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Introduction

The inspiration for this book came from two different but eventually over-
lapping areas. The first was the relationship of fun to education. As an in-
struction librarian, I am always learning and exploring new ways to im-
prove the instruction I offer. To that end, I attended Immersion Teacher
Track, I joined the ACRL Instruction Section, I followed blogs, I read the
professional literature, I watched webinars, I took part in ACRLs Assess-
ment in Action program, I earned a second master’s degree in technology
for education and training, and I paid attention to any mention of teaching
in my daily life. From all these experiences, I learned and continue to learn
much that I apply when I plan and offer instruction sessions.

Periodically within these experiences, I would hear the word fun. It
was not stressed heavily, but it was a regular occurrence. I began to wonder
about the place of fun within education. For me, learning has always been
fun. That is part of the appeal of the library and reference and instruction.
I am always able to learn something new as I assist patrons and students
with their varied research needs. This is the Trivial Pursuit aspect of my
personality, where every new tidbit of learning is interesting. However, I
also know that many people do not share this innate appreciation for learn-
ing. So I began to question what it meant to refer to education and fun to-
gether. As I tried to think through this connection, I started writing notes
from my stream of consciousness. This is one from my files.

Several of the articles refer to the use of games and humor
as a way to make the library and librarians “approachable
and fun.” It is very important for librarians to be approach-
able. We answer questions. If we cannot be approached to
hear the question, we will not be of use. But fun? Is it im-
portant for librarians to be fun? Often the biggest compli-
ment a student can give to their friends about a class is that
the teacher is fun. Are fun classes good classes? Learning

1
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or perhaps growth as a learner is the most important part
of an instructional session. Where is the place of fun within
this goal? Are you more likely to pay attention and develop
if you are having fun? Does having a “fun” class lower your
status as a serious professional? What is the place of fun
in a classroom? What is the place of humor? Are fun and
humor interchangeable? Can everyone be fun? Are there
skills and techniques that can be applied to increase one’s
“funness”? What is fun? What characteristics make a class
fun? Is there a line between being a teacher and being fun?
Is fun the same as interesting? If someone is fun, do they
lose respect? Of students? Of peers? Is fun the same for
everyone? What classes did you learn the most in? What
classes did you have the most fun in? Were they the same?
Did fun classes allow for more time to grow as an individ-
ual, interact with others, open up? Think of a time you had
fun learning something. What did you learn? Why was it
fun? What is the place of fun in learning?

As can be seen, there were several questions relating to whether fun
really is something appropriate to integrate into the classroom. But also of
note were the questions inquiring as to what exactly is fun. Without having
a clear definition and understanding of what is meant by fun, it is not pos-
sible to analyze its use within the classroom.

The second area that inspired this book was a faculty professional de-
velopment session held on my campus. In part, the presenter discussed Ray-
mond Wlodkowskis book Enhancing Adult Motivation to Learn: A Guide
to Improving Instruction and Increasing Learner Achievement.' The part that
really caught my attention was the preventer’s comment that when we learn
something, we reach a learning edge where learning becomes uncomfortable
because it is difficult or beyond our understanding. Since we do not like the
uncomfortable feeling of moving beyond our current knowledge, some indi-
viduals will simply fall back on what they already know. This is a critical point,
because if you do not move beyond the edge you are stuck with limited knowl-
edge. If you stay on the edge, you start to associate learning with a negative
feeling, which can result in a dislike for the whole process of learning. So to
move beyond this edge, motivation comes into play to help the individual get
beyond the unknown and back into a comfortable position of understanding.
This continual cycle of frustration and resolution develops an ever-increasing
string of understanding and ability as we develop deeper learning.
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The concept of motivating students to get past this point of learning
where they are stuck on a topic stayed with me until it finally connected
with that train of thought regarding fun. Could fun be used as a motivating
technique to help students get past the learning edge? I started to see how
fun could have a place within the classroom if it was used with consider-
ation in order to meet an established goal. This allowed me to focus my
approach toward fun and create a list of fun instructional techniques that
met an established definition.

One final event that confirmed my desire to explore this connection
in more depth was the development of the new Framework for Informa-
tion Literacy in Higher Education. The Framework moved from providing
a list of standards to listing out threshold concepts, “ideas in any disci-
pline that are passageways or portals to enlarged understanding or ways
of thinking and practicing within that discipline.”® Threshold concepts
are transformative, irreversible, integrative, bounded, and potentially
troublesome.

Due to their very nature, threshold concepts are ideas found on the
learning edge that can create discomfort as students learn. The learning
and understanding of these threshold concepts need to be facilitated with
deliberation by those librarians integrating them into their instruction ses-
sions. Students must be motivated to learn these concepts that help them
master skills. I hope that in discussing the use of fun as a motivating tech-
nique to help students learn information literacy concepts, this book will
help librarians approach their instruction with deliberation and perhaps a
fresh light.

This book is organized into two parts. Within part I, the first chapter
looks at motivation. While there are a wide number of motivational theo-
ries, specific attention is given to the Self-Determination Theory of intrin-
sic and extrinsic motivation, as it is one of the most highly cited and pro-
moted theories on motivation within education. This chapter also provides
summaries of models for the application of motivational theories within
the classroom. It includes lists of motivating factors and ways to promote
motivation. The chapter ends with a discussion of specific issues related to
motivating students within information literacy instruction.

Chapter 2 discusses fun in relation to education. After defining fun, it
provides information on the connection between fun and education. After
looking at instructional techniques, the chapter ends with details on the
three different instructional techniques that will be discussed within the
book and how each of these techniques meets the definition of fun. The
three instructional techniques are humor, games, and group work.

3
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Chapters 3 through 5 each focus on one of the three instructional tech-
niques in more depth to examine its benefits and to provide short literature
reviews related to its use in education. Considerations of their use in the class-
room and within a library instruction session are also provided. The chapters
end by connecting the ways in which the instructional techniques can address
the factors that promote intrinsic motivation as laid out in chapter 2.

Part II offers the application of the theory set up in part I. It is com-
posed of six chapters, each addressing one of the threshold concepts pro-
vided in the Framework for Information Literacy for Higher Education. Each
chapter contains three lesson plans addressing the threshold concept, one
for each of the three fun instructional techniques. Each lesson plan begins
with the learning objective. It then lists the procedure, which includes the
audience, supplies, and time needed for the lesson. Assessment opportuni-
ties are provided, with formative assessment strategies as well as summa-
tive assessments, including sample rubrics to apply to a range of student
work. Each lesson plan ends with a section on modifications and accom-
modations that provide discussion of the lesson if necessary and additional
ideas on how to adapt the lesson for different student populations.

Just like the Framework for Information Literacy itself, neither these les-
son plans nor this book is meant to provide a one-size-fits-all model of how to
instruct students on the new threshold concepts. However, by providing the-
oretical context as well as examples of lesson plans, I hope to help librarians
consider how they can use fun as a means to motivate students. It may also be
helpful for librarians to approach the new Framework with a spirit of fun as
we work toward the shared goal of developing information-literate students.

Notes

1. Raymond J. Wlodkowski, Enhancing Adult Motivation to Learn (San Francisco:
Jossey-Bass, 1985).

2. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
1, http://www.ala.org/acrl/standards/ilframework.
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CHAPTER 1

Motivation of
Students

A wise man once observed that a great many children are
like wheelbarrows: not good unless pushed. Some are like
canoes: they need to be paddled. Some are like kites: if you
don't keep a string on them they fly away. A few are like a
good watch: open face, pure gold, quietly busy, and full of
good works.*

Motivation

Go to any office full of cubicles or any gym full of exercise equipment, and
you will be bound to see a lovely photo of a mountaintop or running legs
or one of a million other inspirational things within a black outline, with
the word MOTIVATION clearly printed beneath. Simply add a short quote,
and viewers are sure to be inspired to a life full of wonder and greatness.

Unfortunately, real motivation takes more than a ten-dollar poster in
a frame. Motivation is the reason we will perform a task. It is our desire to
continue when exposed to difficulties and obstacles. It differs for every per-
son and within a person from day to day. It is an important part of us, and
fortunately it is something that we can develop. Motivation can be seen in
all aspects of life. This book focuses specifically on the motivation to learn
and looks at methods that librarians as instructors can use to help motivate
the students with whom they interact.
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CHAPTER 1

Motivational Theories

There is no one overarching theory of motivation. Various fields and dis-
ciplines have approached motivation through different lenses. Taken in
isolation, each theory makes sense and offers an explanation for why indi-
viduals are motivated to think and act. This section offers an overview of
a wide range of motivation theories. Such an overview allows for a deeper
appreciation of the task that instructors undertake in order to help their
students develop the motivation to interact with and learn the subject con-
tent.

Maslow’s Hierarchy of Needs

Maslow’s Hierarchy of Needs sets forth a series of needs that must be met
by an individual before that person will be able to progress to the next level.
Often depicted as a pyramid, Maslow’s Hierarchy posits that the motiva-
tion to complete a higher level will not be experienced until the needs of
the lower levels are met. The five levels of needs, from the most basic to the
highest, are physiological, safety, love/belonging, esteem, and self-actual-
ization. Maslow’s Hierarchy has been used for a number of years within a
variety of disciplines and fields.?

Attribution Theory

According to Attribution Theory, an individual’s motivation and behavior
are affected by how he or she interprets past successes and failures. There
are three dimensions through which the individual can interpret an event:
the locus of control, whether the causes are internal or external; stability,
whether the causes change over time; and controllability, whether the caus-
es can be controlled by the individual. This theory suggests that past suc-
cesses related to events that were in the control of the individual will be
met with more motivation when similar events occur in the future.?

Equity Theory

The Equity Theory has a grounding in workplace motivation. It holds that
when an individual feels that there is a balance between the inputs that
they apply to a situation and the resulting outputs, they will be more moti-
vated. If they feel that their inputs are not being met by significant outputs,
they will be demotivated and stop working on their inputs. Example inputs
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include time, energy, and skill. Example outputs may include payment,
recognition, or responsibility.*

Expectancy-Value Theory

The Expectancy-Value Theory of motivation depends on two key factors:
the expectancy that the individual has of success in the activity, and the
value that the individual applies to the activity. There is a sliding scale of
how one can be expected to perform that is affected by past experiences
and self-image. This intersects with the value that one places on the task
in relation to its importance, interest, or usefulness. These combine to de-
termine the individual’s motivation to complete the activity. Motivation
thereby is an individual connection based on how one relates to a specific
task.

Achievement Motivation Theory

The Achievement Motivation Theory builds on the Expectancy-Value The-
ory of motivation. In addition to the two factors—the expectancy of suc-
cess and the value of the activity—one must also consider the individual’s
need for achievement. An individual’s need for achievement can be a stable
component of his or her personality, and the strength of that need will
influence the level of motivation and effort that individual will apply to a
given situation. Those with high need for achievement will work through
more difficulties and exert more effort in order to complete an activity.
They also often view achievement as a success for its own sake.®

Self-Efficacy Theory

The Self-Efficacy Theory identifies a simple correlation between an indi-
vidual’s self-efficacy and his or her motivation to work on a task until com-
pletion. The greater the self-efficacy, the more motivated the individual will
be. Self-efficacy is the “conviction that one can successfully execute the be-
havior required to produce the outcomes.”” Self-efficacy can be developed
in students by providing them with meaningful and achievable activities
that they can build upon.

Self-Worth Theory

The Self-Worth Theory focuses on an individual’s sense of personal value

9
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and worth. Within this theory, individuals are motivated to perform activ-
ities that will increase their sense of self-worth. They also perform a variety
of behaviors in situations where that worth is threatened. Due to the vital
significance that an individual will put on self-worth, this can have a major
impact on the motivation shown toward different activities.®

Goal Setting Theory

Goal Setting Theory is based on the idea that for people to act, they must
have established a goal or end result, which supplies purpose for the action.
Goals will differ in their difficulty, specificity, and commitment. McCombs
and Pope developed a system to aid instructors as they develop goals for
students: A—Achievable (goal is appropriate for learners), B—Believable
(learners think they can do it), C—Conceivable (it is clear and measur-
able), and D—Desirable (learners want it).’

Achievement Goal Theory

Related to the Goal Setting Theory, the Achievement Goal Theory is used
to explain why a student might be interested in completing a task. This
theory offers two possible reasons for students to complete a goal. They
are either mastery-oriented or performance-oriented. Mastery-oriented
students are seeking to understand the content. Performance-oriented stu-
dents are seeking to avoid failure or to outperform peers. Mastery orienta-
tion is obviously preferred.'

Herzberg's Two-Factor Theory

Herzberg’s Two-Factor Theory also relates to motivation within the work-
place. This theory offers two relevant types of factors: motivators, such as
responsibility or recognition, which increase motivation; and hygiene, such
as status or benefits, which when absent decrease motivation. Hygiene fac-
tors do not increase motivation by being present; it is only their lack that
affects motivation negatively."!

Interest Theory

Interest Theory suggests that individuals are motivated by the interest that
they have for an activity. Interest is developed within four stages. First,
there is a triggered situational interest, followed by a sustained situation-
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al interest. Personal interest then follows, with an initial personal interest
ending with a well-developed personal interest. Those with a personal in-
terest in an activity are more likely to possess a higher motivation.'

Self-Determination Theory

Self-Determination Theory is a very influential and popular theory of mo-
tivation, which classifies motivation as either intrinsic or extrinsic. Intrin-
sic motivation is provided by an internal drive of interest, desire, or enjoy-
ment. Extrinsic motivation is caused by an external influence, such as a
reward or punishment. There are four types of extrinsic motivations within
this theory that move along a sliding scale related to how self-determined
the individual feels in relation to the influence. From least self-determined
to most, the types of extrinsic motivation are External Regulation, Intro-
jected Regulation, Identification, and Integration. The final type is then
intrinsic, with the motivation being completely self-determined. Intrinsic
motivation is the preferred type, with students learning due to an internal
impetus."”

Motivational Models

While there are several theories of motivation, they share several strategies
on how they can best be implemented in the classroom to help motivate
students. Palmer offers a nice summary of the various motivation theories,
their implications for instruction, and the corresponding teaching strate-
gies that can be used to promote motivation, including facilitating success,
novelty, choice, relevance, variety, social interaction, praise, encourage-
ment, and teacher enthusiasm.'* There are also more structured models
that set out to provide practical application of the various theories within
the classroom.

ARCS Model of Motivation

John Keller developed the ARCS Model of Motivation."” He sets out four
prerequisites for student motivation as well as strategies to meet each. His
four categories are (1) Attention, (2) Relevance, (3) Confidence, and (4)
Satisfaction. This model is meant to provide a framework for setting up
instruction in such a way as to motivate students.

11
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MUSIC Model of Academic Motivation

The MUSIC Model of Academic Motivation was developed by Brett Jones
in 2009.'¢ It offers five components that can be used to motivate students:
(1) eMpowerment, (2) Usefulness, (3) Success, (4) Interest, and (5) Caring.
He notes that while these components may be used or discussed in other
motivation theories, his theory is unique in that it combines the ideas into
one entity that can be implemented by instructors within a classroom. His
goal is to create a usable structure to help increase motivation.

Motivation in the Classroom

There is a point in the learning process when the content becomes unfa-
miliar and the learner becomes uncomfortable. This learning edge or lim-
inal space is a critical time for students. If the content seems too advanced,
or if learning the content seems not worth the effort required, students can
shut down. They may throw up mental blocks, become frustrated, and be
unwilling to progress. In some instances, these learning edges may occur
around threshold concepts. This is due to the fact that threshold concepts
are usually difficult or counterintuitive. The importance of these concepts
cannot be denied, however, as their comprehension results in permanent
change in the way the students understand the material being taught.
Therefore, it is critical that instructors help students as they tackle these
concepts. Successful instructors find ways to move students across that
edge and into new territory where learning can occur.

Helping students in that liminal space is accomplished through mo-
tivation. Motivation is important because “when learners are motivated
during the learning process, things go more smoothly, communication
flows, anxiety decreases, and creativity and learning are more apparent.”"’
Motivation is a critical component of students’ success. Sankaran and Bui
and Dunigan and Curry all found that high motivation correlated with
high performance, while low motivation correlated with low performance
in online courses.'

Motivation can be experienced in a number of forms. Brophy views
the motivation to learn as either a temporary state or permanent trait:
“Motivation as a Trait: An enduring disposition to value knowledge as a
worthwhile and satisfying activity, a striving for knowledge and mastery
in learning situations. Motivation as a State: A state of motivation guid-
ed by a goal or intention. Students reveal motivation to learn when they
complete assignments or lessons.””* Within any classroom, there will be a
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mix of students who possess motivation as an ingrained trait or as a tem-
porary state. Those students for whom motivation is a trait can be a joy to
instruct, as they push forward focused on the topic at hand. Those students
for whom the motivation for learning is a state that can wax and wane may
be harder to reach. However, as noted earlier, motivation is not a singularly
established feature; it is possible to develop and promote the motivational
growth of all students.

Motivation within Information Literacy
Sessions

Information literacy encompasses skills and knowledge that aid individuals
as they complete research both in and outside of the classroom; however,
it is “wildly optimistic to assume that arguments linking IL with academ-
ic success will be sufficiently persuasive to all individuals.”* Motivation to
engage with the content offered in library information literacy instruction
must often be provided by the librarian offering that instruction. When stu-
dents reach a point where learning becomes difficult, it is up to the instruc-
tor to help motivate them to move through those challenges into the zone of
understanding. Ambrose and colleagues state that “motivation refers to the
personal investment made by an individual to reach a desired outcome.”*!

Pinto notes that a “fundamental question facing university commu-
nities is how to raise levels of motivation... on the critical issue of infor-
mation literacy”? Designing instruction that incorporates motivation is
especially important in the library instruction offered by librarians since
they often meet with students only for single sessions. “Information educa-
tors often do not have as clearly defined a role as teachers, a situation that
leaves them needing to demonstrate their value to students”* These ses-
sions often occur with little external motivation within the larger course.
Research skills that are discussed may be a part of a research paper within
the course; however, unless the course faculty member stresses the impor-
tance of these skills, the students may skip over the research to focus more
on the writing of the paper.

Thus, it is even more important for librarians to tap into the forces
of internal motivation when providing instruction. Motivation within in-
formation literacy instruction has been addressed throughout the library
literature. Jacobson and Xu discuss the importance of motivation in their
article.?* Many other authors note the importance of motivation and how
intrinsic motivation connects deeply with information literacy:

13
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« “Intrinsic motivation is at the core of information literacy, the foun-
dation for a desire to learn and find information independently”*

o  “Students with an intrinsic (or internal) orientation find satis-
faction from simply participating in a learning experience that
stimulates their curiosity and interest, promotes their feelings of
competence or control, and/or is inherently pleasurable.”*

o “The self-motivating, self-renewing dimensions of engaged learn-
ing go to the very core of lifelong learning, a concept often linked
with information literacy”

While it is acknowledged that intrinsic motivation insures that students
will continue to apply themselves to problems, it is necessary to address a
range of intrinsic and extrinsic motivations. During full-length semester
classes it can be problematic to offer an extrinsic reward to students at the
beginning of the semester and then continue it throughout the semester. If
they are denied the reward, some students may give up the desired behavior.

