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ver the past decade, information

literacy (IL) has been an area of

increasing interest to librarians.
This interest is reflected in the extensive
literature on IL that has mushroomed
since the 1990s." Much of this literature
argues that IL is a core educational goal
and should figure as a central component
of the academic curriculum.” Nevertheless,
despite an increasing recognition of the im-
portance of IL, there has been little concrete
discussion of the educational underpinnings
involved in implementing an integrated IL
program. Similarly, the literature has de-
voted little attention to the role of classroom
faculty in incorporating such an integrated
IL program into their courses, beyond that
of collaborating with librarians.

Much of the IL literature emphasizes
the teaching of generic skills related to the
general process of retrieving and evaluat-
ing information, as opposed to the skills
required for acquiring knowledge or do-
ing research in a specific subject area.
Additionally, there has been a tendency in
the literature to focus on IL as a field of
study in its own right,” isolating it to some
degree from knowledge about any partic-
ular topic or discipline.* In the approach
adopted here, however, the concept of IL
is integrally linked to discipline-based
knowledge and research.

This article explores the relationship
between teaching IL skills and principles
as a process that applies across the cur-
riculum and teaching them in the context
of discipline-specific research paradigms.
It views IL as defining an independent
and critical way of thinking and reasoning
about disciplines, and it argues that im-
parting IL skills to students involves
equipping them with both knowledge
about the subject-specific content and re-
search practices of particular disciplines,
as well as the broader, process-based prin-
ciples of research and information re-
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trieval that apply generally across disci-
plines. In a holistic conception of IL,
classroom faculty and academic librarians
should have complementary, though dis-
tinct, roles in helping students become
information literate.

LisrRARIANS AND IL: A HISTORICAL
CONTEXT

Although the expression /L did not come
into use until 1974, the role of librarians as
instructors is not new. In the United States,
librarians have been offering library, or bib-
liographic, instruction in various forms
since before the Civil War.” Although the
distinctions between IL and bibliographic
instruction (BI) are not always clear or con-
sistent, there does appear to be a general
consensus that an important difference is
that BI refers to instruction in traditional
(i.e., print) library resources compared with
IL, which, as will be shown below, is a
more inclusive concept. Thus, according to
the Encyclopedia of Library History, *[t]he
terms ‘library instruction” and *bibliograph-
ic instruction” may be used interchangeably
to connote teaching the use of access tools
such as catalogs of library holdings, ab-
stracts, encyclopedias, and other reference
sources that aid library users searching for
information.””’

IL instruction, on the other hand, is de-
fined much more broadly. The concept of
IL developed and grew largely in response
to the expanding variety of information for-
mats that were available to students, many
of which were becoming increasingly ac-
cessible beyond the walls of the library. In
view of these alternative information
sources, many librarians were discovering
that teaching only the traditional tools did
not prepare students to use these new re-
search tools effectively. With these factors
in mind, Hannelore Rader and William
Coons draw a conceptual distinction be-
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tween IL and BI, observing that, unlike BI,
IL is not bound to a specific medium; its
concepts are taught cumulatively over time,
and its focus is not restricted to the library.®

Although there are occasional references
in the pre-World War II literature to the
need for collaboration between librarians
and classroom faculty,” Patricia Knapp was
the first to articulate the position that the
library is an integral and organic part of a
college and that library instruction should
not be offered as a discrete event, but rather
should be woven into the general curricu-
lum.'” The 1990s saw library instruction
develop from a sporadic service delivered
occasionally on an ad hoc basis into an
expected service at institutions of higher
education."" The increasing recognition of
the importance of library instruction that
this indicates is related to the growth of
digital information resources.

Rapid advances in digital technologies
have resulted not only in a proliferation of
the amount of information available to stu-
dents, but also in the packaging of that in-
formation in an increasing variety of for-
mats. It is within this context that the
expression [L has achieved its current pop-
ularity. The term embodies a challenge to
librarians to extend the skills that they teach
beyond instruction in traditional library re-
sources in order to prepare students to ex-
ploit effectively the vast array of digital
information that is available.'> Understood
this way, IL—as opposed to library instruc-
tion or BI—is not restricted to library re-
sources or holdings; it presupposes the ac-
quisition of the technical skills needed
to access digital information, and, cru-
cially, it extends beyond the ability to
locate information simply to include the
ability to understand it, evaluate it, and
use it appropriately.'”

