and staff to 
develop in-person and online educational learning and engagement opportunities 
that enhance student research and critical thinking skills. She is interested in critical 
approaches to information literacy instruction and education technology.

Keshav Mukunda is a research data librarian at Simon Fraser University (SFU) Li-
brary. He received his MLIS from the University of British Columbia iSchool and 
previously completed a PhD in mathematics from SFU. He has extensive experience 
teaching mathematics courses at the university level and has moved to working in re-
search libraries. He has worked as a liaison librarian for disciplines in the sciences and 
humanities, has worked at an institutional repository, and has worked on indigenous 
library reclassification projects at both the Union of BC Indian Chiefs Resource 
Center in Vancouver and at the Department of Native Studies at the University of 
Manitoba. Keshav currently lives on the unceded ancestral territories of the Coast 
Salish peoples.

Liza Oldham currently serves as a research and instructional design librarian at 
Phillips Academy in Andover, Massachusetts. She earned an MLIS from Pratt In-
stitute and a BA in art history from Southern Methodist University. Her teaching 
and research interests include culture and media studies, information literacy, and 
pedagogical design.

Nicole Pagowsky is associate librarian and instruction coordinator at the University 
of Arizona Libraries. She holds a second master’s in instructional design and edu-
cational technology with a specific interest in applying critical pedagogy practices 
to instructional design. She is coeditor of the two-volume set The Critical Library 
Pedagogy Handbooks, which received the ACRL Ilene F. Rockman Publication of 
the Year Award in 2017. Nicole also coedited The Librarian Stereotype: Perceptions 
and Presentations of Information Work (2014). She has been an invited instructor for 
ALA’s Instructional Design Essentials e-course, and currently teaches the course she 
designed on Information Literacy Pedagogy (LIS 581) for the University of Arizona 
School of Information.

Kim Pittman is the information literacy and assessment librarian at the University 
of Minnesota Duluth, where she coordinates the library’s instruction program, leads 
assessment efforts, and teaches a first-year seminar course. She is a cofounder of 
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the Minnesota Library Association Instruction Round Table and a presenter for the 
ACRL-licensed workshop Engaging with the ACRL Framework: A Catalyst for Ex-
ploring and Expanding Our Teaching Practices. With Amy Mars and Trent Brager, 
Kim helped develop 23 Framework Things, an online professional development 
program that was recognized with the 2018 ACRL Instruction Section Innovation 
Award. She holds a MLIS from the University of Wisconsin–Madison.

Susan Rathbun-Grubb, MSLS, PhD, is an associate professor at the School of 
Library and Information Science at the University of South Carolina. Her research 
centers on the intersection of education, training, and careers in library and informa-
tion science. She is particularly interested in career progression across the life course, 
job satisfaction, and the evaluation of pedagogical strategies in LIS education. Her 
teaching areas are technical services, metadata, and reference services. She has con-
tributed to the development of competencies documents for cataloging, metadata, 
and acquisitions professionals adopted by American Library Association. She has 
worked in academic, public, and school libraries, as well as the health information 
technology industry.

Peter J. Rich, PhD, is an associate professor of instructional psychology and tech-
nology at Brigham Young University. He researches computational thinking in K–8, 
teaching young children and their teachers how to code computers and robots. Peter 
also teaches courses on the design, development, and psychology of learning and 
instruction.

Leslie Ross graduated summa cum laude from the University of Akron with a BA in 
history and French, then went on to earn an MA in library and information science 
from the University of Iowa and a master of organizational leadership from St. Am-
brose University. She joined the Reference Department at the St. Ambrose University 
Library in 2005. In addition to her duties as a reference and instruction librarian, 
she coordinates the information literacy program and conducts educational research.

Sarah Steele, associate dean of the library and head of research and instruction ser-
vices at Campbell University, earned her BA in anthropology and her MLS in school 
and academic librarianship. She is currently pursuing an MA in Christian ministry at 
Campbell University. With the support of colleagues, Sarah established the Wiggins 
Memorial Library Academic Symposium in 2011, an annual event held annually for 
the Campbell community to foster engagement with student research and creative 
works from across the university. Sarah was awarded the library’s first Dean’s Award 
for Teaching Excellence in spring 2014. She has led her instruction team’s engage-
ment with the Framework and has cofacilitated campus workshops for faculty on 
how they might partner with a librarian to develop Framework knowledge practices 
and dispositions in their students.
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Carla Stoffle (MSLS, University of Kentucky, 1969) has published three books and 
more than sixty articles and book chapters and has given more than 130 presenta-
tions at professional meetings on administration of academic libraries, managing 
organizational change, budgeting, library instruction, government documents, col-
lections and collections costs, assessment, and diversity. Her awards include ALA’s 
Dewey Medal, Lippincott Award, Equality Award, Elizabeth Futas Award, Academic 
Research Librarian of the Year, Miriam Dudley Bibliographic Instruction Librarian 
of the Year, and Arizona Librarian of the Year. She served as dean of the University 
of Arizona Libraries from 1991 to 2013 and as a professor in the iSchool at the 
University of Arizona.

Brooke Taxakis is reference and instruction librarian and head of outreach at 
Campbell University. She earned her BS in marine science from Coastal Carolina 
University and her MLIS from the University of South Carolina. Brooke was a 
collaborator on the article “Research Consultation Effectiveness for Freshman and 
Senior Undergraduate Students,” published in Reference Services Review (2014). As 
the head of the Outreach Committee, Brooke has led the creation of several events 
such as Game Night, Trivia Night, Lightning Talks, Crafts with Books, along with 
collaborative events with Student Success and other units on campus. Brooke was 
awarded the library’s Dean’s Award for Teaching Excellence in spring 2016.

Alyssa Wright is the associate librarian for the social sciences at West Virginia Uni-
versity. She has an MA in communication studies and an MLIS from the University 
of Iowa. Her work centers on improving students’ critical thinking and research 
skills as well as collaborating with faculty to craft assignments and lesson plans that 
address students’ information literacy deficits. She teaches courses in information 
literacy and grant seeking. Her previous teaching experience includes courses in com-
munication, writing, rhetoric, and public speaking at the university and community 
college level. She serves as the library liaison to psychology, communication studies, 
and sociology and anthropology.
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