Within a one-time instruction session, however, extrinsic motivations
can be an effective method to quickly reach students. This is due to several
characteristics of such an interaction. First, it can take time and a connec-
tion with students in order to develop ingrained intrinsic motivation. A
fifty-minute session does not allow the time for such a development. Sec-
ond, extrinsic motivators often lose their effectiveness when they are not
continued. In the case of a single library session, there is no continuation;
therefore, the impact cannot be reduced. Finally, extrinsic motivators can
be a way to quickly draw the attention of students. Within a short time
frame, it is critical to capture and keep the attention of students. “Extrinsic
motivators are very powerful and can quickly get students to master new
behaviors and modify their existing behaviors.”* Thus, even within the of-
ten short sessions that librarians hold with students, it is possible to utilize
a variety of motivating factors.

Ways to Promote Motivation

An important note with regard to motivation is the fact that even though
every student possesses a different amount and even differing kinds of mo-
tivation, is it still possible to positively affect the motivation of each stu-
dent. Motivation is something that can be enhanced and developed both
through long-term focus and for short-term gain. There are a range of mo-
tivators that can affect a student’s desire to learn. The list from Grossnickle
in table 1.1 presents intrinsic and extrinsic motivators.
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Table 1.1

Intrinsic and extrinsic motivators for students (Source: Donald R.
Grossnickle, Helping Students Develop Self-Motivation [Reston, VA:
National Association of Secondary School Principals, 1989], 6-7).

Challenge
Encouragement/Coaching
Acceptance
Appreciation of Effort
Curiosity/Suspense
Enlightenment

Good Attitude
Competition
Independence
Duty/Obligation
Cooperation
Enjoyment

Intrinsic Extrinsic

Making Choices Influence

To Belong Persuasion

Success Status

Control Goals

Interest Guilt

Goals Adult Approval (Teacher/Parent)
Creativity Fear of Punishment
Self-Esteem Interesting Activity
Career/Future Avoid Blame

Guilt Money

Games Cooperation

Competence Peer Approval

To Be Loved Recognition/Acknowledgement
Overcome Obstacle/Handicap Model/Example

Power Praise

Relevancy/Perceived Utility Gaining Privilege

Honor/Family Tradition Coaxing

There are a number of specific strategies that can also be used to pro-

mote motivation:

» Recognize and acknowledge student contributions.

« Explain or show why learning particular content or a particular

skill is important.

15
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« Allow students some opportunities to select learning goals and
tasks.

« Create or maintain curiosity.

« Provide a variety of activities and sensory stimulations.
o Say thank you.

« Provide games and simulations.

o Use stories and examples.

o Connect learning to student values.

o Draw a connection between material and student’s interest.
o Provide authentic problems or questions.

« Highlight new perspectives and diversity.

o Show enthusiasm.

« Provide opportunities for success early.

o  Set goals for learning.

o Allow time to reflect.

+ Relate learning to student needs.

o Provide clear expectations.

«  Give corrective feedback.

« Provide valuable rewards for simple learning tasks.

«  Make rewards available.

« Allow opportunities for students to observe more correct exem-
plars.

« Allow for opportunities to engage in social learning activities.
« Provide for scaffolding of corrective feedback.
o Help students develop plan of action.

Ways to Discourage Motivation

Just as it is important to have ideas on how to promote motivation, it is also
helpful to understand actions that will negatively impact the motivation
of students. Grossnickle offers a list of motivational pitfalls to avoid when
attempting to develop self-motivation in students:

o faulty praise or patronizing

« use of fear and threats; punishment
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« overuse of clichés (“no guts, no glory, etc.)

o shock value, overstating failure

« name calling, nagging, blaming, placing guilt
« put-downs, comparisons

« expecting too much or too little
 rationalizing failure, denying, making excuses

« ignoring or denying the warning signs of learning problems*

Motivational Influence within This Text

While the theoretical reasoning behind the motivating impact of the in-
structional techniques addressed in this book is influenced by several mo-
tivation theories, the idea of intrinsic and extrinsic motivation as described
by the Self-Determination Theory merits special mention. Intrinsic moti-
vation means that an action will be taken based on internal rather than ex-
ternal factors. Due to the personal nature of intrinsic motivation, Malone
and Lepper go so far as to “use the words fun, interesting, captivating, enjoy-
able, and intrinsically motivating all more or less interchangeably”*® Their
research looks in depth into seven factors that promote intrinsic motiva-
tion: fantasy, challenge, competition, cooperation, recognition, control,
and curiosity. They characterize these factors as individual or interperson-
al. The individual factors are the following:

« Challenge—Individuals seek out and enjoy activities that they
find challenging. To be challenging, the activity must possess a
goal, uncertain outcomes, feedback on performance, and a con-
nection to self-esteem.

« Fantasy—Fantasy appeals to two aspects of individuals’ personal-
ities: their emotional needs, which provide feelings that may not
be experienced elsewhere, and cognitive aspects, which connect
new information to a made-up situation.

« Curiosity—Curiosity can be understood in two ways: sensory
curiosity, which attracts attention with sensory stimuli, and cog-
nitive curiosity, which attracts attention by causing individuals to
question their existing knowledge.

« Control—When they are provided with options and the chance
to control their own choices, individuals are allowed to experi-
ence a more personal connection to the material.

17
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The interpersonal factors are the following:

« Cooperation—A group of individuals are working together to
achieve a common goal.

« Competition—A group of individuals, either singularly or in
groups, are working to achieve a goal in which success for one
results in a loss for another.

o Recognition—The results of an activity are visible to others
throughout the process or in the product or result.

“Making an activity more intrinsically motivating to students may also
have a profound influence on their cognitive involvement with the activity.
Differences in cognitive involvement, in turn, may determine how infor-
mation is processed and whether that knowledge can later be remembered
or transferred to new problems”*' These seven factors that encourage in-
trinsic motivation are addressed by the instructional techniques that will
be presented in upcoming chapters.

Conclusion

Throughout all these differing theories of motivation, we see that motiva-
tion remains an important concept affecting the manner in which learn-
ing is approached. Motivation is something that can be enhanced, and as
educators, librarians need to be aware of the techniques that will allow us
to help our students as they face times of uncertainty in their learning. By
providing the motivation for students on the learning edge as they con-
front threshold concepts, we will be able to guide them toward a more
complete understanding of new material and concepts and ultimately the
development of information literacy.
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CHAPTER 2

Fun as a Means
of Motivation

Although students don't always know where Fun sits, they
all know where Rigor sits, and few willingly sit near him.
Rigor can feel isolated, unwanted, disconsolate. When Rigor
feels that way, there is danger of him becoming supercilious.
After all, Rigor sees himself as exclusive, demanding, and
difficult. To keep perspective, Rigor needs the companion-
ship of Fun. And Fun, of course, benefits from the company
of Rigor. In fact, Fun and Rigor are each at their best when
they collaborate to produce something together that neither
could create alone. That's when they entertain their mutual
best friend, Fulfillment.

What Is Fun?

Ask a large group of people what they do for fun; their responses will be
all over the map. Then ask that group why their response is fun. The an-
swers will now fall into very specific themes with some common words
appearing over and over. “I enjoy it” “It amuses me.” “It makes me happy.”
Going through a list of all the definitions, synonyms, and examples of fun,
one finds a string of positives. Fun is something that is so common and so
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often discussed that we rarely consider its definition. It ends up being one
of those things that “we know when we see it” However, a common under-
standing will be necessary throughout this text. To that end, fun is defined
as that which causes enjoyment, amusement, or pleasure.

While fun and motivation are the focus of this work and have been
defined, another term that often occurs in the research literature, especially
in relation to motivation, is engagement. The lesson plans in part I aim to
use instructional techniques that are fun as a motivating force in order to
encourage students to engage with the content of the lesson. Engagement
with instructional content is the goal of the lesson plans, as it is through
this engagement that students will be able to interact with and internalize
the content. It is possible to engage with content without the use of fun,
but these instructional techniques that include fun are aimed at providing
additional motivation for student engagement.

Fun in Education

According to Bryant, Comisky, and Zillmann, fun did not have a place
in the earliest organized colleges, due to the fact that students paid their
teachers directly in order to get instruction focused specifically on the
topic. There were restrictions “dictating that the professor strictly had to
follow the text, explain difficult problems, and cover a specified amount
of material during each term.* There was no time for frivolous fun with-
in education. Acceptance of fun into education has taken years, but now
the idea of fun is viewed favorably within elementary through high school
contexts. However, there still remains a small stigma against fun within
parts of higher education. For some, school is a serious undertaking and
should be treated as such. Some professors see the introduction of fun as
the start down a slippery slope of lost respectability. For if the students are
laughing in class, how can they respect either the professor or the content?
Another negative in the case for fun within education is the tendency
to conflate fun with entertainment. Yes, entertainment also causes enjoy-
ment, amusement, and pleasure, but just because a cat and a dog both have
ears, tongue, and teeth does not mean that they are the same thing. Ask any
dog lover or cat fancier, and they will let you know about the difference.
The judicious use of fun within the classroom does not mean that the
focus of the instruction is on providing entertainment. The instructor is
still an instructor, which means the focus is on instruction, and more im-
portantly, on learning. Rigor is not to be compromised when applying fun.
To the contrary, fun can be used as one means of increasing the rigor. Fun is
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often viewed as an auxiliary component, perhaps as a way to break the ice,
but not as a true factor in instruction. However, fun can also be a successful
method of connecting students with content. As Mathers states, “Fun and
hard work do not have to be mutually exclusive; rather, fun may actually
encourage higher levels of engagement and effort™ For if the classroom
includes fun and causes the students to experience enjoyment, amusement,
or pleasure, they will be more engaged in the content, which allows them
to experience deeper learning.

Fun also results in the creation of an environment that promotes im-
mediacy. Immediacy is the ability to convey to others both through verbal
and nonverbal means that someone is open to communicating and inter-
acting with others. This openness on the part of an instructor enhances
student-teacher interaction. Potee describes verbal and nonverbal meth-
ods that promote immediacy. Those methods that are highlighted in the
instructional techniques found in this book include openness, friendliness,
and smiling.*

Students agree that they would like to experience fun as part of their
college courses. In a study of college students, Strage found that the top
characteristics of an “ideal” professor included knowledgeable (46.8%),
caring and concerned about their students (44.2%), and funny/entertain-
ing (40.2%). The top characteristics of the “ideal” course were engaging
(53.6%) and fun (27.1%).°

The use of fun in the classroom is not only a complement to learn-
ing, but according to Dornyei, the lack of fun may actually be a detriment:
“Boring but systematic teaching can be effective in getting short-term re-
sults, but rarely does it inspire a lifelong commitment to the subject mat-
ter”® Fun provides a means of motivating students. The level of motivation
students have for a task is one way to determine academic proficiency, en-
gagement, and persistence. Motivated “learners also may be more willing
to select tasks at the border of their competencies.”” This means that by
motivating students through fun, it is possible to also engage them with
more challenging educational content.

Fun in the Library

Depending on one’s past experiences and situation in life, the heading for
this section either makes perfect sense or is completely incomprehensible.
Since most readers will be librarians, it is likely that they will relate to the
former. But as librarians also know, there are a number of individuals who
do not share such a positive relationship with libraries.
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And while some may be able to connect fun to certain aspects of the
library, such as checking out DVDs and bestselling novels, fun is often not
considered to be a feature of the information literacy instruction offered
by librarians. Librarians face the same quandaries as other faculty mem-
bers when deciding whether to use fun within their classes. They may
also feel additional pressure to highlight the serious, critically important
aspect of their content due to the fact that information literacy is so of-
ten misunderstood and considered of secondary importance. If you do
not feel confident in your position as an instructor, it is hard to have fun
within that role.

There is indication that some librarians do accept the use of fun within
the educational context. As part of an online survey I conducted in 2013,
266 librarians with instructional responsibilities responded to the state-
ments shown in figures 2.1, 2.2, and 2.3 related to learning, fun, and chal-
lenge.

Learning should be challenging.
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FIGURE 2.1
Responses to the statement “Learning should be challenging.”

When stating their degree of agreement with the statement “Learning
should be challenging,” 6 respondents (2%) said Strongly Disagree, 32 re-

spondents (12%) said Disagree, 156 respondents (59%) said Agree, and 72
respondents (27%) said Strongly Agree.
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FIGURE 2.2

Responses to the statement “Learning should be fun.”

Responding to the statement “Learning should be fun,” 4 respondents
(2%) said Strongly Disagree, 10 respondents (4%) said Disagree, 147 re-
spondents (55%) said Agree, and 105 respondents (39%) said Strongly

Agree.
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FIGURE 2.3

Responses to the statement “Learning can be challenging and fun.”
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Finally, given the statement “Learning can be challenging and fun,
4 respondents (2%) said Strongly Disagree, 0 respondents (0%) said Dis-
agree, 84 respondents (32%) said Agree, and 178 (67%) said Strongly
Agree.

Instruction librarians focus on helping students develop the skills and
knowledge associated with information literacy. This instructional goal re-
quires methods of engaging students and helping them cross the learning
edge so that they are able to form a connection with the subject matter
being presented. Looking at instruction through the lens of fun provides
useful opportunities to facilitate these connections.

Instructional Techniques

Instruction is a major responsibility of many librarians. Whether librarians
are offering for-credit courses or providing instruction on the fly at the ref-
erence desk, teaching others about information in its many facets is a crit-
ical skill required by almost all librarians. Few librarians, however, receive
specific training on how to teach. They may rely on their own experiences
as students or suggestions from others in developing their teaching style
and techniques.

In considering how instructional techniques are developed, one place
to begin would be with instructional strategies; these are “the overall
planned procedures for implementing and achieving specific goals and
objectives in teaching”® To have a successful instructional strategy, var-
ious teaching methods must be utilized. Methods of instruction include
a mix of materials, exercises, and techniques. In this organizational
scheme, materials are objects utilized by students, such as textbooks; ex-
ercises are requirements the students must undertake, for example, com-
pleting a worksheet; and techniques are the ways in which the students
interact with the content, for example, listening to a lecture. Instructional
techniques are a systematic way of making knowledge available to stu-
dents.

When considering instruction, it is important to take a look at the in-
structional techniques used to teach students. Mokhtar, Majid, and Foo
note, “More often than not, what and the amount that students learn is
greatly shaped by the way that they are taught. In other words, the manner
in which students are taught, in addition to the information and factual
content, will somehow influence the quantity and quality of what is learnt
and retained.”
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Instructional Techniques That Include
Fun

Given the positive impact that fun can have upon education, one must
therefore consider which instructional techniques meet the definition of
fun, that which causes enjoyment, amusement, or pleasure. In looking
at lists of various instructional techniques that might be included in this
book, I focused on those techniques that are student-centered and that ad-
dress the above definition of fun. While it is possible to make the case for
other instructional techniques to be included, the instructional techniques
involving fun that will be presented in this book are humor, games, and
group work. These three techniques provide a systematic means of pro-
moting student motivation while at the same time meeting our definition
of fun. The focus on conscious consideration and application of these tech-
niques is an important component of this book. Care and thought must be
used when determining what content to provide for students as well as how
that content will be presented and how the students will be encouraged to
engage with it.

Humor clearly fits within the definition of fun as it is meant to cause
amusement or laughter. Often one of the physical characteristics that can
be seen when a group or individual is having fun is the sharing of laughter.
In this book, humor relates specifically to amusement or laughter resulting
from a cognitive function. So while there may be laughter coming from a
Silly Silo, this is not the humor that should be found within the classroom.
Humor requires active engagement with the mind, resulting in fun that fits
well within the purview of education. Korobkin, Vossler and Sheidlower,
and Berk all provide valid reasons for incorporating humor into the class-
room."

As the next instructional technique, games are also readily recognized
as fun. Games are often used by individuals or groups as a pleasurable
activity. This pleasure is what keeps players coming back to a game. Games
require a set structure of rules and guidelines that allow an individual play-
er or players to reach a final goal. Games are receiving more and more
attention in education as a means of providing educational content, with
over 2,300 results found in a search in ERIC between 2013 and 2016 alone.
Instructors are tapping into students’ predisposition toward and enjoyment
of games as well as the wide range of implementation options in order to
cover a variety of topics within the classroom.

Group work is the last instructional technique discussed in this book,
and the one which may cause the most disagreement with regard to its
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connection with fun. This would stem from the fact that a number of indi-
viduals have experienced group work in a class with negative results. This,
however, was not the fault of group work itself, but rather in the way it was
implemented. There are a number of parameters that must be put in place
for group work to be successful."! Group work requires individuals working
together to reach a common goal. When the parameters are in place and
everyone in the group is able to contribute, even an introverted individual
can take part and enjoy working with a group. Successful groups have been
shown at all levels to improve learning and thus can potentially be a major
instructional technique that uses fun to add to classroom instruction.'

Conclusion

Fun creates a motivational environment where connections are possible
within the classroom. A positive environment that includes fun allows stu-
dents to connect with the instructor; fun can also grab students’ attention
and allow them to connect with the content. And finally, the shared expe-
rience allows the students to connect with each other. The sum of all these
connections is a feeling of connection with the library itself. These positive
experiences lead to greater and more productive use of the library in the
future.

When one considers the idea of “fun” as that which causes enjoyment,
amusement, and pleasure, it can easily be connected to education. Fun is
not to be confused with something that is easy. Fun is to be connected with
rigorous content. This connection is important, as it provides a means of
assisting students in an understanding of the content by providing the mo-
tivation to encourage active engagement with the material. By using fun as
a motivational tool to help students work through content that may be dif-
ficult or confusing, librarians will be able to move students over the learn-
ing edge into an understanding and internalization of threshold concepts.
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CHAPTER 3

Humor

Humor is an invitation to think differently, from another
perspective, while at the same time inhabiting one’s own
perspective; in other words, humor encourages one to learn.?

The use of humor in the classroom is probably one of the most recogniz-
able illustrations of fun in education. Imagine a hallway with classrooms
along each side. You can hear the voices of the faculty as they lecture the
students and the indistinguishable mumble as a student answers a ques-
tion. Then from one room comes the sound of several voices joined togeth-
er in laughter. You instinctively think, it sounds like they are having fun,
and your curiosity is aroused, wondering what that class is talking about,
what subject they are discussing, and what you can do to join in. Humor is
a universal positive. All ages and cultures utilize humor, starting with the
first baby laughing for the first time. The positive effects of humor spread
throughout a group as that laugh breaks into a thousand pieces.

What Is Humor?

While the Oxford English Dictionary lists multiple uses of the word hu-
mor stemming from multiple origins as far back as 1340, this book will
utilize a definition found within Wikipedia that is applied in studies such
as Singh, Tripathi, and Kohli.? This definition states, humor is the tenden-
cy of particular cognitive experiences to provoke laughter or provide
amusement. Thus, the very nature of humor requires a cognitive reaction.
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As instructors, we are focused primarily on connecting to students’ cogni-
tive functions, so anything that helps stimulate that connection should be
considered for inclusion within our instruction.