“Understood this way, IL—as
opposed to library or Bl—is not
restricted to library instruction

resources or holdings; it
presupposes the acquisition of
the technical skills needed to
access digital information, and,
crucially, it extends beyond the
ability to locate information
simply to include the ability to
understand it, evaluate it, and
use it appropriately.”
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IL: THE LIBRARY AND BEYOND

In his study of higher education in the
United States, Ernest Boyer characterizes
the college library as a seriously under-
used and under-funded resource. He con-
tends that the quality of higher education
depends on the library becoming a focal
learning resource on campus.'* More spe-
cifically, Patricia Senn Breivik and Gor-
don Gee argue that the integration of the
library into the college curriculum, a clos-
ing of the gap between the library and the
classroom, is an essential component in
developing information literate gradu-
ates.'® In their view, libraries provide a
model of the kind of information environ-
ment in which graduates who are inde-
pendent, self-directed learners will be
called on to function in an information
society.

It should be emphasized that in the
approach advocated by Breivik and Gee
the library does not bear the exclusive
responsibility for IL. An effective pro-
gram involves a shared responsibility
among librarians, academic administra-
tion, and classroom faculty. According to
Breivik and Gee, although librarians have
in one form or another been teaching IL
for many years, these projects have met,
and will continue to meet, with minimal
success, as long as they are initiated
solely by librarians and supported only
within the confines of the library. They
argue that such programs can meet with
success only when they are developed
within an explicit statement of philosophy
from the highest levels of academic ad-
ministration that establishes IL as part of
the educational mandate of the institution.

It has, in principle, become widely ac-
knowledged that, if IL programs are to be
successful, they cannot be deployed under
the exclusive initiation, development, im-
plementation, direction, and support of
academic libraries along with the few
committed and overworked classroom
faculty whom librarians can convince to
“buy into” the enterprise by collaborating
with them on select courses. This growing
acknowledgment is demonstrated by the
fact that accrediting agencies are increas-
ingly incorporating the teaching of IL
skills into their accreditation guidelines.'®

In a summary of a set of two symposia
on IL sponsored by the Commission on
Higher Education, Middles States Associ-
ation of Colleges and Schools (CHE), the
CHE characterizes the incorporation of IL
into the higher education curriculum as an

educational imperative that requires “a

collaborative effort by the administrative
staff, faulty, and information provid-
ers.”'” Arguing that an effective program
of IL requires that its importance be rec-
ognized by every segment of the campus
community, the CHE stresses the crucial
role of “chief academic officers™® in
spearheading its institutionalization. The
report specifically states that “information
literacy is not the unique and sole prov-
ince of librarians or other information
providers |emphasis added], but is an in-
tegral part of the objectives for every
course on campus, and it requires admin-
istrative support for effective implemen-
tation.”"?

TeacHING IL: GoALs AND
OBJECTIVES

Despite this increasing emphasis on col-
laboration between the library and the dis-
cipline-based faculty in teaching IL, the
skills emphasized in the IL literature are,
in fact, generic. It is often noted in the
literature that the ultimate goal of IL pro-
grams is to develop in students the capa-
bility of both critically evaluating the in-
formation they encounter and of
continuing to use the skills that they have
acquired to confidently handle the new
challenges that will confront them
throughout their lives.”® Critical thinking
skills and the capacity for lifelong learn-
ing are not viewed as skills that are re-
lated to specific disciplines, but rather are
seen as applying to information seeking
generally, independent of any particular
discipline or endeavor. The manifest im-
portance of these skills notwithstanding,
their broad, general character makes it
difficult to characterize in any specific
way where classroom faculty can fit into
this enterprise.

It will be shown in this section, how-
ever, that these basic objectives of IL are
not new educational goals and that edu-
cators have, for a number of decades at
least, recognized their importance, The
emphasis in the IL literature on the neces-
sity for promoting critical thinking skills
and developing the capacity for lifelong
learning would suggest that the signifi-
cance of these skills has only recently
been recognized, spurred on by the digital
information explosion. However, consid-
erably older works on the philosophy of
liberal education have advanced both crit-
ical thinking skills and the capacity for
independent learning as important goals
of a good education. It is suggested in
these works that the development of crit-



ical, independent students falls very much
within the purview of classroom faculty,
even within the older, more traditional
higher education model that forms their
context.