There are a range of theories on humor. Three of the most highly ref-
erenced are relief theory, superiority theory, and incongruity theory.
According to relief theory, humor is caused by an alleviation of tension.
Superiority theory holds that humor is felt when we are able to feel supe-
rior to an individual or situation. Incongruity theory holds that humor is
caused when we see the difference between what is happening and what
should be happening.

Benefits of Humor in General

Before looking at how humor can be used in the classroom, let us first take
a look at the benefits of humor within daily life. Humor and its by-product,
laughter, have been studied by a range of disciplines. Martin, McGhee, and
Provine all note that many of these studies may have methodical flaws due
to small sample numbers;* however, given the number of studies that have
been done and the persistent interest in humor as a topic of research, it is
germane that we look at these studies in more depth. The benefits of humor
discussed in these studies are both physiological and psychological.

Physiological

The physiological benefits are focused on the effect of humor on the phys-
ical body. These include a wide range of results. Some of the most basic
describe how laughter can improve respiration and circulation. Laughter
has been shown to exercise the chest, lungs, diaphragm, face, and stomach
muscles. For anyone who has experienced a doubled-over, breathtaking,
tear-inducing belly laugh, none of these results should come as a surprise.
Laugher also results in more oxygen being put into the blood and a lower-
ing of pulse and blood pressure. A laugh may not provide the same health
benefits as regular exercise, but it will provide a nice in-between-gym-vis-
its experience.

Humor and laughter also provide physical benefits that are not as read-
ily seen or felt. The medical field has long noted the positive physical effects
of humor and laughter, with articles discussing how it can be used when
treating patients as well as its effects on medical school students.* There
have been studies examining the release of endorphins into the blood-
stream during laughter. Berk and Nanda note that laughter positively affects



Humor

neuroendocrine and stress hormones.’ Berk provides a review of a number
of articles looking at the varied physical benefits of humor. These include
improving mental functioning, exercising and relaxing muscles, improving
respiration, stimulating circulation, decreasing stress hormones, increasing
immune system defenses, and increasing pain threshold and tolerance.®

Psychological

The psychological benefits of humor relate to mental and emotional ef-
fects. Berk offers a list of eight psychological benefits of humor. Five lessen
negative reactions through reducing anxiety, tension, stress, depression
and loneliness, while three promote positive reactions through improving
self-esteem, restoring hope and energy, and providing a sense of empow-
erment and control.”

Humor is one way to defuse tense situations. It can be a way to cause
a short distraction, thereby allowing individuals to refocus on a new top-
ic. This trick has been used for years by parents who make funny faces at
crying babies or say something silly to an upset child. This tactic continues
through adulthood. How often have we been in confrontational meetings
that have been calmed down by someone providing a lighthearted com-
ment? These injections of humor often provoke larger laughs than they
would receive in a less stressful situation as the contrast between the sit-
uation and comment presents a greater degree of difference. There is also
often a desire by those involved to have a break from the tension; therefore,
they will eagerly and enthusiastically respond to any attempt to impose
humor.

Humor also promotes creativity by stimulating the same areas of the
brain that are used for reasoning and creative thinking. This can be illus-
trated clearly when a joke is told. How many librarians does it take to change
a light bulb? After hearing this question, we are first cued that it will have
a humorous reply in that it relies on a well-known joke format. Our inter-
est is piqued as we start to consider what the reply may be. We may first
search our memory for any instance of having heard this joke before. Then
we start brainstorming possible answers. One. We are librarians after all,
and capable of anything. True, but not really humorous. We also use our
experiences with the content to come up a reply. One librarian and seven
board members to convince the city to raise the utilities budget. Through our
experiences with jokes, we start considering puns or turns of phrase that
may fit. 535. The Dewey Decimal classification for light. This understanding
of language pushes our creativity even more as we try juxtaposing possible
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answers with humorous phrases. During this time, we are also in a height-
ened state of interest as we await the eventual punchline. This desire for a
resolution is an important component of how humans respond to humor.
So how many librarians does it take to change a light bulb? I'm not sure,
but I'll be happy to help you research that. After the joke finishes, there is
a relaxation of tension, and the audience is able to respond. Whether the
response is an out-loud laugh, small smile, or exasperated groan, the steps
of critical thinking and mental stimulation will have occurred.

Humor also can be used as a means to promote group unity. This
occurs in a variety of ways. First, when sharing in humor and responding
with laughter, a group is able to form a connection from the recognition
that others found the same thing funny. This shared experience can be
built upon later. Humor also results in a decrease of tension, allowing
for groups to open up to one another. Responding to humor also lets
members of the group view each other in a positive, open way. Looking
around a room seeing other smiling, laughing faces encourages connec-
tion between individuals and lets them know that they can share with
others.

Humor in the Classroom
Research Studies

Given the benefits of humor, it makes sense to incorporate it into class-
room instruction whenever possible. A variety of positive results have
been presented by individuals on the use of humor in education. Five uses
suggested by Korobkin are promotion of a humanistic, laughter-filled
learning environment; cultivation of group humor and group identifi-
cation; promotion of self-discovery and risk-taking; development of re-
tention cues; and release of anxiety and stress.® Vossler and Sheidlower
note eight reasons for using humor in instruction: expressing personality,
establishing trust, improving delivery and apparent competence, reduc-
ing student anxiety, gaining and maintaining student attention, fighting
instructor burnout, promoting understanding and information retention,
and undermining negative library or librarian stereotypes.” Berk notes
how the benefits of humor can impact five areas of the classroom: profes-
sor-student connection, classroom atmosphere, student responsiveness,
test performance, and student attendance.'

There have been numerous studies examining the effects of humor
within the classroom. These results have been varied in impact and effec-
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tiveness, as they consider a wide range of uses of humor and approaches
to using humor. Benefits of humor are shown to include students being
more likely to retain content, students perceiving they learn more, in-
creasing classroom rapport, defusing tense situations, contributing to in-
creased creativity and divergent thinking, increasing student motivation,
and providing stress relief.!’ Kher, Molstad, and Donahue suggests that
humor has a place in “dread courses” that students avoid due to perceived
difficulty, negative experience, or lack of confidence.'? A survey by White
notes that students felt that humor helped to explain complicated materi-
al, to motivate students, to relieve stress, to regain attention, to encourage
participation, and to enable students to remember the content.” Physio-
logically “humor and laughter can aid learning through improved respira-
tion and circulation, lower pulse and blood pressure, exercise of the chest
muscles, greater oxygenation of blood, and the release of endorphins into
the bloodstream.”'* There has been some question as to the ability of hu-
mor to improve learning, with some studies finding no improvement with
the use of humor. Banas and colleagues provide a nice literature review of
humor used in educational settings and note that “although the research
assessing the impact of humor on actual learning is rather mixed, there
is substantial empirical evidence that humor can enhance recall and aid
learning”"

Within the library, humor may serve an additional purpose, as li-
brary anxiety may further hinder the learning of students who are al-
ready experiencing stress due to their coursework. Humor is an excellent
method to help defuse that anxiety. Berk and Nanda show student anxi-
ety decreased due to the use of humor.'® “Library anxiety and stress can
be reduced as students become more comfortable with the library’s many
resources.”"’

Some of the ways in which humor is especially important in develop-
ing motivation in the classroom is its ability to promote student-teacher
connection and its ability to engage the students. A number of articles and
essays detailing the use of humor in the classroom note its important role
in attracting and maintaining the attention of the students. For many, this
is the main obstacle when facing a group of students. Librarians often face
students without the time to develop the same personal connections as
their course instructors. They also lack the power of a grade to motivate
the students to listen. Finally, they are often talking about a topic (research)
that students have no interest in or feel that they already know how to do.
Given the ability of humor to catch the attention of students, it would be
wise to use it to its fullest capacity.
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Humor and Technology

Humor intersects with technology in various ways. The first is that tech-
nology can be the means to provide humor, such as through a video. Hu-
mor also comes into play when using technology to offer instructional
content to students at a distance. When offering instruction online, hu-
mor can be used as a means to humanize the content. James provides a call
for the conscientious inclusion of humor within online classes.'® Without
the personalized contact found in a classroom, online students can ex-
perience a dwindling motivation to engage with the content. Imlawi and
Gregg looked at how online social networks can increase student engage-
ment when instructors share content-related personal details as well as
humor.”

There have also been studies looking at the effectiveness of humor
within online environments. Kobler and Nitzschner found that a funny
YouTube video resulted in better understanding of a concept over a serious
YouTube video and Wikipedia article.”*® Basamak and Mahiroglu found use
of humor to increase student success in an online course.*'

When interacting with students during online instruction, special
consideration should be given to understanding. Since written language
lacks the vocal variations that signal students to the fact you are being fun-
ny, it is important to either avoid unclear language or provide a cue that
your comment was humorous. A common emoticon or “lol” can signal
your humorous intent.

Types of Humor

Humor in the classroom can take many forms. Some of these include jokes,
puns, funny facial expressions, imitating others, spontaneous comments,
cartoons, videos, self-deprecating comments, wry remarks, absurd deeds,
and sound effects. This variety is one of the great features of humor. It is
possible for an instructor to mix and match the format of humor to both
individual tastes and the tastes of the audience. Every teacher does not need
to have a collection of jokes or be able to come up with a witty retort. A
simple comic related to the discussion may be all that is required. Instruc-
tors should feel confident in bringing humor into their classes because, as
Gordon notes, “Humor and laughter not only can coexist with rigorous
learning and investigation, but can actually enhance them.* Specific ex-
amples of how to use humor within the library can be found in Vossler and
Sheidlower, who have written a book offering techniques on how librarians
can use humor within their instruction sessions.*
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There are two main categories of humor and its application to edu-
cation: humor related to the instructional content and humor unrelated
to the content. While unrelated humor can be successfully utilized as an
icebreaker, the most successful educational use of humor is when it is re-
lated to the content. It is this humor that helps students learn. Kaplan and
Pascoe showed that when content is presented humorously, it is retained
by the students over a longer period of time.** In this way, content humor
not only provides the benefits of non-context humor but it also addresses
the underlying objective of all education, which is for students to learn.
This is also important in library sessions, as there is so much content to
cover within a short span of time. By integrating humor into the content, it
is possible to accomplish two goals at once: piquing students’ interest, and
connecting to the content.

Considerations in Using Humor

Humor does not need to provoke laughter to be successful. Sometimes you
may just be rewarded with a smile from students who, even if they did not
find the humor funny, at least recognize your attempt at adding humor to
your instruction. This is one method of developing a welcoming atmo-
sphere within the classroom. This welcoming atmosphere is also critical in
order to promote laughter in the first place. The instructor must show the
students that he or she is willing to laugh before expecting them to laugh.
This can be helped by smiling and engaging in light chitchat before the ses-
sion. This same recommendation is given whenever an instructor is trying
to connect with students.

Students are not the only ones to be considered when implementing
humor in the classroom. Librarians may offer the same or a similar in-
struction session dozens of times during the school year, as we present
sessions to different sections of the same course. Delivering the same dry
presentation to each class is one way to bore not only the students but
ourselves. By adding humor, the instruction librarian can at the very least
lighten his or her own mood with something amusing. I have also found
that while students may not think I am funny, they do think it is amusing
when I laugh at my own jokes.

Vulnerability

Another aspect of the use of humor is that it puts the instructor in a vulner-
able position. This vulnerability stems from the fact that it is quite simple
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for an attempt at humor to fail. Students may not understand the instruc-
tor’s humor, they may become offended, or they may simply not find it fun-
ny. Humor also creates vulnerability as the instructor’s humor often gives a
great deal of insight into his or her personality beyond the librarian perso-
na. So, you are punny? Ah, you enjoy slapstick? As librarians, we often deal
with students in short one-shot sessions, and it can be hard to open up at
any level to a group of individuals whom we have just met.

Vulnerability, however, can also be one of the most appealing aspects
of a successful teacher. This willingness to look silly or to fail is an import-
ant personalizing component in connecting with students. Especially con-
sidering that research is often an inherently messy and difficult process, it
is beneficial for students to see that everyone, including the librarian, may
experience difficulty. Sharing flaws with students allows them to admit to
their flaws. One of the nice things about humor is that it can be used to
highlight personal flaws to both show that you are human and enforce the
concepts you are attempting to describe.

For example, in class I might share a story about the importance of
developing keywords. I was trying to find cat-themed treats for a birthday
party. In the past, I had thrown a Minecraft party and searched Minecraft
treats in order to get ideas for snacks. So this time, I tried searching cat
treats, but all that came back was food for cats. I needed better keywords
and had to try again. This quick example shows how just typing the first
thing that comes to mind is not the most successful method of getting in-
formation. It also shows that I am not without flaws, and that research can
take time and thought.

Professionalism

Humor is avoided by some librarians, as they believe that it will make them
appear less professional. This is a feeling that can be seen throughout high-
er education, stemming from the origin of higher education when learning
was a serious endeavor. This perception has been perpetuated, even though
the structure of education has changed dramatically within the ensuing
years. It was in the mid-twentieth century that humor began to take a larg-
er role in education, and it is now seen as increasingly acceptable through-
out every level of education.

Librarians are serious about the important role they have as instruc-
tors, and thus, they work hard to gain the respect of the students. Unfor-
tunately, this desire to be respected can result in a demeanor that pushes
people away rather than bringing them in. While the instruction sessions
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offered by librarians provide useful information to students, it is often the
case that additional learning occurs after the instruction session, when the
students come to visit the librarian one-on-one. If librarians do not en-
courage that interaction by presenting a welcoming demeanor, they are not
being as successful as they could be.

Instructor, Not Comedian

When using humor in instruction it is also important to remember that
you are not a comedian performing a stand-up act. There is no expectation
that you should maintain a constant stream of humorous comments, jokes,
or stunts. Rather, it is better for the humor to be sparse at irregular inter-
vals. This helps maintain the interest of the students, as they are required
to pay attention in order to hear the next humorous thing. This means that
you may have three examples of humor to use within one session.

If you are starting to use humor in your classroom, also remember that
you are not the only possible source of humor. Students can also be a great
resource for humor. By letting students know early in the class that you ac-
cept and encourage humor, you make a space where they are also allowed
to make humorous contributions. This allows them to provide humorous
answers to questions or examples. It is important at this point to make sure
that you do not shut down the humor. Nothing kills a lighthearted mood
more than a strict retort to a humorous comment. If possible, use the hu-
morous remark provided by the student as a springboard to move forward.
If it is not possible to use the comment, make sure you smile, laugh, and
then ask for another response. Students are in this way able to utilize hu-
mor but also interact with the content.

To offer one simple example, I sometimes have my classes divide into
groups and describe their step-by-step research process. One group started
their list: (1) Wait until the night before it is due. (2) Drink a lot of coffee
to pull an all-nighter. And from that point they went on to list the full re-
search process including limiting their topic and evaluating their sources.
The class laughed at the honesty in their process as we were able to share
in a common experience, but they also fulfilled their task of developing a
research process. I shared in their laughter and noted how they had a lot
of time in their all-nighter in order to complete the in-depth research they
described next. This group’s process also allowed me to interject the fact
that it takes time to do research, so it is always better to start sooner. In this
way, the humor the students provided was the impetus for more learning
than may have otherwise occurred.
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Appropriate Humor

Humor should always be used toward the achievement of an educational
goal. Like all pedagogical approaches, humor should be applied conscien-
tiously. Any new teaching technique requires an investment of time and
energy, so be aware that it will be important to work on developing your
approach to humor and continuing to assess and revise its effectiveness. It
takes time to successfully implement humor, so it is important to dedicate
yourself to the idea.

There are four appropriate types of humor noted by Wanzer and col-
leagues: topic-related humor, humor unrelated to a topic, self-disparaging
humor, and unplanned humor.” Topic-related humor is often the best use
of humor in the classroom. It is often the humorous example of a con-
cept that sticks with the students and helps promote their learning. Garner
notes that for humor to be successful, it must be “specific, targeted, and ap-
propriate to the subject matter.* As noted earlier, humor that is unrelated
to the topic is often best used as an icebreaker or as a way to set the tone
of the session. Showing a humorous comic or GIF as the students enter the
classroom can help grab their attention, while a random joke in the middle
of the session can cause confusion.

Self-deprecating humor is often discussed as a good form of humor to
be used in the classroom context. This can be one way to avoid any humor
that reflects negativity onto the students. Self-deprecating humor also fo-
cuses attention on the instructor, thereby humanizing him or her as a librar-
ian. One class session with students is not much time to allow them to get to
know and trust you. Self-deprecating humor can be a way to share personal
information with the students; it can also show that you are willing to fail.
This acknowledgement of ignorance or vulnerability lets the students know
that it is also okay for them to share their confusion and questions as well.

Unplanned humor can take on any number of forms in the class-
room: a witty retort to a question, an unplanned result coming up during
a search, or a technical failure taken in stride. Humor can also be used to
lessen the impact of a criticism. In this way, humor can be an effective way
to bring students back to task when they are not paying attention or if they
are doing something inappropriate in the classroom.

Inappropriate Humor

While it may seem obvious, humor should never be used to ridicule some-
one or denigrate a group of individuals. This is a quick way to turn an
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apathetic group of students into a hostile group of students. While stu-
dents understand sarcasm and may find it humorous in other situations,
when it is directed at them or one of their classmates they will close up and
withdraw from the instruction. Humor used in this way causes fear. It is
also best to avoid profanity, vulgarity, and sexual innuendo when selecting
humor to use in the classroom.

Humor may be “highly personal, subjective, and contextual.””” Espe-
cially as classrooms become increasingly diverse, it is important to con-
sider the various cultures and backgrounds of the students. This cultural
awareness relates to a number of issues experienced by students. Humor
should not be offensive to anyone; thus cultural differences should never be
used as a way to isolate and ridicule a group. The instructor should consid-
er also that different cultures have varying traditions and codes of conduct.
A joke about eating meat may not be funny to a student with religious
dietary restrictions, just as a joke making fun of bosses may not go over
well with someone from a strict authoritarian background. Understanding
these differences, knowing your students, and celebrating diversity rather
than denigrating it will result in a more productive classroom.

Cultural humor also comes into play when one considers that often,
for humor to be successful, all individuals must have a related understand-
ing of the topic. Often this occurs within groups that have grown up in the
same area and experienced similar upbringings. A shared set of experienc-
es results in a deeper understanding of why something may be funny. Thus,
it is possible to share with a class of students from the United States stories
about high school sports or prom or Saturday morning cartoons. These are
experiences that they know and can relate to. However, for some interna-
tional students, humorous comments on these and other culture-specific
topics can result in their feeling excluded from the group.

The importance of individuals having a connection also comes into
play with many pop culture references. As popular songs, movies, and tele-
vision shows continue to evolve, a reference that may have had students
laughing a year ago may now provoke a sad smile and will soon result in
a confused stare. When using pop culture as a source of humor, it is never
good to force the reference. If you legitimately like the song, movie, or
show, feel free to use it. Your passion and excitement will show through.
However, if you try to reference something with no knowledge of the topic,
the students will see that. In such instances, they may see an adult trying to
fit in and be cool. This view distracts from the open, friendly professional
image you are trying to project.
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Intrinsic Motivational Factors

As noted in chapter 1, there are seven factors that promote intrinsic moti-
vation. Humor addresses the following factors:

o Fantasy—Humor often contains a high amount of fantasy. Many
jokes put the listener into a situation beyond the norm. Comics
do something similar by having viewers consider a world beyond
their own.

«  Curiosity—The success of humor often relies on the curiosity of
the intended individuals, in that the setup will cause a question-
ing of their knowledge that is resolved by the punchline.

Conclusion

Implementing humor in the classroom can be a slightly risky undertaking.
However, given the number of possible benefits, it is something that should
be consciously added to an instructional session. A failed joke or attempt
at humor may seem critical to the presenter, but remember that for the
students this is not a serious situation. At the very worst they may remem-
ber the librarian tried to be funny and really was not. More likely they will
think: the librarian tried to make the session fun; that was nice of them; I
think I will go ask them a question.

Finally, humor should not be seen as the cure-all for instruction. Add-
ing one joke or humorous cultural reference into your instruction session
will not magically impart to students the knowledge they need to be infor-
mation-literate. However, a small amount of humor may motivate them
to connect with the instructional content a little more deeply and thus be
prepared to move further along toward the goal of feeling comfortable
working with information.
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CHAPTER 4

Games

For when the One Great Scorer comes to mark against your
name,

He writes—not that you won or lost—but how you played
the Game.?

There is a great variety of games in all mediums: board games, card games,
video games, computer games, strategy games, sport games, role-playing
games, and on and on. While not everyone may enjoy every game, there
is surely a game for everyone. People commonly note they are “playing a
game,” but while play and games are often connected and discussed to-
gether, there is an important difference between the two in this book. Play
relates to fun and enjoyment within an unstructured setting. Within this
book, games will refer to a structured experience in which one or more in-
dividuals compete under a common set of rules and guidelines in order
to achieve a goal. An important component that is not included in that
definition, but is true of games presented later in this book, is the fact that
mental effort is required to succeed in reaching the goal of these games.
Thus, those games that rely solely on luck, such as the board game Can-
dyland or the card game War, will not be presented.

Games and game-play elements are seen fairly regularly in the con-
text of elementary school classrooms, but as students age, teachers often
incorporate fewer and fewer games into their classroom instruction. Per-
haps they think that it is time to put away childish things, but “they need
to understand that the game interface is just the motivational engine that
encourages students to delve deeply into the system, encouraging them to
develop skills and knowledge.”
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Gamification and Game-Based Learning

Gamification and game-based learning are terms that are widely used in
discussions and literature surrounding the use of games in education. Since
they both refer to games, many think that they mean the same thing. How-
ever, just as not all gamers are equal, neither are these two terms. There is a
major difference between gamification and game-based learning, and as a
result, how and when they are applied in the classroom will vary.

Gamification

Gamification (the verb form is to gamify) is the application of game de-
sign thinking and mechanics to non-game applications in order to en-
hance motivation, engagement, and fun. The game design elements that
are frequently applied to an educational setting are

« Challenges—These are the tasks that the players are expected to
complete. Within a classroom, example challenges may include
watching a video, completing an assignment, reading a chapter,
or working on a project.

o Points—Sometimes known as experience points (XP), points are
often accumulated in order to level up. Points are earned by com-
pleting tasks within the game or lessons within the classroom.
Points can be used to compare players to each other on a leader-
board.

o Currency—Virtual currency is earned by completing tasks or
levels within the game. One possible use of currency might be
to purchase rewards or upgrades. Within a classroom, possible
rewards could possibly be extra points on a test or help with a
question.

o Leveling up—This is a way to encourage participants to continue
progress through the game. As new levels are reached, a variety of
prizes, opportunities, or rewards can be unlocked.

« Leaderboards—Interject competition into the game by ranking
the participants according to the number of points they have
earned. Within a classroom, this can encourage students to com-
plete more challenges or tasks. This can include additional proj-
ects that may be considered extra credit in another classroom.

« Badges—Participants earn badges by completing a task or earn-
ing a set number of points. Within the classroom, these badges
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can be either physical items such as stickers or virtual image
representations.

While these game design elements are used as the building blocks of
applying gamification to an educational setting, it is also important to con-
sider how these blocks are put together. Just because the pieces are all there
does not automatically mean that the game will be a success and students
will automatically engage with the content and learn. There are additional
considerations that must be applied when gamifying the classroom.

o The game must have a clear goal and rules. As in any game, it is
important for the players to know what they are attempting to
do and how they need to accomplish it. Since gamification of the
classroom may be different than anything else that the students
have experienced, it is especially critical that the students under-
stand what is expected of them.

« Challenges should be challenging but achievable. This is the
same principle that should be applied to all lesson plans and as-
signments in the classroom. Students should be pushed to learn
something new but not so overwhelmed by the content that they
shut down and avoid the material. The gamification process can
be aided in this by providing review or basic challenges for those
who need them. Completing these challenges will result in the
earning of a few points or some similar reward. This allows those
who need to review the content the opportunity to still feel as if
they are progressing, while those who do not need the content
review can move forward with the main challenge for more
points.

« Feedback is also very important within a game. Within many
games, especially video games, players know almost immediately
whether their action has resulted in a positive or negative out-
come. This feedback drives future actions, and the players learn
how to successfully maneuver within the game. Prompt feed-
back is also critical in the classroom. When students complete a
challenge, they want to know as soon as possible what they have
earned in points, currency, or badges, and how that changes their
level or place on the leaderboard. It is up to the instructors to do
what they can to provide accelerated feedback. This is also similar
to a traditional classroom in which feedback from the instructor
is often considered one of the basic characteristics of an effective
teacher.
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o One of the appealing features of games is the fact that it is always
possible to start over. Losing or failing is not the end. Often, the
player takes what has been learned about the game and begins
again. This is not only accepted but expected within a game.
Games that are so simple that they can be mastered in the first
attempt are often not satisfying to players. There is more satisfac-
tion in being able to improve and overcome obstacles in repeated
attempts. This is an important aspect of games that can be applied
to education. Getting a question wrong or a poor grade should
not be the end. It should be up to the students to learn why they
were wrong and apply that knowledge to the next task in order
to prove that they have mastered the concept. This reiterative pro-
cess of continuing to work until a concept is learned is an import-
ant component of game play. It means that students will continue
to work through a problem if it means they will earn points and
continue to level up.

« Another characteristic from the field of education that can be
applied in gamification is encouraging students to take an active
part in their education by giving them control or say over aspects
of the game. For example, students may determine the rewards in
the game. This insures that the rewards are items that they would
appreciate and consider worth the work required. This enhances
a connection and commitment toward completing the challeng-
es. Another way to give control to students is to let them choose
how they want to meet a challenge. For example, if the challenge
is showing an understanding of Boolean operators, the students
could write an essay, make a video, give a presentation, create
a meme, and so on. The important thing is for them to have an
element of control.

Gamification has been applied both within individual classrooms and
by online groups and companies that provide their courses to users. One
of the best-known of these companies is Khan Academy. Khan Academy
is run by a nonprofit group offering personalized instruction in math, sci-
ence, computer programming, history, art history, economics, and more.
The lessons are offered for free and have been translated into forty languag-
es. Teachers or parents can create accounts for their students to go through
the lessons and earn points.

Gamification requires an immersive environment in order for students
to make a connection with the game aspect of education. It will take time
for them to go through the various challenges in order to earn points, cur-
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rency, and badges and advance through levels in order to rise on the lead-
erboard. Due to this, gamification works best when the game will continue
over a long period of time. It is also critical to clearly think through the
application of gamification and be very deliberate in the development of
challenges. If done poorly, gamification can fail to engage students or result
in students not learning the content.

Game-Based Learning

Game-based learning is the integration of a game into education to facil-
itate learning. Games used in this manner do not drive the entire learning
experience. They are used instead as short components within the class-
room as a means of offering variety in the instruction offered. These games
can either be digital or analog. They often involve an element of competi-
tion, either as students play against each other or as they try to beat their
own personal scores. Many games will also contain an element of fantasy,
often involving a storyline through which the student must progress to
reach the learning outcome.

When using game-based learning, it is important that that learning
outcomes be connected to the earning of points and success within the
game. Some games that purport to be educational compartmentalize the
education content from the game content, with the students going through
a cycle of learning something, doing something fun, learning something,
doing something fun, and so on. This format does not work to engage the
students with the educational content, as they can begin to see the learn-
ing aspect as a negative component that they must get through in order to
reach the fun. A true educational game makes learning the fun aspect.

Game-based learning does not require the complete immersive envi-
ronment seen in gamification, and thus it can be used during brief sessions
with students. It is still important that the games chosen be utilized for a
specific purpose and enhance the learning process. A greater variety of
game genres and formats can also be integrated into game-based learning
in order to connect with students.

Benefits of Games

When you ask someone to play a game, depending on that individual’s
background, he or she may picture of range of different situations: a family
sitting around a board game, adults playing bridge with a deck of cards,
teenagers on a couch playing video games, kids running around playing
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soccer, or a pair of friends sitting across from each other with a set of Magic
cards. While each of these scenarios requires different skills, there is one
thing they all have in common: the game is social. Social interaction and
the development of social skills is one of the first benefits of games. Games
allow for individuals to interact with others, providing a social connection
that is critical for all humans. Games also allow for individuals to develop
social skills such as communication, sharing, compromising, taking turns,
appropriate competition, and collaboration.

In addition to these social skills, games also promote higher-level
thinking skills.’ Various games can address a range of skills including recall
of information, long-term planning, strategic analysis, synthesis of infor-
mation, inquiry, problem solving, critical thinking, creativity, and systems
thinking.

While all games offer these benefits to varying degrees, there are also
studies that look specifically at the benefits of frequent playing of recre-
ational video games. These benefits include enhanced inductive reasoning,
metacognition, memory, spatial visualization and mental rotation, and
spatial distribution of attention and visual selective attention.*

Physical benefits have also been seen in the use of exergames, games
which incorporate exercise and therefore require more energy expenditure
than sedentary games. Game players have shown an increase in the skills
of task switching and perceptual speed.”

Research Studies of Games in the
Classroom

Games are often the first iteration of learning that children are exposed to. As
Hwang and Wu note, “Games are an important part of the development of
children’s cognition and social processes.” One of the benefits of games is the
fact that they are flexible; they can be used in the classroom at various times
within a unit in order to achieve a range of purposes. They can be used to
introduce a new topic by providing a unique experience to gain the attention
of the students. They can be used throughout a unit in order to help the stu-
dents apply what they have already learned. This allows for a deeper connec-
tion with the content by allowing the students to interact with the material
in a variety of methods and mediums. They can also be used at the end of a
unit as a way for students to review and show their mastery of the content.
One important aspect of games is that they provide a safe place in
which to learn and work through given content. As noted by Kim, games
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“offer an environment intentionally designed to provide people with opti-
mal experience by means of various gaming mechanisms and dynamics.”’
Games can also be developed with the option of being played by individu-
als or by teams. This is discussed by Yaman and Covington, who note that
effective games are developed to combine the dynamics of group coopera-
tion with competition in the game itself.®

Guillen-Nijeto and Aleson-Carbonell list three pedagogical changes
that have affected the implementation of games in the classroom: (1) a
shift from teacher-centered to learner-centered education; (2) a shift from
learning by listening to learning by doing; and (3) a shift from memory of
a concept to the capacity to find and use information.® Drawing on these
changes, it can be asserted that games are useful educational tools by virtue
of their interactivity. As Aldrich notes, the interactivity of games requires
that the “learning goals are not just the traditional ‘learning to know’ type,
but also ‘learning to be’ and ‘learning to do”*°

Research on the use of games in education shows they provide mo-
tivating learning experiences," they help students to engage with course
work,'” and they improve desired learning outcomes."” Huizenga and col-
leagues note that the “learning potential of mobile and location-based
technologies [such as games] lies in the possibility to embed learning in an
authentic environment, enhance engagement and foster learning outside
traditional formal educational settings'*

Instructional Benefits

“Although some educators question the value of games, they need to un-
derstand that the game interface is just the ‘motivational engine’ that en-
courages students to delve deeply into the system, encouraging them to
develop skills and knowledge”** There are a number of characteristics of
games that make them beneficial when applied in the classroom context.
First, games are familiar to students. If you tell them, “We are going to play
a game in class,” it ignites their interest, as they have past experiences with
games and know that they should provide fun and enjoyment. Games can
also be easy to explain, given the fact that the students may already have
experience with a similar game. If you say, “This game is like Jeopardy,”
the students will already have an understanding of many of the rules and
purpose of the game. Because of their familiar aspects, games are also very
approachable for students.

Games can also be integrated into the classroom for various lengths
of time. Gamification of the classroom requires the game to continue
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throughout the entire length of the class. But it is also possible to play a
game within a ten-minute period. This ability to insert games into a class
session is beneficial, as it is helpful to have students participate in a range
of activities within class in order to maintain motivation and promote their
engagement.

Games are also nonthreatening, in that students know that within
games, failure or losing is always possible but carries no penalty. In fact,
even when something bad happens in a game, there is another chance for
success. Risk taking is also accepted as a component of games. Compare
this to some classrooms where students may fear to give an answer or ask
a question. Promoting the idea that a risk can result in a positive result is
helpful, as students can apply this understanding to their other interactions
outside of the game where life is not always as safe as they might hope.

Games are also the epitome of interaction. If students are playing a
game, they must engage at some level. This active learning is an important
benefit of games, as learning cannot occur if the students do not interact
with the content in some way. This interaction is also important, in that
games can be used as a way to have students connect to content that may
be considered otherwise boring. By initiating interest and excitement for
a topic, games also create experiences for the students that may be more
memorable. This can encourage later recall of the content.

This interaction also extends to other classmates. Collaborative learn-
ing can be a powerful tool, and by playing games together students have
shared experiences that promote community development. Students also
are able to share their insights and understanding during the game-playing
process, allowing them to learn from one another.

Games and Technology

One major focus of the research on the benefits of games centers on digi-
tal games. As millennials and the following generation continue to move
through the education system, we find students who are more and more
comfortable within a digital environment. Desktop computers are being
replaced by mobile interfaces, and with each new advancement in technol-
ogy, education has incorporated those technologies into the classroom to
both meet students where they live and to help prepare them to work with
these technologies in the future.

As games were first developed for the digital medium, they were known
as edutainment. This encompassed a variety of software programs that were
developed to both educate and entertain. Recently, this term has been re-
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placed by the term serious games. Interest in serious games continues as the
number of individuals who play games either regularly or casually contin-
ues to rise. eMarketer shows increases in both tablet and console gaming.'
A little over 40 percent of video and computer gamers are female, as seen in
surveys by the Entertainment Software Association from 2006 to 2016."” So
games continue to reach an increasing number of both males and females.

Simulations and virtual worlds can also fall under the classification of
digital games. Simulations put students into a safe environment where they
can respond to real-life situations without the fear of failure. Some of the
better-known educational simulations include those in the medical field
and flight simulations. Virtual worlds allow students to take on a role with-
in the game that gives them the power to make decisions concerning how
that world will run. The various SimCity games would be the best-known
of this genre, as players decide how to run a city, manage a farm, or develop
amusement parks.

Serious games require students to process new content and then ap-
ply it. This is especially important as education is not meant to be solely
focused on a student’s ability to repeat a concept but rather the ability to
transfer knowledge in order to apply the concept to a variety of situations.
“The promise of the instructional technology is that educational games
can improve students’ engagement with their own learning in a way that
increases students’ proficiency as well as their willingness to attempt frus-
trating but potentially rewarding experiences in academic subjects that
otherwise might not be appealing”'®

Gee provides a list of learning principles that are found within video
games: cycles of challenges and challenges just beyond the player’s comfort
level, situated meaning, low consequences for failure, and just-in-time in-
formation.' Mayo also provides a list of elements that promote the use of
serious games: massive reach, experiential learning, enquiry-based learn-
ing, self-efficacy, goal setting, cooperation, continuous feedback, enhanced
brain chemistry, and time on task.”” The Federation of American Scientists’
Summit on Educational Games identified a list of educational strategies that
are present in video games.

o clear learning goals

e  practice opportunities

« monitoring of progress, provision of continual feedback
« moving of player to higher challenges

« encouraging of inquiry and questions

o contextual bridging
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o time on task

e motivation

« scaffolding

o personalization

« infinitely patient medium?

There is also evidence that digital games promote neural plasticity and
cognitive abilities. These are traits that are also used when learning.?? This
finding would explain why frequent gamers continue to develop more ad-
vanced skill and strategy within their gameplay.

Types of Games

Games come in a variety of forms, from Jeopardy-like quizzes to virtual
world computer simulations. When integrating a game into the classroom,
there are two main types that can be used. First are games that were devel-
oped specifically to be used for education. Within libraries, a well-known
example is TILT, the Texas Information Literacy Tutorial. The second va-
riety is games that are created for the general public that instructors have
adapted for classroom use. These are referred to as commercial, off-the-
shelf (COTS). Some examples include Civilization and 1960: The Making
of the President.

Within these two larger types of games, there is another categorization
between digital games (within this book, anything that relies on computers
or other game consoles to deliver the games) and analog games (within this
book, a game that does not require technology.)

Considerations

It should be noted that there is the risk when using games in education that
the focus is shifted too much toward the game and away from the desired
learning outcomes. As Guillen-Nieto and Aleson-Carbonell assert, “A key
challenge for designers then is to get the correct balance between delightful
play and fulfilling specified learning outcomes.” This point is also empha-
sized by Yaman and Covington, who argue that “the focus should be on
what was learned, not who won the game.”**

Care should also be taken when implementing game elements in ei-
ther an individual game or an entire class. The game elements are critical,
as they are what work together to create a rich, engaging experience for
the students to learn, but if implemented poorly they can have negative
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impacts. Aldrich offers some of the potential negative results of poor im-
plementation of game elements:
o They take time to develop, which can take away from the devel-
opment of the actual learning content.

« They are experienced by different players in different ways, mean-
ing while some may enjoy them, others may dislike them.

«  Competition may shift the focus for students from learning to
getting the high score.

« Poorly implemented game elements can be seen as lame by stu-
dents.

« Too few game elements result in dry games, while too many can
result in an overwhelming, silly game.”

When implementing games in the classroom, the instructor must first
decide whether to use a pre-existing game or to develop a new game. There
are benefits and drawbacks to each approach. For a pre-existing game it
is not necessary to take time to develop the game, but it will take time to
discover an appropriate game to use, and the content may not address the
specific learning objectives, requiring possible adjustments. By developing
a new game tailored to specific content, the instructor has the opportunity
to individualize the content to meet specific learning objectives in relation
to unique organizational characteristics. However, it does take time and
experience to create a game.