Consider first the concept of lifelong
learning. Almost without exception, the
literature notes that the ultimate goal of IL
is to impart the skill of lifelong learning
or learning how to learn. Breivik notes,
for example, that “there is growing accep-
tance of the need to have more active
learning environments that Jprepare stu-
dents for lifelong learning.”™ ! According
to the American Library Association’s
Presidential Committee’s report, “ulti-
mately, information literate people are
those who have learned how to learn.
They know how to learn because they
know how information is organized, how
to find information, and how to use infor-
mation,”* and, according to Christine
Bruce, the recognition of the necessity of
developing lifelong learning skills in stu-
dents has been a large factor in the growth
of interest in IL.**

That lifelong learning is so often ex-
plicitly articulated in the literature as a
central goal of IL might lead one to be-
lieve that this is an innovative concept
developed within contemporary pedagog-
ical practice and the IL movement. This
would not, however, be a correct infer-
ence. A glance at some not very recent
literature on the nature of a liberal arts
education reveals notions very similar to
lifelong learning or learning to learn. As
far back as 1934, Clarence Howe Thurber
observed, “I fear we sometimes have fan-

cied that a liberal education consists of

acquiring a great many facts and details,
and we have too often resorted to drill,
memorization, and routine processes.”*
He goes on to state that “[a]n education,
we believe, cannot be ‘poured in” or “plas-
tered on’; it must be ‘rooted out” for one-
self. An education worthy of the name
must be self-education.”*

Along a similar vein, in 1954, in his
Essavs on Education, A. Whitney Gris-
wold, then president of Yale University,
in a discussion of a report by the commit-
tee on general education at that same in-
stitution, noted that a liberal education
should “instill in the individual such qual-
ities as intellectual curiosity, a love of
excellence, inner strength and integrity,
and above all, the wpaun for self-edu-
cation”[emphasis added].*®

Turning now to critical thinking skills.
the recent proliferation of information
available electronically has highlighted

the importance of these skills and led to
an increased emphasis on them in the IL
literature. Given the seductively easy ac-
cessibility of masses of unregulated infor-
mation, it is imperative that students,
from the very beginning of their academic
careers, adopt a critical approach to infor-
mation and develop the ability to evaluate
the information they encounter for au-
thenticity, accuracy, credibility, authority,
relevance, concealed bias, logical incon-
sistency, and so on. As was seen with
respect to lifelong learning skills, that
critical thinking skills are continually re-
ferred to in the literature as being a crucial
goal of IL instruction suggests that this is
a relatively new concern of higher educa-
tion pedagogy. Once again, however. this
conclusion would not be warranted.
Nancy Douglas observes, that, although
the importance of critical thinking has
been underscored by the information ex-
plosion, it has always occupied a pmnn-
nent place among educational goals.”’
Confirmation of her observation can
again be found in some earlier literature
on higher education.

“Given the seductively easy
accessibility of masses of
unregulated information, it is
imperative that students, from
the very beginning of their
academic careers, adopt a
critical approach to
information and develop the
ability to evaluate the
information they encounter for
authenticity, accuracy,
credibility, authority,
relevance, concealed bias,
logical inconsistency, and
so on.”

In a report published in 1945, the Har-
vard Committee discussed the abilities
that a liberal education should develop in
students. “These abilities, in our opinion,
are: to think effectively, to communicate
thought, to make relevant mdgmetm to
discriminate among values.”*® Tt may be
noted that these abilities do not refer to
specific skills, nor does the Committee
seek to encourage students to accepl
blindly the authority of the written word.