Not all games are created equal in relation to the type of learning that
they promote. While it is possible to promote deep learning through the
use of certain games, these games often require a time commitment that
is not available during one class period. This deep learning will require
multiple interactions with the game in order to make mistakes and gain in-
sight. This does not mean, however, that games do not have a place within
library instruction. The learning outcomes of short games will focus more
on introduction to a topic or review of concepts. These goals are no less
important, and the engaging motivation provided by games makes them a
powerful instructional technique to apply to a library session.

Intrinsic Motivational Factors

As noted in chapter 1, there are seven factors that promote intrinsic moti-
vation. Games address the following factors.
o Challenge—The central tenet of games is that the players must try to
reach a goal. This goal is met by overcoming a range of challenges.
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« Fantasy—Games often put players into situations beyond their
normal world. These games also allow them to experience fantasy
as they earn money or power or success within the game.

» Recognition—Success within a game results in recognition from
other players, either by being declared the winner or by being
added to a leaderboard.

« Control—Games allow players to make their own choices on
actions and events. This control over what is done gives players a
feeling of ownership of their fate.

o Competition—Games allow individuals to play against others
to in order to reach the final goal. This challenge may encourage
some to work harder.

Conclusion

The sample lesson plans in the second part of this book will apply game-
based learning rather than gamification, as its structure is better suited to
the traditional single instructional session offered by librarians. For those
able to create a situation where gamification would be applicable, there
are a range of books and professional webinars that address the process of
gamifying the classroom.

Games can be a powerful means for librarians to connect with students
in library instruction sessions. As Kim notes, “Game dynamics can raise
library users’ level of engagement with library resources, programs, and
services,” and furthermore, “They can help library users to solve problems
more effectively and quickly by making the process fun”*® As an example,
Leach and Sugarman describe their use of a Jeopardy-like game to reinforce
the content learned during their one-shot instruction sessions, and they
note that “the instruction librarian should select, adapt and direct the game
so that it is enjoyable for the students but also has a definite purpose and
defined learning outcomes.”*’

The idea and enjoyment of games is an international commonality. It
makes sense to use that human connection with games as leverage to en-
hance the instruction offered to students. Klopfer and colleagues offer a
nice, concise summary promoting the use of games in the classroom: “Not
only is this highly motivating and engaging for students, it allows students
to retain, connect and transfer learning from these experiences to future
learning and experiences.”**
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CHAPTER 5

Group Work

Nothing new that is really interesting comes without collab-
oration.!

If you have ever seen Apollo 13, you will be familiar with the scene where
mission control dumps a box of materials on a table and everyone starts
working to figure out how the pieces can be used to fix the space capsule
and get the astronauts home. What follows is a buzz of activity as people
share ideas and expertise to solve this critical problem. There was no tro-
phy or personal reward for those in the control room, but as a group they
were able to work together and accomplish something wonderful. Groups
have that power to unite diverse individuals into something more powerful
than the individual parts.

Benefits of Groups
Intellectual

In the most basic terms, groups provide their members with more to work
with. All individuals bring with them past experiences, ideas, skills, and
goals. The end result of this interaction is more than the sum of the parts.
This occurs as comments by one member can lead to a new idea by anoth-
er, which is put into action by the third. Each of these members has con-
tributed something to the group for the betterment of everyone.

Groups allow for the development of in-depth critical thinking and
inquiry skills. When working in groups, it is important for members to
be able to ask for clarification, critique others, analyze assumptions and
implications, and gather perspectives. Teamwork also promotes the devel-
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opment of skills such as being able to develop goals and create a plan, using
the strengths of various team members, and placing a topic within a larger
context.

Social

As it is impossible to create groups without interacting with other people,
there are bound to be social benefits of groups. These are skills that are
developed through collaborative work, but that also must be present for
groups to be successful. These skills include interpersonal (congenial, pos-
itive communication, listening, clear communication, eye contact), group
building (organization, staying on task, managing a meeting, empathy),
conflict management (prevention, resolution, and mediation), and presen-
tation (summarization, synthesis, report writing, and public speaking).

Often within successful groups, the work and leadership responsibil-
ities rotate through the members based on their individual strengths and
knowledge. The ability to take the lead when necessary and allow others
to lead in turn is a very helpful skill to have. It shows strength of character
to not always have to be the official leader and have everyone follow your
direction.

Groups in the Classroom
History and Structure

Working in groups has a very long history within education as well as in
everyday life. Humans are pack animals and have flourished by combining
and forming into tribes. We have worked together to do things that would
be impossible individually. Within the educational setting, group work
goes by a number of different terms: collaborative learning, cooperative
learning, team-based learning, and learning communities. Within the lit-
erature on this topic, there are some mixed definitions of the various terms.
Following are some of the more commonly used definitions.
« Collaborative learning—a structure that requires students

and instructors to work together in order to create knowledge.

Students are given more flexibility in collaborative learning.

Collaborative learning is often the term used in relation to higher

education.

« Cooperative learning—the use of small groups in which students
work together to maximize their own learning and the learning
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of their group mates. Within cooperative learning, instructors
maintain their role of authority on the subject matter. Cooperative
learning is often used when discussing K-12 education.

o Team-based learning—the structured use of small teams involv-
ing preparation outside of class and then application of the con-
tent during class time. A set structure of reading, individual tests,
group tests, and discussion is followed for each unit or module
covered by the class.

+ Learning communities—a group of students who work together
to achieve a shared academic goal. Learning communities are
often made up of more students than those in other group work
situations. A learning community may consist of an entire class
or individuals pursuing a specific degree. Learning communities
also function as long-term groups lasting throughout a semester
or longer.

These definitions demonstrate the fact that group learning can be
structured to reach different goals based on a variety of educational theo-
ries; however, they all seek “to engage students actively in their own learn-
ing and to do so in a supportive and challenging social context.” Within
this book, the term group work will be used as a catch-all to include all
the different definitions and to avoid any specific procedures related to
the different uses of the terms. The literature describes benefits related to
all types of group work, and thus no one variation will be promoted over
the others. When mentioning different research articles, the terminology
set out by the individual authors will be used. Also, given the situation
that many librarians see classes for only a limited time, they are not able
to fully develop the requirements of some of the various applications of
group work.

One method of differentiating groups is by the amount of time that
they are expected to work together.

« Informal groups are created on an ad hoc basis and work togeth-
er from a couple of minutes to a full class period. These types of
groups do best when they have a focused exercise to complete.
This exercise could be a short introduction, transition, or review
of a topic.

« Formal groups last over several class periods and require the
students to work together on a larger product. These groups must
connect both within and outside of class in order to achieve the
learning objectives.
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 Finally, cooperative groups are created very specifically by taking
into account the different group members’ characteristics. They
work together throughout an entire course or beyond. These
groups require commitment by all individuals involved to com-
plete a variety of tasks. There are a number of subsets within this
type of group, ranging from a group established by an instructor
for one course up to learning communities developed by the
institution that place students in a common set of courses and
dorms.

Group work has been used at all age levels for all disciplines. It is one of
the most common types of instructional techniques and is also the basis for
other instructional methods such as problem-based learning and service
learning. There are also a number of specific group learning methods that
have been developed by researchers and developed into specific programs
to be used in the classroom including these listed by Slavin: Learning To-
gether (LT), Academic Controversy (AC), Student-Team-Achievement-Di-
visions (STAD), Teams-Games-Tournaments (TGT), Group Investigation
(GI), Jigsaw, Team-Accelerated-Instruction (TAI), Peer Assisted Learning
Strategies (PALS), and Cooperative Integrated Reading and Composition
(CIRC).?

There are various theoretical structures relating to why collaborative
learning provides such a strong backing for learning in general. Motiva-
tional theories such as behavioral learning theory focus on the belief that
students will work successfully in groups due to the rewards and goal
structure set up within the system. Cognitive theories focus on the effects
of working together. One example is Cognitive Developmental theory,
which stems from work done by Piaget and Vygotsky noting the impor-
tance of working together with more accomplished individuals in order to
scaffold understanding through the Zone of Proximal Development. The
second cognitive theory is Cognitive Elaboration theory, which notes that
for learning to occur, the information must be engaged with by the learner.
Group work allows for interaction with content through a variety of ways
as people work together reading, writing, and summarizing in order to
offer explanations to other group members.

One of the important pedagogical underpinnings of group work cor-
responds to student-centered learning. When implementing group work
in the classroom, the focus shifts from the instructor to the students them-
selves. It is the students who must interact and work with the content rath-
er than having the instructor provide it to them.
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Research Studies

The intellectual and social benefits of groups can also be seen in the class-
room. A meta-analysis of hundreds of research studies on cooperative
learning methods conducted by Johnson, Johnson, and Stanne found
higher individual achievement is obtained through cooperative learn-
ing when compared to individualistic or competitive classrooms.* John-
son, Johnson, and Smith found within their review of research studies
that positive results were found in “promoting meta-cognitive thought,
willingness to take on difficult tasks, persistence (despite difficulties) in
working toward goal accomplishment, intrinsic motivation, transfer of
learning from one situation to another, and greater time on task.” In re-
lation to intellectual growth, cooperative learning is more effective than
traditional approaches, such as lectures, in improving critical thinking,
advanced cognitive development, and higher academic achievement.® Da-
vis notes that “researchers report that, regardless of the subject matter,
students working in small teams tend to learn more of what is taught and
retain it longer than when the same content is presented in other instruc-
tional formats.”’

Slavin found in his review of the literature a number of benefits be-
yond academic achievement, including intergroup relations, self-esteem,
proacademic peer norms, positive locus of control, time on task, class-
room behavior, liking of class and school, liking classmates and feeling
liked by classmates, cooperation, altruism, and the ability to take on an-
other’s perspective.® Positive social benefits include increased positive
relationships between heterogeneous students, increased self-esteem,
self-efficacy, social competencies, coping skills, and positive attitudes to-
ward school.’

Sweet and Pelton-Sweet note how a student’s social connection in the
classroom affects “academic performance, self-efficacy, motivation to learn,
and perceptions of one’s instructor, peers, and task value”’® Yaman and
Covington show that the benefits of group work increase collaboration and
participation, create a bond between members, limit the potential embar-
rassment of answering questions individually, hold group members equal-
ly accountable, and allow members to learn from and teach one another."
The last of these benefits—learning from and teaching one another—goes
beyond the matter of course content; group dynamics also facilitate the
exchange of diversity in culture, ideas, and beliefs. As Sutton, Zamora, and
Best state, “Within groups, students teach and learn from one another—
they share insights, model skills, and probe each other’s thoughts*?
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Instructional Benefits

The nature of group work corresponds directly to the research that is done
examining the characteristics of successful classrooms. Astin found that stu-
dent-student interactions and student-faculty interactions were the most im-
portant influences on academic success and satisfaction.”® This interaction
is the central aspect of group work. Group work also fits in with the Seven
Principles for Good Practice in Undergraduate Education. Three of the seven
principles in particular are readily addressed by group work: contact between
students and faculty, cooperation among students, and active learning."

Group work allows students to hear ideas and perspectives from a
variety of positions, which allows for the development of deeper under-
standing of topics. It is also helpful for students to discuss topics in groups,
as they are able to use language that is understandable to each other. An
instructor may unconsciously use terms or examples that do not relate to
students, while students are able to connect with each other as peers.

Students taking part in group work also have the opportunity to de-
velop a positive relationship with learning by establishing study habits and
an opening, questioning relationship with the course content. Putting stu-
dents together in groups allows them to share interest in a topic, which will
optimally result in deeper interaction and more meaningful learning.

Group work allows for students with different levels of understanding
to interact with each other around a topic. This promotes the use of Vy-
gotsky’s Zone of Proximal Development. This means that students with
a lower understanding will benefit from the understanding of higher stu-
dents. This mix of students also benefits the higher level students as they
share with the other students. Teaching a topic to someone else has been
frequently shown as a way to increase understanding. This means that
group work provides benefits for all types of students.

Group work also provides a positive impact on retention and per-
sistence, another important consideration for higher education.' This ef-
fect stems from the fact that connection and interaction with others on
campus is one of the big drivers in students staying on campus. If students
feel connected with someone at the institution, they are more likely to stay.

Successful Group Work

The quality of learning undertaken by groups can vary depending on a
number of factors. Meyers and Jones put forth five features that should be
in place for successful collaborative learning:
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« A sense of interdependence among team members. Team mem-
bers should believe that their success depends upon the success of
their teammates.

« Accountability of individual students to both team and instruc-
tor. While team members depend on one another, they are also
accountable for their own learning. This means they will be eval-
uated both for their work in the team and as individuals.

« Frequent face-to-face interaction to promote team goals. Teams
must not simply divide up the learning task and work on it in
isolation; they must interact and focus on the task.

o Development of social skills needed for collaboration. Group
work requires the development of specific social skills. Instruc-
tors must promote the development of these skills as well as
knowledge in the content area.

Critical analysis of group processes. Teams need to reflect on the
work they are doing during and after the group work. This reflec-
tion relates both to the course content and to the workings of the
group.'

A pretty typical subpar group assignment puts students into a group to
write a paper. At this point, the students divide up the paper and each goes
off to work individually. They have a deadline set to get their work to some-
one who puts it all together. At least one person misses this deadline, and
there is an e-mail exchange trying to get that part of the paper completed.
In the meantime, someone is putting the paper together by maybe add-
ing a transition sentence between the sections written individually. They
usually get the formatting fixed, ensuring that the font and spacing is the
same throughout, but there is no consideration for the flow, structure, or
cohesiveness of the work. If they get the missing section, it will be thrown
in at the end. If not, the person who organized the paper will quickly type
something in order make sure everything is covered. The paper is handed
in with the group getting one grade.

Based on this experience, there is always a group member who is
resentful that others got the same grade and did little to no work. This
member approaches future group work with the idea that group work just
means more work in order to help out an undeserving classmate. There is
also a group member who was able to coast by with little work. This mem-
ber approaches future group work with the goal of finding a “smart class-
mate” who will help the rest of the group receive a better grade. There are
finally the group members who did the bare minimum in order to get the
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project done. These members approach future group work doing just what
is necessary to get by. Overall, none of these students has engaged with the
topic or is able to fully implement what they were supposed to learn. They
could have each written their own paper with a resulting range of quality.
Instead, the instructor has a collection of similar papers that each possesses
the same disjointed and uneven writing.

This example has failed to meet any of the features of successful group
work. First, success within the paper did not require interdependence
among the group. There was no need for each group member to learn
about and understand the entire topic. Second, each member got the same
grade for the paper. This meant that there was no individual accountability.
It was possible for a member to contribute nothing to the group. Third, the
group did not need to interact. They were able to complete the paper apart
from one another. Fourth, there was no need for or development of social
skills. Social skills would have helped with communication for the mem-
bers to share how they felt. Finally, the group did not analyze the process.
They were not able to think about and discuss the process of completing
the paper, which means that they had no way to work through what turned
out to be a negative process.

When initiating group work within the classroom, be sure to consider
how these features will be met. While some elements, such as having indi-
vidual and group accountability in regard to grades, will not be applicable
for librarians teaching a single session class, it is still important to make
sure that both individuals and the group are equally responsible, rather
than one or two individuals in the group taking on all the work and re-
sponsibility.

Groups and Technology

Integrating technology into group work can take a number of forms, but
each should address the features of successful group work discussed pre-
viously. Within face-to-face sessions, technology can be used as a tool al-
lowing group members to work together on an individual project. While
there are a number of cooperative technologies with an ever-changing ar-
ray of features and offerings, one common location is Google with a range
of tools that allow a wide number of individuals to work on the same item
at the same time. It is best to use well-known products when working with
students in a short time frame. During semester-long courses, it is possible
to have students sign up for product accounts with lesser known or more
specific features.
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These cooperative technologies are not only useful when teaching
face-to-face sessions, but also when developing group work for online
sessions. Integrating group work within an online class poses a new set of
challenges. When embedded within a course offered by another faculty
member, the librarian must work closely with that individual in order to
promote group work that fits within the pedagogical structure developed
by the faculty member. If group work is not a part of the overall course,
it is harder to integrate it online as opposed to in person. Even within a
semester-length class, it can be difficult to establish group work. Klein-
sasser and Hong provide a look at the challenges in setting up group
work within an online environment as well as offering a design on how
to develop meaningful group discussions within a course management
system."”

Considerations

Given the limitations of single-session instruction, librarians may not have
the amount of time needed to provide students with the necessary guide-
lines and support for establishing ideal groups. However, the increased use
of group work in higher education means that students will likely have
some experience with the concept and be able to work effectively with team
members for the purpose of completing short instructional tasks. One
of the most common activities used by library instructors is Think, Pair,
Share, which involves the creation of small, ad hoc student groups that
are asked questions and required to discuss their answers with teammates
before responding to the entire class. This type of group activity helps to
generate new ideas and prevents classroom discussion from being domi-
nated by a few individuals.

Group work is often discussed in relation to the fact that it offers a
change from the individual competitive nature that is found in many class-
rooms. In the traditional classroom, students compete against each other
in order to get the right answer and demonstrate their superior knowledge
over other students. They may also be competing for a limited number of
As and Bs. This approach leads to students hoarding information because
by sharing their knowledge they are losing their edge over others. Collab-
orative work requires students to work together and interact with the con-
tent on multiple levels. This interaction leads to increased understanding.
Even though the literature notes some of the downsides of a purely com-
petitive classroom in relation to learning, it does not call for a complete
abandonment of competition or individual work.
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In fact, competition can be combined well with group work. Using this
system, groups work together to compete with other teams. This structure
provides support and assistance that is not found in individual competi-
tion. Group competition also results in additional enjoyment as the group
mates are able to bond and support each other’s accomplishments. They are
also able to support each other in case of failure, as there is a decrease in in-
dividual responsibility for failure, which results in lower negativity. Often
even after a defeat, the group unity is such that members will support each
other and praise the work that was done.

When group work is initiated in the classroom, it must be evaluated
with conscious consideration as to its benefits and effectiveness. First, it
must make sense for the students to be working in groups. Merely having
students sit in “groups” while working on a project does not automatically
result in the benefits of group work. There must be a specific reason for
the students to be in a group as opposed to doing the work individually.
In addition to having a reason to be in a group, it is also important that
each person have a say in the group. The goal in group work is to have
every member understand the content; this means that each member of
the group must be able to articulate and use the content by working with it
in their group. Group work is not effective if only one person understands
and does the work without the others.

One method of ensuring that all the members of the group understand
the content can be accomplished through the report out. Have the groups
figure out the answer or discuss the issue, but when it is time to report back
to the rest of the class on their findings, do not let them choose who will
talk. Rather, a random person from the group will be called. This means
that everyone must understand, because they do not know in advance who
will have to talk for the group. When a random person is chosen to talk, it
is also important that the students understand that it is random and that
you are not picking on specific individuals. One method would be to have
a number assigned to each individual and then choose a number out of a
hat. Some instructors also use playing cards to pick randomly.

Instructors also need to remember that students likely have had expe-
riences with groups that were not successful. They may have had a group
member that just freeloaded off the work of the others or who would not
listen to what anyone else said and made all the decisions. In cases such
as these, the negative experience may have soured future encounters with
group work. These poor experiences were the result of mismanagement
on the part of the instructor. It may therefore be helpful before you initiate
group work to explain to the class why you are having them form groups
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and what their responsibilities will be. This lets them know that you are not
just giving them time to talk to one another; rather, you have the expecta-
tion that they will learn and apply the content.

Intrinsic Motivational Factors

As noted in chapter 1, there are seven factors that promote intrinsic moti-
vation. Group work addresses the following factors:

« Competition—Some group work places the groups in opposition
to each other to reach a goal. It also occurs that even when there
is no competition, some groups may create their own competi-
tion by playfully claiming to be better than the other groups. This
provides a group unity by creating an “us against them” mentality.

+ Cooperation—Group work is based on the idea of cooperation:
that by working together, the individuals are all able to achieve
the set goal.

+ Recognition—By working together, individuals are able to have
their group mates see their contributions. They are recognized for
what they bring to the group.

o Control—Group work often allows the members choices as to
how they will split up the work and who will take on what roles.
This option of control lets them take ownership of the group’s
work.

Conclusion

The group work lesson plans offered in part II of this book will focus on
informal groups. Stein and Hurd note several instances when informal
learning teams can be successfully utilized.”® These include introducto-
ry exercises used to engage student interest, transitional exercises used
to shift from lecture to discussion as a way to stimulate participation and
gauge the understanding of the students, and review sessions used to pro-
vide students with a chance to form and clarify their understanding.
When groups are used properly to motivate students to engage with
the subject content by having them work together to create understand-
ing, they have been proven successful across all age levels and in all disci-
plines. The intellectual benefits of group work, including enhanced critical
thinking and evaluation, fit perfectly with the Framework for Information
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Literacy. Given these results and benefits, librarians should take time to in-
corporate group work within their instruction sessions. Well-planned-out
group work is a strong addition to the range of instructional techniques
that can be applied in the classroom.
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PART [
Fun as a Means
of Motivation

The next part of this book will provide a range of lesson plans addressing
the three instructional techniques discussed in part I. Each chapter ad-
dresses one of the six threshold concepts set out in the Framework for In-
formation Literacy for Higher Education. Within each chapter, there will be
three lesson plans, one each focusing on humor, group work, and games.
Although the lesson plans are all connected with one of the three learning
techniques, they often overlap with the other techniques. It can be hard to
play a game without humor creeping in. And some students will turn any
group work into a competitive challenge by declaring their group the win-
ner even if the work was not a game.

Lesson plans should be created with a backward design approach that
first calls for the development of the learning outcome. This step requires
the instructor to identify what the students should know or be able to do
at the end of the lesson. This corresponds to the learning objective noted
in the lesson plans. Next, the instructor should calculate how to determine
when the students have reached this learning objective. What evidence will
they provide or create to show their understanding? This corresponds to
the assessments applied in the lesson plans. The final step addresses the
instructional strategy required to reach the learning outcome, which will
include the activities and instructional experiences. This corresponds to
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the procedure section noted in the lesson plans. A classic text on back-
ward design is Understanding by Design by Wiggins and McTighe.! This
publication has provided structure for a number of individuals planning
instruction sessions. Those looking for a text that addresses more in-depth
concepts of instructional design can consult Real World Instructional De-
sign by Cennamo and Kalk.?

Each of the sample lessons in this section starts with a short summary
stating its purpose. Next follows a learning objective. Learning objectives
are the foundation of any instruction session, as they provide the stated
aim behind the instruction. They set out what students will do in order
to reach a specific instructional goal. Learning objectives also provide a
structure for student assessment, as the assessment tool must focus on the
stated learning objectives.

These learning objectives were developed in order to highlight an abil-
ity or knowledge addressed by the corresponding threshold concept. The
task force that developed the new Framework for Information Literacy for
Higher Education states that “neither the knowledge practices/abilities nor
the dispositions are intended to be used as learning outcomes.” Rather, it
is up to each institution to develop outcomes that correspond to the needs
and standards of the institution. Mastery of the threshold concepts laid out
in the Framework requires extended time, practice, and application of the
central ideas. As a result, it is not possible to write one learning objective to
encompass an entire concept. However, parts of any individual concept can
be addressed within various learning objectives. Oakleaf provides a well-
laid-out approach for those looking to write learning objectives for the new
threshold concepts found in the Framework.* One of the important points
of her article is that the best way to address and assess learning objectives
based on threshold concepts is through the use of active learning strategies
in which the students are required to do something to demonstrate their
knowledge. This strategy is incorporated as much as possible into the les-
son plans developed in the second half of this book.

These lesson plans address a range of student abilities in order to pro-
vide examples that might work for the wide range of instruction sessions
offered by librarians. Some lessons are meant for individuals first entering
college, while others would be more applicable to graduate students. The
lessons also try to address different class sizes, from small seminars to large
lecture classes.

The procedure of the lesson plan provides a step-by-step outline for
implementation. This outline includes the approximate time required to go
through the lesson; any supplies that are needed; and, as applicable, a script
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for the librarian to read, rules for a game, or suggested guidelines for what
the students and librarian should do during the lesson.

The next aspect of each lesson plan addresses assessment. This is a
critical component of every instruction session. Assessment is a continual
process, the aim of which is to find out whether the students are meeting
the stated learning objectives. The results of these assessments then can
influence any changes that are made subsequently in the instruction of-
fered. This process continues with more effective instruction and enhanced
learning within each successive round of the cycle.

The importance of assessment derives from two main areas. First, on the
individual level, it is important for instructors to know that their students are
meeting the learning goals that have been set up for them. Assessment in this
way allows the instructor to determine the effectiveness of the instruction.
On an institutional level, assessment is becoming a critical component as
colleges and universities work to demonstrate the effect they are having on
their students to a range of stakeholders including accreditation agencies;
local, state, and federal governing bodies; and students themselves.

The sample lesson plans offer assessment measures for both formative
and summative assessment. Formative assessment is assessment that is
done throughout the instruction offered to students. It is used as a means
of guiding future instruction offered to the same students. Simply put, it is
a way to determine whether students understand what is being taught or
if the content needs to be addressed in more depth. As formative assess-
ment allows students to “share control of the class with the instructor;” it
promotes intrinsic motivation. Formative assessment is typically qualita-
tive feedback that indicates to the instructor how to proceed in the lesson.
This often on-the-fly assessment allows the instructor to monitor the un-
derstanding of the students. Formative assessment could also be seen as
comprehension checks, informing the instructor whether the students are
ready to move on to the next topic. Some methods of conducting formative
assessment include asking questions of students, monitoring the questions
asked by students, or asking students to summarize what they understand.

Summative assessment is assessment that is done at the conclusion of
the instruction in order to determine what the students have learned and
understood. It can be thought of as a final proof of student comprehension.
Summative assessments provide an evaluation of the students’ learning in
relation to an established goal. Some examples of summative assessment
include an exam, paper, or final project. Some of the artifacts used in the
summative assessments within the lesson plans in part II could be used
as formative assessments within a full-length class. For example, concept
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maps could be used as a method of gauging the students’ understanding
before continuing with further instruction. However, given the short in-
struction sessions often provided by librarians, these items are most often
used as the summative assessments at the end of the lessons.

There are a number of methods that can be used to conduct assess-
ments. Effective assessment will use a range of methods in order to get a
broad picture of the learning that is taking place. Two broad categories of
assessment are indirect measures and direct measures. Indirect measures
provide a secondhand view of the learning that has taken place. Some of
the most common indirect measures include surveys and course grades.

Direct measures look at learning first hand. Some of the most common
direct measures in information literacy assessment are bibliography re-
views and research journals or logs. Another source of direct assessment is
authentic assessment. Authentic assessment asks students to demonstrate
“in a meaningful way, what they know and are able to do It also looks at
the process rather than just the end product. Thus, this type of assessment
fits perfectly with the threshold concepts put forth in the Framework, as
the threshold concepts deal not only with discrete skills but also with how
students think about a task. Some types of authentic assessment include
rubrics, concept mapping, minute writing, cases, and portfolios. Jacobson
and Xu offer a more in-depth look at how these assessments can be used.”

These lesson plans offer a range of assessment methods. Given their
importance, however, as many authentic assessment measures as possible
are included, especially the use of rubrics. Information literacy is a disci-
pline that must be continually developed rather than a skill that can be
simply mastered. To address this range of development, the rubrics use
the language of the Framework to detail specific traits and demonstrations
categorized as Expert, Intermediate, and Novice Learner. It is not to be ex-
pected that each student will reach the point of Expert Learner after these
sessions. But by discovering the average understanding of the students, it
would be possible to adapt future sessions accordingly. Another authentic
assessment method that is useful is minute writing as “students who are
asked to engage a learning process that requires writing as demonstration
and artifact of their own inquiry are more likely to report both learning
and engagement.”®

Each lesson plan ends with a section on notes, modifications and ac-
commodations. These provide advice or comments related to the lesson
plans. This section also provides possible methods for expanding or chang-
ing the lesson plans to address diverse audiences. These suggestions are
not the only method of modifying the lessons, as these lesson plans are
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not meant to be the only way to teach students these learning objectives.
But it is hoped that they will provide inspiration and some guidance for
the instruction librarian to start incorporating various instructional tech-
niques that provide fun into library instruction sessions. The lessons and
assessments themselves can be modified as the instructor sees fit in order
to meet the stated goals and to meld with the instructor’s individual per-
sonality. Because if the instructor is not having fun, it is going to be difficult
to convince others to have fun.

Notes
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CHAPTER 6

Framework
Concept

Authority Is Constructed
and Contextual

Information resources reflect their creators’ expertise and
credibility and are evaluated based on the information
need and the context in which the information will be used.
Authority is constructed in that various communities may
recognize different types of authority. It is contextual in that
the information need may help to determine the level of
authority required.!

Lesson Plan 1. Humor
Lesson Plan Purpose

This lesson plan offers an introduction to the topic of authority. It has
students consider what it means to have authority and that popularity does
not equal authority.
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Learning Objective

Students will discuss the idea of authority in order to understand its im-
portance in relation to context.

Audience

Lower-level undergraduates. Class size from 2 to 200.

Procedures
Time—15 minutes

Supplies—Two example horoscopes. One horoscope should be serious
and the other humorous, such as from The Onion. Physical copies can be
printed for distribution, or an electronic version can be projected. Make
sure the horoscopes have the dates by the signs for those who do not know
their astrological sign.

Process—Ask the students to close their eyes. Instruct them with their
eyes closed to spend twenty seconds thinking about what they will do
today and what will happen to them. While their eyes are closed, bring up
the serious horoscopes on the screen or pass out the physical copies. After
the twenty seconds, have them open their eyes and read their horoscope.
It is okay to let them share their horoscopes with each other, as this opens
the conversation and reassures them that it is okay to speak in the class.
People often like to share their horoscopes. Ask them if their plan for the
day has now changed. Have them give reasons why or why not. Note that
perhaps they have just not read the right horoscope and then project or
share the humorous horoscopes. Again ask them if their plan for the day
has changed.

Start a more in-depth discussion by noting that thousands of people
read their horoscopes every day. Doesn’'t that mean that horoscopes are
credible and an authoritative resource to use for planning your day? If
people are not reading horoscopes to actually decide how to live their life,
why are they reading them? How does the purpose and information need
change whom you believe? Discussion can continue by asking about the
author of the horoscopes. This segues into the idea that often an idea can be
shared, but there is no real authority behind the information. This is what
happens with rumors, and it is always important to approach something
with honest skepticism until it is possible to determine who is advocating
a point of view and why they are doing so.
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What follows this introduction depends on the individual needs and
objectives of the class. Some possible topics that could be addressed next
include peer review, evaluation, or ways to determine the qualifications of
an authority.

Assessment Opportunities

Formative Assessment—Formative assessment is done through the re-
plies of the students as they discuss why horoscopes are or are not author-
itative. An important concept for the students to demonstrate is that there
are different information needs, and while someone or some resource may
be useful in one situation, it will not be appropriate in all situations.

Summative Assessment—The primary purpose of this lesson plan is to
introduce the idea of authority and engage students for further discussion
on the topic. Thus, an in-depth summative assessment just on this use of
humor will not be possible. It may be possible to include a question on
authority within a larger information literacy quiz completed after the in-
struction session. This would provide data on the understanding of the
students relative to the concept of authority. It would also be possible to
have the students complete a one-minute paper on the topic of authority.
A simple prompt for this writing would be, “How will thinking about au-
thority affect your next search for information?” These papers would be
collected and could be assessed using the rubric in table 6.1.

Table 6.1
Rubric for assessing one-minute papers on authority.

experience and/
or education and/
or an extensive
publication
history.

their expertise.

Expert Learner Intermediate Novice Learner
Learner
Clarifies how | Recognizes that Is able to States author/
authority an authority on explain how the | creator was
depends on the topic will author/creator | expert without
expertise. possess years of | had developed | further

explanation as
to how this was
determined.
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Table 6.1
Rubric for assessing one-minute papers on authority.
Expert Learner Intermediate Novice Learner
Learner
Clarifies how | Articulates how Notes how Shows no
authority the expertise authority understanding
depends on held by the depends on that authority
context. author/creator the context of | in one context
isimportant and | the research does not mean
fits within the topic but does | authority is
context of the not describe held in another
topic/research how authority context.
question. matches the
need of the
current topic.

Notes/Modifications/Accommodations

It would be possible to explore the use of astrology in other ways during the
class to also address the concept of authority. As another example, have the
students share their astrological signs. You would then put them together
according to the strength of their astrological friendship compatibility. These
can be found on different websites; for example, Scorpio goes with Pisces,
while Taurus will be most compatible with Cancer. Let them know that they
are now best friends with this new person. This results in the humor with
some unlikely pairings. This opens up the class to the discussion. Question
prompts could include the following: Do you use astrology in deciding on
friends? Why or why not? Do you use astrology for anything? In what con-
text does it make sense? Do you know anyone who uses astrology as a guid-
ing authority? Another way to deepen the discussion could be to include
the descriptions as to why the two signs should be friends. Individuals often
find some similarities to the traits listed in their astrological sign, so it could
be asked, if the details are true, why would the whole system lack authority?

It is possible that there may be an individual or several individuals in
a particular class who may be very serious with regard to astrology. These
students may be offended if all of astrology is brushed off as nonsense. To
counter this, it is important to guide the conversation within the structure
that relying solely on horoscopes to guide your daily activities and expec-
tations can be a detriment. Horoscopes do not have real authority to tell
you what will happen during the day. This can also be a great opportunity
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to highlight the fact that as individuals, the students are approaching this
topic with their own opinions and biases, and this may affect how they
respond. It is important to always be aware of personal approaches and
contexts in order to construct a complete picture of a topic and those ex-
perts within the topic.

Lesson Plan 2. Game
Lesson Plan Purpose

This lesson plan offers a reinforcement of the topic of authority. Students
are required to show their understanding of authority by looking beyond
the most convenient resource in order to find the highest quality resource.
In addition to using evaluation skills to select the resource, they must also
demonstrate an understanding of evaluation by presenting their resource
to explain what makes it authoritative.

Learning Objective

Students will analyze the authority of a source in order to find a high-qual-
ity artifact on a specific topic.

Audience

Class size ranging from 6 to 25. Undergraduates through graduate students.

Procedures
Time—50-75 minutes

Supplies—Computer and Internet access for students; preferably each stu-
dent should have individual access. Projector and screen.

Process—

PURPOSE: Small teams will compete to present the most authoritative ar-
tifact (article, website, video, lecture, etc.) on a specific topic. Judging of the
artifacts will be done by the librarian and class instructor. The team that is
able to make the most compelling case for its artifact will be declared the
winner.

INTRODUCTION—LIBRARIAN’S SCRIPT: Today’s game will be a chal-
lenge of your searching abilities, your critical thinking skills, and your ability
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to make a persuasive argument as well as question others’ arguments. You
will be working in teams using your combined skills, experiences, and knowl-
edge in a game we are calling “Respect My Authority.”

GAME PLAY:
1. Class is broken up into groups of 3-4 students.

2. 'The entire class is given a research topic or question on which they
will focus their research for the game.

3. Students are given free range to find the most authoritative artifact
they can on the topic. They are open to using whatever resources they
see fit, including open Internet webpages, library resources, etc.

4. When they have selected their artifact, they must prepare a persuasive
presentation that highlights the reasons why their artifact is the most
authoritative.

5. After approximately 25 minutes, the students will begin their presen-
tations.

6. After each presentation, the other teams will be given an opportuni-
ty to ask questions. These questions are meant to really get into the
details of the authority of the artifact. Students should be told that
asking good questions will result in earning more points for their
team, but it may also enable the other teams to make a stronger case
for their artifact.

7. After all the presentations, the librarian and instructor consult using
their rubrics (table 6.2) to decide which team made the most compel-
ling case for the authority of its artifact.

EXAMPLE TOPICS AND RESEARCH QUESTIONS:
» Existence of extraterrestrial beings.
o How have visits by researchers and tourists affected Antarctica?

«  What is the effect of differentiated instruction on elementary
school children?

Assessment Opportunities

Formative Assessment—The formative assessment is completed during
this game by visiting and listening to the teams as they work on finding
their artifact. Some of the possible things that might show understanding:
students looking up authors to see who they are and what they have done;
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students talking about types of sources, such as whether they are peer-re-
viewed; discussions of how authors can be easier to look up in library da-
tabases compared to websites; and comments that different authors may
have varied takes on the topic depending on their backgrounds.

Summative Assessment—The rubric in table 6.2 will be completed by the
librarian and/or course instructor during the presentations. It provides an
assessment of the understanding of authority shown by the students. It also
contains some components that are just related to scoring the game. When
filling out the rubric for each team, it is also important to consider the un-
derstanding that is shown by the questions asked. The questions may show

a deeper understanding than the presentations.

Table 6.2

Rubric for scoring the game "Respect My Authority”

Expert Learner Intermediate Novice Learner
Learner
Clarifies how | Recognizes that Is able to States author/
authority an authority on explain how the | creator was
develops the topic will author/creator | expert without
expertise. possess years of had developed | further
experience and/ their expertise. | explanation as
or education and/ to how this was
or an extensive determined.
publication history.
Clarifies Is able to articulate | Will note that Provides artifact
authority how this authority | there are some | as the isolated
within larger | represents a differences in truth on a
context. specific thought opinions on the | topic without
within the larger topic. consideration as
topic by noting to how it relates
details such as to other sources
differing opinions or authority.
in the topic,
new research,
or prevailing
discourses.
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Table 6.2

Rubric for scoring the game "Respect My Authority”

fits within the
context of the
topic/research
question.

research topic
but does not
describe how
the authority
of their artifact
matches the

Expert Learner Intermediate Novice Learner
Learner
Clarifies how | Articulates how the | Notes how Shows no
authority expertise held by | authority understanding
depends on | the author/creator | depends on the | that authority
context. is important and context of the | in one context

does not mean
authority is
valid in another
context.

need of the
current topic.
Presentation 3 2 1
flows, makes
logical
sense.
Presentation 3 2 1
represents
a combined
group effort.
Questions 3 2 1
are asked.