Rather, the abilities referred to in this
statement (effective thinking, making rel-
evant judgments, discrimination among
values) are very close to the way critical
thinking skills are presented in the more
contemporary literature. More specifi-
cally, in a 1953 article discussing a course
in basic natural science that was required
of all freshmen liberal arts students at
Champlain College of the State Univer-
sity of New York, Edward C. Fuller noted
that one of the objectives of the course
was to instill critical thinking skills in
each student. His description of the way
in which students learn to think critically
bears a striking resemblance to far more
contemporary discussions of mme learn-
ing or resource-based learning.”® He con-
tends that:

[STtudents do not learn critical thinking by
listening to lectures about it. To learn to
think critically—and to give evidence of this
ability—they must read printed materials,
observe natural phenomena at first hand or in
pictures, digest the impressions they gain,
and communicate their thoughts clearly by
written or spoken word.™”

Even as far back as 1933, Thurber, in
advocating individualized instruction,
contrasted it with the more traditional
classroom instruction, saying that it “in-
volves infinitely more than the memoriz-
ing of lecture notes or textbooks. It de-
mands the development of the critical
abilities and the power and insight to take
and defend positions, which may be op-
posed to those of the instructor.™'

The literature cited above indicates
that the skills associated with lifelong
learning and critical thinking are not re-
cent innovations in educational philoso-
phy, but rather, have for some time been
recognized as being part and parcel of a
good education. A solid education contin-
ues to be one that encourages students to
think critically and to develop the capac-
ity for lifelong learning.

Toe Focus oF TEACHING: CONTENT
ORr PrOCESS?

Although the core objectives of IL are not
new, the imperative for teaching IL skills
has strengthened as a result of recent ad-
vances in information technology. Under-
lying this strengthened imperative is the
general undercurrent of pervasive and
continual change. Tt is widely recognized
among educators that students are cur-
rently operating in a radically different
information universe from the one in
which their faculty learned and practiced
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their métier. The perception that these
changes continue at what seems like
breakneck speed has most likely contrib-
uted to foregrounding the importance of
lifelong learning and critical thinking
skills and to the widespread belief that
there is something new, if not unique,
about the need for these skills in the cur-
rent information environment. Educators
and librarians are concerned that students
be able to adapt to rapid changes in the
academic, professional, vocational, and
personal arenas by being empowered with
the capacity for lifelong learning. They
also hope to equip students with the abil-
ity to locate and use appropriately the vast
and growing amounts of information that
are available to them, as well as to be able
to distinguish the gems from the rocks,
the valuable information from the misin-
formation.

The question then is how best to impart
the necessary skills. It will be argued that
the appropriate educational response to
the information explosion is best devel-
oped with an understanding of the differ-
ences between information and knowl-
edge and with a recognition that
knowledge can be quite enduring and is
not subject to continual, anarchic change.

The general impression of an informa-
tion environment that appears to be con-
stantly reinventing itself impacts on views
of what should be taught when teaching
IL. The literature conveys a widely held
belief that because the contenr of disci-
plines is constantly changing, subject con-
tent cannot be taught effectively: there-
fore, teaching should focus on process.
As succinetly stated by Marueen Pastine
and Linda Wilson, for example, “[t]he
process of research is more important
than the product.”*

With the rapid generation and dissem-
ination of new information, many believe
that the importance of factual knowledge
of a subject decreases, as it is likely to
become obsolete. Moreover, it is often
held that facts about a subject are easily
forgotten and what is recognized today as
true may likely not be true or accurate in
the future.™ Under this view, emphasis
should therefore be placed on the process
of locating and retrieving information be-
cause these are the skills that students will
need and that will facilitate their ability to
acquire new information as the need
arises. Such a view may be a partial out-
come of the fact that academic librarians
function primarily as information special-
ists rather than subject specialists.” Thus,
when librarians consider the best ap-
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proaches to teaching IL, they quite rea-
sonably focus on the enduring and trans-
ferable skills required to identify, locate,
retrieve, and evaluate information.

What Is Constantly Changing?

The perception that the specific con-
tent of any subject is constantly changing
is widespread. It has become almost a
truism that information is growing at an
exponential rate,>® and it is not uncom-
mon for statistics to be cited in speeches
and articles that attest to the astounding
rate of growth in available information or
knowledge.*® However, in attempting to
help students cope with the constant and
expanding barrage of new information, it
is important not to overstate the claim that
subject content is in a state of continual
flux, making factual knowledge rapidly
obsolete and irrelevant.

“The perception that the
specific content of any subject
is constantly changing is
widespread.”