Notes/Modifications/Accommodations

If students are having trouble developing reasons why something is author-
itative, you could use prompt questions such as these: What are the author’s
credentials? Has he or she written other things on this topic? Where did
you find the artifact? Or how does where it is found affect the authority?

In order to encourage students to utilize a broad range of resources,
this lesson may be best done after the students have some experience using
different library databases. This should result in sources more varied than
those that would be found by everyone conducting the same Google search
and will allow for a broader discussion on the way in which authority is

developed.
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This game is effective in that it closely resembles the actual research
process conducted by students. By opening up the search to all information
resources, it is possible to see in detail the actual thinking done by students
rather than limiting the requirement to use a specific library resource.

This game can be played by a wide range of students. The content of
the question will differ depending on the course. It may be helpful to work
with the course instructor to develop a question on a topic related to class
discussion. More experienced researchers should offer more detailed anal-
ysis of what constitutes authority. Graduate-level classes may also initiate
discussions on how ideas in the discipline have changed or on new re-
search that is being conducted.

Due to the fact that a part of this game focuses on a presentation, it
may be very appropriate to use it within a speech or oral communications
course. This would be another way for the students to present in class, and
it could provide the course instructor with an opportunity to grade the
students. It may also be used as a practice exercise on how to organize
and develop a persuasive argument. By connecting these features, the stu-
dents will see the importance of a clear argument outside of the classroom.
It may also help the development of stronger presentations by having the
students view it as a structured talk rather than as a random ramble of
thoughts. If the game is used in a speech class, it would be possible for the
course instructor to judge the presentations using a different rubric fo-
cusing on communication criteria, while the librarian uses the summative
rubric in table 10.2. These scores can then be combined in selecting the
winning team.

Lesson Plan 3. Group Work
Lesson Plan Purpose

This lesson plan offers practice in determining authority. Students must
judge the authority of various sources in order to determine the quality of
information that is being presented. They must consider how the context of
a question will affect the authority of those providing relevant information.

Learning Objective

Students will establish the authority of a resource in a specific context in
order to determine reliable information on a topic.
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Audience
Class size from 4 to 200. Undergraduates through graduate students.

Procedures
Time—15-20 minutes.

Supplies—Cards containing information about each student’s persona
during the group work. Preplanned information needs. Sheets for the stu-
dents to record their final thoughts from the discussion (figure 6.1).

Process—Students are put into groups of 4-5.

INTRODUCTION—LIBRARIAN’S SCRIPT: Today in your groups you
will have a discussion, at the end of which you will develop a list of individ-
uals with high authority, medium authority, and low authority. Each group
will be given a stack of cards. There will be a persona card for each individual
and an information need or question card. Everyone will choose a persona
card. Then go around your group and introduce yourself using the persona
that you chose. Then someone will read the information need or question
card. You will then discuss the topic and your authority to talk about the
topic. You will have ten minutes for your introductions and discussion. At
the end of the discussion, your group will need to develop a list of individuals
with high authority, medium authority, and low authority. For each individ-
ual, you will give the reasoning for the specific categorization. These sheets
will be handed in at the end.

EXAMPLE CARD GROUPINGS:

+ Information Need/Question: What is the best way to stop a two-
year-old from biting other people?
Personas: Parent of three teenagers. Five-year-old child. Dentist.
Psychology student. Family lifestyle blogger.

« Information Need/Question: What is the best way to handle
stress?
Personas: CEO of pharmaceutical company. Yoga instructor.
Therapist. Life coach. High school counselor.

o Information Need/Question: What is the best method to protect
a company’s technology infrastructure?
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Personas: Computer science professor. Member of the hacker
group Anonymous. CIA operative. CEO of IBM. Head of a busi-
ness I'T department.

o Information Need/Question: What is the impact of Sylvia Plath
upon current feminist theory?
Personas: Poet. PhD in British literature. Researcher with five
articles published on Plath in the 1990s. Researcher with two
articles published on Plath within the past five years. Plath’s
grandchild.

Individuals with high authority How do you know?

Individuals with medium authority | How do you know?

Individuals with low authority How do you know?

FIGURE 6.1
Fact sheet for listing individuals with varying levels of authority
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Assessment Opportunities

Formative Assessment—Formative assessment can be accomplished by
meeting with the groups as they are filling out their fact sheets (figure 6.1).
It is at this time that you can help guide their thinking and lead them to
consider how their topic or research question affects the different types of
authority, the bias of the authority, or the position of the authority within

the larger topic.

Summative Assessment—The sheets (figure 6.1) filled out by the groups
at the end of the discussion will provide the artifact to be used for the sum-
mative assessment. The rubric in table 6.3 provides example criteria with
which to review the responses made by the students.

Table 6.3
Rubric for assessing fact sheets filled out by groups.
Expert Learner Intermediate Novice Learner
Learner
Recognizes Describes the Articulates that | Does not
different types | different types expertise can take into
of authority. of methods be achieved account that
available to gain | duetoa expertise may
expertise and number of be acquired
notes how the criteria such through a
specific methods | as education, variety of
are applicable experience, or | means.
within the employment.
specific context
being discussed.
Positions Describes the Can articulate Recognizes
authority authority within | why certain authority may
within the the larger context | authorities hold a bias on
larger context | while referring to | would hold a the topic.
of topic. possible disputes | certain view
within the topic | or position on
and how the a topic due to
prevailing stance | their bias or
was developed. privilege.
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Notes/Modifications/Accommodations

This lesson can be used with a range of students by modifying the informa-
tion need or question and personas. For general classes, the questions can
cover basic information needed by students both in class and in their lives.
For classes within a specific discipline, the information and personas can
be shifted to address both topics within the field and authorities that repre-
sent the types of resource sources they will be exposed to within the field.
This acclimates them to the fact that there are specific types of “expert”
sources within their field. For graduate students and those deeply involved
in their disciplines, it would be possible to insert personas of specific in-
dividuals known within the field. These types of personas would allow the
discussion to explore the concept that ideas within a field may change and
that the prevailing theories may not always be accepted.

It is possible to give each group the same question and personas or to
give each group a different question and personas. When using the same
question and personas throughout the class, it would be possible to have
a larger discussion at the end where the students could share their papers
and be able to evaluate the reasoning of other groups. The variety offered
by using different questions and personas allows for a greater range of dis-
cussion within the classroom.

Note

1. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
4, http://www.ala.org/acrl/standards/ilframework.

Bibliography
Association of College and Research Libraries. Framework for Information Literacy for
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CHAPTER 7

Framework
Concept

Information Creation as
a Process

Information in any format is produced to convey a message and
is shared via a selected delivery method. The iterative process-
es of researching, creating, revising, and disseminating informa-
tion vary, and the resulting product reflects these differences.?

Lesson Plan 1. Humor
Lesson Plan Purpose

This lesson plan offers an introduction to the research process. Students
must work together to create and outline the steps they take when con-
ducting research.

Learning Objective

Students will develop and analyze the creation of a research process in or-
der explore how process affects the final information.
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Audience

Undergraduate students. Class size from 5 to 30.

Procedures
Time—20 minutes

Supplies—Paper and pencil. Final questions for students to complete.
These could be completed either with paper in class or electronically and
sent to the librarian.

Process—

LIBRARIAN’S SCRIPT: Today we are going to create step-by-step instruic-
tions on how to do research for a paper for someone who has never had to
do research before. This means that it will be very important for us to list out
each step and provide details that will be helpful. I am sure you have all been a
part of a class where, when the professor says “we” are going to do something,
it really means that there is one student who will really do it all. That will not
be the case today, as we will all work together to create these instructions, and
everyone will contribute. In order for that to happen, we are going to write our
instructions one person at a time with everyone adding six words. We will just
go around the room so everyone can share. We will also need to keep a record of
our instructions so after you add your six words, you will need to write the next
person’s six words down on our sheet of instructions. I will start us off: “The first
step in research is...” Now, who will go next while I write down your words?

The instructions and paper and pencil continue around the room as
each student adds six words. Every student should contribute at least once,
with the final number of additions depending on the instructions that are
created. After the instructions are completed, the librarian takes the sheet
and thanks the students for their work.

To complete our step-by-step instructions, I would like you to answer the
following two questions to be turned in: What steps, if any, do you think are
missing from our instructions? How does following these steps affect the qual-
ity of the final research paper? I will now read our instructions to remind you
of what we came up with. The answers will either be collected or e-mailed
to the librarian.

Assessment Opportunities

Formative Assessment—The formative assessment is completed while the
students are creating the instructions. It would be possible to see if they
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miss any major parts of the process. If necessary, you could let them know
that they could add something else in the steps if wanted: “Before xxx, you
will need to...”

Summative Assessment—The summative assessment will look at the an-
swers to the two questions. These can be addressed using the rubric in table

7.1.

Table 7.1

Rubric for assessing students’ answers to the two questions.

affects quality
and use of
information.

affect quality and
impact of the final
information.

with research
means a quality
product. Focus
is on the
information
creatorin
isolation.

Expert Learner Intermediate Novice Learner
Learner
Understands | Notes a clear Shows an Recognizes
the process understanding of | understanding | that there are
to create the steps involved | of the idea steps to create
information. | in creating that there information,
information are unique but process
including processes provided relies
references to to create on very basic
ideas such as information, but | steps. May
using additional | may overlook believe that
resources, placing | some steps. all information
the process is created
within the larger using the same
field, and using a process.
reiterative process
of developing
information.
Understands | Discusses how Notes how Limits
that process | certain steps will | taking time comments to

the process
as simply
requirements
within an
assignment.
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Notes/Modifications/Accommodations

When providing the instructions for this lesson, the tone used by the in-
structor will provide the prompt for the students to understand that the
work they will do to create the instructions will be fun. A lighthearted ap-
proach lets the students know that they are encouraged to enjoy them-
selves.

Humor may be found in any number of instances in this lesson: stu-
dents counting words, attempts to finish sentences that others start, direc-
tions that take turns no one is expecting. Due to the fact that each student
is responsible for adding only six words, there should not be undue stress
on any individual who is having trouble thinking of the next thing to add.
Also, as each student is asked to perform the same task, there should be a
group unity developed.

It would be possible that instead of having the students write down the
words of the next student, the instructor would type the words into a Word
document that was being projected on a screen. This would allow everyone
to see what has been said in order to get an overall understanding of the
process as it is being developed. This does take away some of the group
participation as the students are required only to talk.

This lesson could easily be modified to have the students create in-
structions for any number of information types. These could run a wide
gamut from a Tweet to a memo to a book. For those in discipline-specific
courses, it may be useful to have them consider how to write items that
they will encounter either in their courses or once they enter their chosen
field. Art majors may talk about how to write an artist statement. Chemis-
try majors may talk about how to write a lab report.

Another variation stemming from the idea of different information
types is to split the class up into groups and assign each group a different
type of information for which to create instructions. After all of the groups
have developed their instructions, as a group the students would develop
the connection between their information type and need. They would then
share their instructions and need with the rest of the class. This option
allows the class to see the different types of information available and con-
sider how these types are developed in relation to what types of informa-
tion needs they meet. Small-group work would be especially applicable in
larger classes in order to ensure that everyone stays engaged. It would also
be necessary for each student to provide more than six words in smaller
groups.
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Lesson Plan 2. Game
Lesson Plan Purpose

This lesson plan offers a reinforcement of the process involved in con-
ducting a research experiment, publishing the findings, and replicating
the findings. Students will complete a game followed by questions to ana-
lyze the process.

Learning Objective

Students will analyze aspects of a research study in order to describe the
intricacies of the process and its resulting effect upon a field.

Audience

Mid- to upper-level undergraduate students and beginning graduate stu-
dents in science fields. Class size from 3 to 50, with students split into
groups of 3 to 5 to play the game.

Procedures
Time—15-20 minutes to play the game. 10-20 minutes for assessment.

Supplies—A deck of Research Study cards (figure 7.1) for each group of 3
to 5 players. A copy of the rules for each group. Each group will also need
a table or flat surface to play the game on.

Process: Game Rules—

PURPOSE: To become a well-known researcher in your field by develop-
ing an accepted research theory. To do this you will need to collect char-
acteristics of a reliable study, including an original idea, positive results,
and acceptance by peer review. You will then prove your research theory
through a series of replicated studies with positive results. The first person
with a complete study and three positive replicated studies wins.

GAME PLAY:

1. The dealer shuffles the cards and deals out five to each player. The
remaining cards are placed facedown in a stack in the middle of the
playing surface.

2. 'The player on the dealer’s left starts by drawing the top card. The play-
er is trying to make a set of the three Research Study cards (Original



106 CHAPTER 7

Idea, Positive Results, Peer Review). If a set is made, the cards are set
down faceup in front of the player. At the end of each player’ turn,
he or she takes a card from the cards in hand and places it faceup in a
discard pile.

3. Play continues clockwise, with the next player drawing a card either
from the discard pile or the deck. Players can pick up as many cards
as needed from the withdraw pile, adding them to their individual
hand. Each player attempts to create a set of Research Study cards.
At the end of each player’s turn, he or she again takes a card from the
cards in hand and adds it to the top of the withdraw pile.

4. Once a Research Study set has been completed, the player needs to
play three Replicated Study (Positive) cards. Only one Replicated
Study (Positive) card can be played per turn.

5. Once a player has a Research Study set, other players can play a
Replicated Study (Negative) card faceup in front of another player’s
Research Study. If a player gets a Replicated Study (Negative) card
from another player, their next turn is forfeited. After losing a turn,
the student will turn the Replicated Study (Negative) card facedown.
Three Replicated Study (Negative) cards will invalidate a Research
Study, and the owner of that study cannot win with that Research
Study. That player will continue in the game and can play Replicated
Study (Negative) cards on other players’ Research Studies.

6. 'The first person who has played a complete set of the three Research

Study cards and three Replicated Study (Positive) cards wins.

Each turn, after drawing a card or cards, the player can place down
three cards forming a matched Research Study, place one Replicated Study
(Positive) card on his or her own study, or place one Replicated Study
(Negative) card on an opponents study.

After the game is finished, the students should be given as a group the
following questions to be discussed and answered. In order to promote
participation by every group member, ask that each person write the an-
swer to one of the questions. Note that the different handwriting for each
question will let you know that they have all participated.

o Inorder to win the game and get a complete research theory, you

had to have three positive replicated studies. What are the point
of these studies in the real world?

« What do you think happens to real research studies when some-
one repeats the study and finds different results?
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o The game required that you collect an original idea, positive re-
sult, and acceptance by peer review in order to make a complete
research study. What else can you think of that is necessary to
complete a research study?

o The research study set you made had positive results. Is there ever
a time when it would be appropriate to publish negative results?

o The creation of a research theory produced in this manner creates
very specific information. What would this type of information
be used for? Consider who would use it and what type of ques-
tions they would answer.

-~ N [ N [ I
Research | | Research | |Replicated | | Research
Study Study Study Study
Originalidea | | Positive Positive | | Acceptance
Results Results by Peer
Review
\ AN O\ SN
- N N N ~
Replicated | | paplicated | |Replicated | | Replicated
Study Study Study Study
Positive . Positive Negative
Results NRe‘fsa:lllse Results Rfsults
\ O\ O\l VAN J
- N N N D
Re[;hcated Replicated | |Replicated | |Replicated
t‘_ijy Study Study Study
Positive Negative Positive Positive
Results Results Results Results
N\ AN AN AN J
FIGURE 7.1

Research Study cards
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Assessment Opportunities

Formative Assessment—Formative assessment for this lesson can be done
while the students are filling out the questions in their groups. The groups
may ask for assistance or clarification of individual questions, which allows
you to gauge their understanding. If the groups are not asking questions,
one structured way to do a formative assessment is to listen to each group
as they complete one question. By taking time to listen to the entire thought
process and discussion of the group, you will be able to get a clearer picture
of their understanding. Did they know what to write about right away, or
did they have to work through an answer? When listening to one group
for an extended period, it is important to stay as unobtrusive as possible.
The students should work through the questions on their own as much as
possible rather than turning to the librarian to provide them with answers.

Summative Assessment—The answers to the questions completed by the
students will allow for the summative assessment. The rubric in table 7.2
provides criteria corresponding to the various questions.

Table 7.2
Rubric for assessing responses to questions following the "Research
Study” game

and approval

of a number of
professionals
within a field. Notes
how it is more than
a simple number
of studies to prove
something, but also
the quality of those
studies.

acceptedina
discipline, so it
takes multiple
research to
prove.

Expert Learner Intermediate Novice Learner
Learner
Replicated | Details how wide May note how | Provides the
studies acceptance on new ideas basic idea that
(Questions | a topic takes need to fitinto | if something
1-2) the agreement what is already | happens oris

done a number
of times it must
be true.
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Process

to create
information
(Question 3)

Notes a clear
understanding

of the steps
involved in creating
information

type, including
references to

ideas such as

using additional

Shows an
understanding
of the idea

that there

are unique
processes

to create
information, but
may overlook

Recognizes
that there are
steps to create
information,
but process
provided relies
on very basic
steps. May
believe that

resources, placing | some steps. allinformation
the process within is created
the larger field, using the same
and using the process.
reiterative process
of developing
information.
Negative Comments on how | Notes that Notes that only
information | there is often a negative positive results
(Question 4) | bias shown within | results could should be
published research | be published, published.
that favors positive | but without
results and how providing
such a system cuts | discussion as to
out research that why.
may help advance
the field.
Use of Discusses how the | Discusses how | Limits
information | standard method the process of | comments to

(Question 5)

of communication
within a field
allows its members
to communicate
effectively and
approach problems
in a manner that

is accepted by

all and allows for
comparison and
evaluation of new
ideas.

information
creation has
been accepted
as standard by
members of a
professional
field and as
such provides
the field with
a set way to
communicate.

how research
is used by
professionals.
No discussion
as to why itis
used.
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Notes/Modifications/Accommodations

The structure of this game using replicated studies is probably best suited
for students in the sciences rather than the humanities, as it more closely
resembles the research within that field. The students should already have
a general understanding of the publication process. Having the course fac-
ulty member discuss the publication process, perhaps using his or her own
work as an example, within a specific field would be helpful as it provides
context for the students and an experience to draw from. This game is a
way to have students work from a basic understanding in order to engage
with the content and consider it in more depth.

To add some additional interest and discussion points, an additional
card could be added to the deck—Research Study (Accepted by predatory
journal). This card would allow the player to skip over the step of col-
lecting the three Research Study cards, but would require six Replicated
Study (Positive) cards to win the game. This would be a way to introduce
the idea of predatory journals and addresses the idea that when choos-
ing where to publish a work an author must make conscious decisions in
regard to where he or she will submit and how that placement will affect
the impact of the work as well as how others view it. It also encourages
the students to consider the difference between a short-term gain and a
longer-term goal.