Although the terms information and
knowledge are sometimes conflated in in-
formal discussions, they are not synony-
mous. It is no accident, according to Gav-
riel Salomon, that people speak of the
information age, rather than the knowl-

37 . .
edge age.”" There are important differ-
ences between information and knowl-
edge, some of which are outlined below,
that bear on the issue of the ever-changing
quality of content:

o Information is discrete, whereas
knowledge consists of a network of
connections;

¢ [nformation need not be contextual-
ized, whereas knowledge is created
and exists within a cumulative intel-
lectual and social context; and

e Information can be accessed and
transmitted; knowledge is constructed
within a community of thought.*®

Bearing in mind the distinctions be-
tween knowledge and information, it can
be truly stated that information—not
knowledge—is constantly changing. De-
contextualized data and information be-
come knowledge only when someone,
working within the framework of a disci-
pline, integrates it into the knowledge-
base of that discipline. This core knowl-

edge-base of a discipline, moreover, is not
in a constant state of flux. Rather, the core
knowledge of a discipline is expanded
and perpetuated in relation to a current
theoretical or research paradigm. The par-
adigms and knowledge-base of a disci-
pline are a conservative force, and are not
subject to rapid, sudden changes.*

The Risk of Isolating Process
from Content

The argument being developed here is
that there is a risk in carrying too far the
dichotomy between information seeking
as a process and more concrete subject-
based knowledge. The risk is that of iso-
lating entirely information-seeking skills
from knowledge, thereby losing sight of
information-seeking skills as a tool whose
ultimate goal is the synthesis of informa-
tion into knowledge. Alistair Mutch, for
example, observes in the IL literature “a
continuing approach based around the
concept of information as a thing and an
alarming divorce of information from
knowledge.”*"

Information retrieval is certainly a
skill, features of which are transferable
across disciplines and applications. Simi-
larly, there are essential aspects of the
ability to use a basic knowledge of the
structure of logical argumentation to eval-
uate critically claims and evidence,
which, having been acquired in the con-
text of one discipline, are applicable in a
wide variety of other contexts. In the zeal
to impart generalized skills of analytical
reasoning, critical thinking, and learning
to learn, however, care should be taken to
avoid overlooking the importance of sub-
ject-based knowledge in facilitating these
very goals.

“Information retrieval is
certainly a skill, features of
which are transferable across
disciplines and applications.”

There is, for example, a substantial
body of research that supports the view
that prior related knowledge is an essen-
tial element in the acquisition of new
knowledge,"' and even in reading com-
prehension.”> Many learning theorists be-
lieve that knowledge acquisition crucially
depends on the ability to associate ideas
with other related ideas.” As Barbara
MacAdam notes in her discussion of this



issue, “[t]he most important single factor
influencing learning is what the learner
already knows.”**

Knowledge of the subject matter and
language of discourse of particular disci-
plines, moreover, has important implica-
tions for the ability to acquire and synthe-
size new information within that
discipline. Disciplines have different epis-
temological structures, and, for this rea-
son, the research process is not identical
across disciplines. The ways in which
knowledge is organized in different disci-
plines determine, among other things, the
scope of the research questions that can
be asked, the rules of evidence that are
recognized within the discipline as valid
for supporting claims, the kind of criteria
that can be used to evaluate claims criti-
cally, the sources researchers consult to
find information, and the nature of the
statements that must be cited. Broadly
speaking, research is conducted differ-
ently in the humanities. the social sci-
ences, the physical sciences, and the for-
mal sciences (i.e., mathematics and
logic). Critical thinking, moreover, does
not take place in a vacuum. There are
essential aspects of the ability to think
critically that develop within the context
of an understanding of the research con-
cerns in particular disciplines. An under-
standing of the discipline, and not simply
abstract critical thinking skills, is what
provides students with the tools to evalu-
ate research critically in that discipline.

Stephen Plum argues that the distinc-
tive nature of disciplines affects the way
library research is conducted, and, there-
fore, should figure heavily in determining
the format of an effective BI course. He
differentiates between the way in which
the research process should be presented
in a BI course for students in literary
criticism from the way it should be pre-
sented in a Bl course for science stu-
dents.*® He concludes that

[Dlistinctive processes of original research,
literature structures, and library systems that
organize and identify that literature comprise
particular discipline contexts. These function
in important ways to influence patterns of
thought in the independent library re-
searcher. Bibliographic instruction that uses
discipline context as conceptual framework
fosters the growth of attitudes that mark the
independent and critical inquirer."®

LiBRARIANS AND CLASSROOM
FacuLty
In an IL program that is integrated into
the academic curriculum, librarians and

classroom faculty have complementary
roles in the delivery of IL instruction.
There is a set of generic skills that must
crucially be imparted in developing infor-
mation literate students. These are skills
that apply to the process of information
retrieval and evaluation across academic
disciplines and, additionally, to address-
ing the information needs of daily life. It
is this set of skills that librarians, in their
capacity as information specialists, are
uniquely qualified to teach.

The Role of Librarians: Generic
Information Skills

Debbie Orr, Margaret Appleton, and
Margie Wallin discuss an IL model devel-
oped at Central Queensland University in
Australia that incorporates a recognition
of the role of subject knowledge and of
classroom faculty in implementing the
program. They note that “mastery of ge-
neric information seeking skills is the pre-
cursor to, and lays the foundation for, the
development of higher-level thinking and
evaluative skills.™*” Listed below are
some examples of the kinds of skills that
are proposed here as essential for IL, re-
gardless of discipline.

Searching Skills

To be able to locate information effec-
tively in any area, students must have the
ability to understand and formulate the
nature of their information need. A refer-
ence interview will often reveal, for ex-
ample, that the student who is seeking
articles on special education is actually
trying to do research on teaching dyslexic
high school students. Once they have
properly formulated their need, students
must learn how to break down the topic
from a discursive formulation into key-
words, and then how to combine these
terms with the proper use of Boolean
logic. Helping students to develop effec-
tive search strategies also involves teach-
ing them when and how to use controlled
vocabularies, so that they understand the
different kinds of results obtained from
searching database-assigned subject head-
ings as opposed to keyword searching.

Generic Critical Thinking Skills

It was argued above that at least some
aspects of critical thinking skills develop
within the context of discipline-based
knowledge and research paradigms. There
are, on the other hand, aspects of critical
thinking that do seem to apply generally
across disciplines. For example, regard-
less of the specific nature of the research

being undertaken, all sources (whatever
their format) must be evaluated for appro-
priateness against certain criteria:

“There are, on the other hand,
aspects of critical thinking that
do seem to apply generally
across disciplines.”

e Timeliness. How recently was the
information created? Regardless of
the validity of the information at the
time of writing, is it still valid? How
important is currency for the infor-
mation need in question?

e Authority. What are the credentials
of the author? Does the author have
recognized expertise in the field in
which he or she is writing? Does an
author’s doctorate in physics, for
example, endow him or her with
special authority in the debate as to
when life begins?

e Bias. Are there unacknowledged bi-
ases in the author’s statements? Are
prejudices or bigotry being mas-
queraded as “facts?” Are the claims/
arguments scholarly and disinter-
ested, or does the author have
financial, career, or personal inter-
ests that are affected by the claims
being advanced?*

o Verifiability. The question here is
not whether or not the author’s
statements are in fact true or accu-
rate, but whether or not the author
provides the documentation neces-
sary to assess their accuracy.

e Logical Consistency. Are the state-
ments or claims consistent with one
another, or are there internal logical
contradictions?

The information retrieval and source
evaluation skills mentioned above are ex-
amples of skills that are required to locate
and appropriately use information in any
field. They are examples of the kind of
skills that are essential characteristic of
the process of information-seeking that
apply generically across disciplines and
that are best taught by librarians, whose
specialty is the retrieval, structure, and
organization of information.

The Role of Classroom Faculty:
Discipline-Specific Skills

If the role of librarians is the teaching
of generic IL skills, the role of classroom
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faculty is to impart those IL skills that are
embedded within the research paradigms
and procedures of their disciplines. Exam-
ples of the kinds of evaluative skills that
unfold within the context of a discipline
are:

e Evaluating the Content of Argu-
ments. Professional literature re-
ports on research undertaken by
professionals within a discipline
and assumes that the consumers of
that research have a certain level of
knowledge about the discipline. The
ability to evaluate the content of an
argument is not a generic skill, but
develops gradually from a knowl-
edge and understanding of the basic
commonplaces and standard re-
search practices of a field. For ex-
ample, a linguist, whose knowl-
edge-base includes the specialized
knowledge and understanding of the
principles of argument justification
that characterize the field of theo-
retical linguistics, will be able to
critically evaluate a professional ar-
ticle on Japanese syntax. A novice,
on the other hand, will not have the
specialized knowledge of the disci-
pline to do so.

o Assessing the Validity of Evidence.
An argument may be logically valid
in that, if the evidence adduced to
support it is true, the argument
holds. However, evaluating the
truth of evidence often depends on
specialized knowledge of the sub-
ject matter.” An example can be
found in even the most common
kind of political debate. Consider,
for instance, the argument over
whether or not large businesses
should be granted tax breaks to
stimulate a sagging economy. One
piece of evidence often cited to bol-
ster the argument in favor of such
tax breaks is that they would benefit
large numbers of people by encour-
aging businesses to create jobs, thus
increasing employment and expand-
ing the economy. However, the
truth of the claim that tax cuts to
businesses would increase employ-
ment is an empirical one: to evalu-
ate its truth requires knowledge
about the effect of tax cuts on job
creation, as well as other economic
factors influencing job creation and
economic growth.

* Proposing Original Solutions. Al-
though in most cases, the ability to
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locate, understand, and evaluate in-
formation appropriately, as well as
to incorporate it within the student’s
own knowledge-base, is a sufficient
measure of IL, in some cases at
least, the more advanced informa-
tion-literate student will be called
on to more actively contribute to the
knowledge-base of a discipline. If
research addressing a particular
problem potentially leads a student
to propose original solutions to ad-
ditional problems or alternative so-
lutions to those that have been prof-
fered, this, once again, must be
accomplished within the structures
and normal research paradigms of
the discipline.>”

Teaching students that knowledge in a
discipline does not come handed down in
a gilded frame like artwork hanging on a
museum wall, but must be evaluated and
justified, is not a value-added by-product
of a course. Rather, it is a necessary com-
ponent of educating students in any
course in any discipline. As Orr, Apple-
ton, and Wallin note, “courses should be
structured in such a way that inquiry is the
norm, problem solving becomes the fo-
cus, and critical thinking is part of the
process.™!

Conclusion

Very often, the implications and goals
of an area of research appear very differ-
ent to those on the periphery of the re-
search than they do to those who are ac-
tively involved in it.>> For librarians
involved in IL research, IL, decontextual-
ized from the goals and needs of any
specific discipline, is often the focus of
this research. Mutch, however, who is not
a librarian, argues that “the quest for in-
formation literacy draws us inexorably
into deeper questions about the nature of
knowledge. pointing again to the need for
it to be embedded in subject based
thought, rather than being treated as a
standalone specialism.”* Still, there has
been growing sentiment in the library and
information science field against decon-
textualizing IL from more substance-ori-
ented subject knowledge. Christine
Bruce, for example, concludes that “[i]n-
formation literacy, like phenomena such
as teaching and learning, does not have a
life of its own, rather it is a way of think-
ing and reasoning about aspects of subject
matter.”** Risé Smith argues that TL will
only be integrated into the curriculum if
faculty recognize its importance and

adopt it as a goal in developing and de-
livering their courses.”

The concept of IL that has been
adopted in this article is one that contex-
tualizes it within the structures and modes
of thought of particular disciplines. The
approach to teaching IL that has been
outlined here assumes that being informa-
tion literate crucially involves being liter-
ate about something. Acquiring that liter-
acy entails having first learned a set of
generic skills that enable subject-specific
knowledge acquisition. It follows from
this integrated view that IL cannot be
effectively taught as a value-added addi-
tion to the regular course-based curricu-
lum, nor can it be restricted to the domain
of the library, with some sporadic collab-
oration with classroom faculty. Rather, in
a robust, holistic IL program. these skills
are presented and developed as the cur-
riculum of each course is taught. Librari-
ans and classroom faculty share the re-
sponsibility for teaching them, so that
each teaches the skills that their creden-
tials and background best qualify them to
teach. Librarians are responsible for im-
parting the enabling skills that are prereq-
uisite to information seeking and knowl-
edge acquisition across the curriculum,
while classroom faculty have the respon-
sibility of teaching those skills that are
required for subject-specific inquiry and
research.

“The concept of IL that has
been adopted in this article is
one that contextualizes it
within the structures and
modes of thought of particular
disciplines.”
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