This game is set up to require some evaluation and strategy on the
part of the students in order to make it more interesting and engaging. For
example, the students must consider whether it would be better to play a
Negative card to stall another player’s collection or to play a Positive card
on their own collections. However, it is also meant to be easy enough for
the students to have an opportunity to think about the publishing process
as they are playing.

The questions asked can be edited, added to, or subtracted from as nec-
essary. For classes within a specific discipline, it may be appropriate to edit
the questions to focus more specifically on how research in that particular
field is conducted. For example, there may be a question that places the
research theory within a conference setting or that notes the importance
of collaborators in developing an idea. Some of the questions (e.g., number
4) encourage the students to consider the creation process from a different
perspective by looking not only at actual steps in the process, but also at
how different information is treated within that process.
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Lesson Plan 3. Group Work
Lesson Plan Purpose

This lesson plan offers reinforcement to the process of creating informa-
tion. Students will connect ideas, process steps, and use different types of
resources in the process of creating a concept map that shows their under-
standing of the connection between these items.

Learning Objective

Students will develop a conceptual structure in order to show understand-
ing of the processes involved in creating information.

Audience

Undergraduates or graduate students. Class size from 5 to 200.

Procedures
Time—15-20 minutes

Supplies—Blank paper for creating concept map. Starter list of topics for
concept map. Example concept maps (figures 7.2 and 7.3).

Process—After a discussion in class on how information is created through
a process, students are divided into groups of 4-5. They are instructed to
utilize what they have learned along with what they already know in order
to create a concept map. Let them know that a concept map is a visual rep-
resentation of how different ideas and concepts connect. A concept map
should be made understandable to others by the inclusion of connecting
lines and phrases. Providing a variety of sample concept maps (see figures
7.2 and 7.3) will probably also be helpful to give them some ideas on the
different ways they would be able to create their maps. Sample concept
maps also can be found online. A variety of web and flow charts would be
applicable to the concept maps they will be creating. These samples should
focus on the broad topic of how to create a concept map rather than offer-
ing examples of the specific concept maps they will be creating.

Let the students know that the words they are being given are just a
start to what they can do with their concept map. There is no limit to what
they can add to their map. They will be given a stack of topics that can be
included in their concept map. The stack of words is to be divided evenly
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between all group members. They will then begin with one person laying
down a word. Each person will be responsible for adding their words to the
concept map. As each student adds a word, he or she will need to explain
the reason for where it is being placed and how it connects to the other
words. Students can also add additional words before they finish with the
supplied words. After the words are all laid out, the group has the option to
move already-placed words and add new words in order to create a more
complete map. Once the students are comfortable with their concept map,
they will need to transfer it to the piece of paper. This will be handed in to

the librarian.

Some example suggested words for the concept map:

magazine
newspaper
blog
reporter
professional
editor
reviewer
research
revision
discussion
citation
fact check
draft

study
author
experiment
how-to
edit

topic
interview
expert

general population
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Sample concept map
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FIGURE 7.3
Sample concept map

Assessment Opportunities

Formative Assessment—The formative assessment is accomplished while
the students are working in groups. As each student is adding a word it is
possible to assess his or her understanding of the relationship between the
different concepts. Then during the final review and possible rearrange-
ment of the concept map, it is possible to hear questions that the group
members still have on how the words can go together. The students should
be able to answer many of each other’s questions.
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Summative Assessment—The summative assessment will be done by an-
alyzing the concept maps handed in by the groups. The rubric in table 7.3

could be used for the assessment.

Table 7.3

Rubric for assessing concept maps

ideas such as
using additional
resources, placing
the process
within the larger
field, and using a

information, but
may overlook
some steps.

Expert Learner Intermediate Novice Learner
Learner
Understands | Notes a clear Shows an Recognizes
the process | understanding understanding | that there are
to create of the steps of the idea steps to create
information. | involved in creating | that there information,
information are unique but process
type, including processes provided relies
references to to create on very basic

steps. May
believe that
all information
is created
using the same
process.

reiterative process
of developing
information.

Notes/Modifications/Accommodations

One method to promote increased engagement with the content would be
to provide the list of keywords and topics to the students before the class
and have them bring in a draft concept map to class. This could help them
to start thinking about the concept. Then during the lesson, the librarian
could lead a full class discussion on some of the different processes that
are completed when information is produced. After this discussion, the
students would then be divided into their groups, where they would com-
pare their concept maps and add any additional information that they may
have gathered during the full class discussion. It would also be possible to
cut out the full class discussion and just have the groups talk about their
individual concept maps in order to develop a final concept map together.
This option does allow for a greater number of students to talk, as there
can be several discussions occurring at once as opposed to just one single
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discussion. This means the students will engage with the content at least
twice as they create their own concept map and then join with a group to
create another. When collecting the final concept maps, it would be helpful
to have the individual maps attached to the final map in order to compare
how the concept maps have changed.

While this lesson is designed to follow a discussion of how information
goes through different processes in order to be created, it could also be set
up to allow the student groups to just get together in order to create their
concept maps. They will be able to share their individual knowledge within
their groups and work together to create understanding.

By splitting up the cards among the group members, you are making
sure that they all participate and engage in the group work. This allows
everyone to make connections and contribute. By requiring the students to
participate in the beginning of the group work, it is more likely that they
will continue to engage with the material as the lesson continues.

The stock words given to the students can be modified depending on
the class. Graduate classes may focus on information produced for peer-re-
viewed journals, conferences, or white papers. Classes within a specific dis-
cipline may consider information that is common within that specific field.
In order to create a concept map that is sufficiently robust, it may be a good
idea to provide each student with at least four to five stock words to start,
and to which they can add additional words.

Note

1. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
5, http://www.ala.org/acrl/standards/ilframework.
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CHAPTER 8

Framework
Concept

Information Has Value

Information possesses several dimensions of value, includ-
ing as a commodity, as @ means of education, as a means to
influence, and as a means of negotiating and understanding
the world. Legal and socioeconomic interests influence
information production and dissemination.*

Lesson Plan 1. Humor
Lesson Plan Purpose

This lesson plan introduces the concept of plagiarism. Students will look
at a specific instance of plagiarism within an unusual context in order to
initiate discussion on how plagiarism affects individuals in a range of cir-
cumstances.

Learning Objective

Students will explore a specific plagiarism example in order to discuss the
impact of plagiarism upon different individuals.

117
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Audience

Lower-level undergraduate students. Class size 5 to 200.

Procedures
Time—15-25 minutes

Supplies—A copy of Shadow Bear and the original article it plagiarizes.
Projector and screen. Paper for minute paper replies.

Process—This lesson deals with plagiarism by using the example of the
romance novel Shadow Bear by Cassie Edwards. Edwards plagiarized the
article “Toughing It Out in the Badlands” by Paul Tolme from the summer
2005 issue of Defenders Magazine. The unlikely juxtaposition of finding an
environmental article used as dialogue in a romance novel provides the
structure for the humor.

LIBRARIAN’S SCRIPT: Today we are going to have a story time. Sit back as
we travel to 1850 to hear the story of a young pioneer woman and a Lakota
chief. Theirs was a forbidden love filled with interesting dialogue. (Proceed
to read the plagiarized section from the book starting at the beginning of
chapter 22.) Well, I have now learned something about black-footed ferrets.
Something I was not quite expecting in choosing this book. Did anyone find
this section of the book a little off? Why? Perhaps you would be interested in
reading part of this article published online in Defenders Magazine.

Project the section of the article containing the plagiarized text. It may
also be interesting to tell the students that to professors reading a paper,
plagiarized text often sounds just as out of place as the dialogue in the book.

Notice anything similar? What is happening in this situation? What do
you think should happen to the author? Have you ever heard about plagia-
rism happening outside of school? What if the roles had been reversed and the
magazine article plagiarized a romance novel? The author said after this was
discovered that she did not know she was supposed to cite source material.
What do you think about this statement?

After the discussion, the students can complete a minute paper to wind
up the lesson: “What are the effects on the original author when someone
plagiarizes his or her work?”

Assessment Opportunities

Formative Assessment—The formative assessment takes place during
the discussion of the book. In answering the questions and discussing the



Information Has Value 119

issue, the students should talk about topics such as how the author was
trying to make money in selling her book and how plagiarism results in
different outcomes depending on the situation.

Summative Assessment—The summative assessment will be done by
evaluating the responses to the minute paper. The rubric in table 8.1 pro-
vides criteria to apply to the papers.

Table 8.1
Rubric for evaluating minute papers

Expert Learner | Intermediate Novice Learner

Learner
Value of Discusses Notes that Basic response
intellectual several authors may just discusses
property. dimensions of | lose out on one value of

value that may | several different | information
be lost by the types of value, |suchas

author including | but offers no monetary gain.
monetary, discussion on
reputation, and | what the values
intellectual mean or how
property. they differ
Specifically depending on
notes how value | the type of

is determined information.

by situation

and type of

information

produced.

Notes/Modifications/Accommodations

Paul Tolme wrote a response to this situation that was published online
by Newsweek on January 14, 2008. It provides excerpts from the book and
the article.? This article would provide enough information for the lesson.
Within a more flipped classroom, it may be interesting to have students
read the article beforehand and then have the discussion in class.

This example differs from many of the lectures students hear about
plagiarism. Often plagiarism is considered only within academia. It is im-
portant for students to understand that information has value and that the
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misuse of intellectual property is an issue that will extend beyond their
time in college. Fair use and copyright issues will continue to be a part of
their lives whether they are putting out content on social media or writing
something for their jobs.

Other real-life examples of plagiarism could also be used in place of
the book example provided. There are a number of instances in which
reporters plagiarize other published works, or public officials plagiarize
within speeches. These also provide real-life examples to start a discussion.

This lesson can be the introduction to a number of different topics.
It could simply lead into a discussion of different types of plagiarism and
how to correctly cite sources. It could also lead to discussions on fair use,
copyright, and public domain.

Lesson Plan 2. Game
Lesson Plan Purpose

This lesson plan offers an introduction to the value of knowledge within
a specific context. Students will assign worth to knowledge and supplies in
order to reach a goal. They will then discuss their thoughts on how worth
is assigned to knowledge both within the specific context of the game and
in the outside world.

Learning Objective

Students will develop and discuss different systems of obtaining informa-
tion in order to gain understanding on how information possesses varying
degrees of value.

Audience

Lower-level undergraduates to graduate students. Class size from 10 to 30.

Procedures
Time—40-60 minutes

Supplies—Premade cards listing supplies and knowledge. Cards should be
color-coded (blue for supplies, yellow for knowledge) with blank addition-
al cards provided for each student in the color of the knowledge cards.
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Process: Game Rules—

PURPOSE: To gather supplies and knowledge in order to survive on the
deserted island.

SET-UP—LIBRARIAN’S SCRIPT: You and the rest of your classmates were
on a plane flying across the ocean. Suddenly the plane lurches and the pilot
comes over the intercom telling you that one of the engines has just shut down
and they will be attempting to make an emergency landing. Over the sound
of the plane and the shouts of the passengers, you try to listen to the flight
attendant and review the emergency procedures. The plane starts a steep dive
and you hold onto your armrests. You see a spot of green and tan below amid
a wide expanse of blue. The pilot is attempting to land on an island, and you
brace yourself for a crash landing. After everything has stopped moving, you
discover the plane has come to a stop next to some trees on the edge of a wide
beach. The plane will never be able to fly again but remains almost intact
except for the communication system. All of your fellow passengers are alive
with just bumps and bruises. As you start to get out of your seat and exit
the plane, you see the under-plane storage has been torn open, and there is
a mad rush to get the bags and materials they contain. Everyone is trying to
get supplies to help them survive, as there is no telling when rescue will come.

You will need to get individual supplies and knowledge for your time on
the island. Your task is to gather what you think you will need in order to sur-
vive. You can use whatever means you choose to work with or against your
fellow passengers. There are two types of cards you will get. The blue cards
are supplies. These are static items that can be used. The yellow cards are
knowledge. Knowledge is something that multiplies. If you possess a knowl-
edge card, you can write that knowledge on a blank yellow card and give it to
someone else while keeping your original card.

To help you figure out what you need to survive, here are some facts
about the island: temperatures range from fifty-five to ninety degrees; it con-
tains a mix of trees and open beach; there are small birds, mammals, and
reptiles living on the island; there is a stream with fresh water; and the island
is about five miles across.

Hand out the cards, or have the cards spread out on a table facedown
for the students to choose. For the next fifteen minutes, you need to interact
with your fellow passengers and gather what you need to survive. After that
time, you will share how long you think you will live, and we will discuss
what happened during the game.

After the students have spent the 15 minutes gathering materials, have
them sit down and consider their supplies and knowledge. Ask those who
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think they will survive a day to stand up, then have those who think they
will survive a week to stand up, then two weeks, a month, two months, and
so on. Each time fewer individuals will stand up. When there is only one
person standing, you can declare this person the winner. After the winner
is declared, it is time to start the discussion. The question prompts start by
considering the game and then moving into the value of knowledge and
information. If the students are having trouble starting the conversation,
ask the winner to start the discussion.

QUESTION PROMPTS: How did you get supplies and knowledge? Trade?
Free exchange? Were any partnerships formed? Did you just pool all your
resources? How did you decide how much supplies were worth? Did you
consider short-term versus long-term goals when getting supplies and
knowledge? Was there a difference in the worth between supplies and
knowledge? Did anyone trade or sell knowledge that they had gotten from
someone else?

At the end of the discussion, provide the students with a minute paper
prompt to complete before they leave the classroom: “What did this game
make you realize about the value of knowledge?”

SAMPLE SUPPLIES:

« afour-person tent

o alighter

o apocketknife

 asuitcase of sweaters

o aduffle bag with $10,000 cash
o shampoo and sunscreen

»  prescription pain pills and aspirin
« vyarn and knitting needles

o stuffed animals

o arifle

« twenty bullets

o abook on poisonous insects

« fishing pole

SAMPLE KNOWLEDGE:

o how to build a bridge
« how to build a fire
« how to pick edible plants
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o how to skin an animal

o how to tie knots

Assessment Opportunities

Formative Assessment—The formative assessment will take place during
the discussion after the game. Students will be able to demonstrate an un-
derstanding that knowledge has an innate value and that different knowl-
edge will be worth more or less depending on the situation. They may also
discuss how they would want to keep knowledge to themselves in some sit-
uations or how they may try to enhance the usefulness of their knowledge
in order to get something else.

Summative Assessment—The summative assessment will take place
through a review of the minute paper responding to the prompt. The ru-
bric in table 8.2 gives some criteria for evaluating the minute paper.

Table 8.2
Rubric for evaluating the minute paper

Expert Learner Intermediate Novice Learner
Learner
Value of Discusses how Recognizes Notes the basic
Information | various types of that obtaining | idea that some
information possess | information information
different values requires effort | has value when
depending on on the part of itis rare and
the situation. Can an individual has instant
provide examples and therefore application.
on the different the resulting
types of value knowledge has
such as monetary value.
or intellectual
property.

Notes/Modifications/Accommodations

The minute paper prompt provided is meant to be very open-ended in or-
der to elicit a range of responses from the students on their ideas about
value and information. It is possible to create a more focused prompt to
encourage students to think about a specific issue, perhaps within their
discipline or in relation to something that is occurring in the news.
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The discussion after the game could be steered in a variety of direc-
tions. A focus on free exchange of knowledge and partnerships could lead
into open-access publishing. Discussion on the idea of others selling your
knowledge could lead to plagiarism. The idea of forming partnerships
could lead to research communities and different schools of thought with-
in a discipline. The concept of trying to get something for knowledge that
is not that useful could lead to the topic of publishing insignificant articles
within a field in order to reach promotion or tenure goals.

Lesson Plan 3. Group Work
Lesson Plan Purpose

This lesson plan offers an introduction to how companies can use person-
al information for monetary gain. Students will focus on advertisements
within their personal social media accounts in order to discuss how com-
panies are using their personal information and search history.

Learning Objective

Students will analyze targeted advertisements in order to explore how their
personal information is being monetized.

Audience

Lower- to upper-level undergraduate students. Class size from 12 to 200.

Procedures
Time—15-20 minutes

Supplies—Internet access for students. Worksheet for each group to com-
plete (figure 8.1).

Process—Students should be divided into groups of 4. Have each group
number off from 1 to 4. When each person has a number, they should be giv-
en details about each specific role. Member 1 will be the Keeper. The respon-
sibilities of this member are to keep track of the time to ensure the worksheet
is completed and to keep everyone on track in case the conversation starts
to stray from the topic. Member 2 will be the Recorder. The responsibility of
this member is to record the team’s answers on the worksheet. Member 3 and
member 4 will be the Case Studies. The responsibilities of these members
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Keeper -

Recorder —

Case Study One -
Case Study Two -

Directions:
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Case Study One and Case Study Two group members, go to your
Facebook accounts. Look for the first three ads on your page. These
could be the advertisements on the right side of the page or Sponsored
Posts within your newsfeed. Fill out the following chart using these ads.

What is the ad |Why is this ad Have you seen
for? showing up?Is |this ad before?
there a Facebook
like or personal
characteristic to
which it refers?
Example KnitPicks —yarn |l like several Yes, it comes up
company Facebook pages |frequently.
on knitting
Case Study
One—Ad 1
Case Study
One—Ad 2
Case Study
One—Ad 3
Case Study
Two—Ad 1
Case Study
Two—Ad 2
Case Study
Two—Ad 3
FIGURE 8.1

Worksheet
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are to open their Facebook accounts and find advertisements. They will also
provide details about themselves as necessary to explain the advertisements.
In addition to their specific responsibilities, each group member is required
to take part in the discussion and offer experiences and thoughts in forming
answers to the worksheet questions. If member 3 or 4 does not have a Face-
book account, they can switch roles with another group member.

The worksheet will then be handed out. After each group has been
given the worksheet, go through the directions and ask for questions. It
may be helpful to provide a sample either orally or on the worksheet itself.
When the groups understand the activity, they can begin their work. At
the end of the time allotted, they will be asked to hand in their completed
group worksheets. Having the directions on the worksheet as well as ex-
plained orally is helpful, as students may need to refer to what they need to
do throughout the lesson.

The following questions should be answered by all group members.
They refer to all advertisements that you see online, not just those on the
Facebook pages of group members three and four. It is best to discuss each
question first before recording an answer.

1. What advertisements do you see when you are browsing the Internet?

2. Do you notice when ads are targeted or show items that you have
looked at previously?

Do you do anything to restrict how your information is used?

4. Do you know which companies are selling your information (search
history, likes, etc.) or using your information to target ads?

How do you feel about targeted ads?

6. Should companies be able to sell your information (search history,
likes, etc.) to other groups?

Assessment Opportunities

Formative Assessment—The formative assessment is accomplished while
the students are completing the worksheets. It is during this time that the
librarian can hear what students know about companies using their infor-
mation for advertisements and prompt their discussions to how informa-
tion including personal data has value.

Summative Assessment—Summative assessment will analyze the work-
sheets completed by the students. The rubric in table 8.3 provides structure
on how to review the groups” work.
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Table 8.3

Rubric for evaluating the worksheets

Expert Learner

Intermediate
Learner

Novice Learner

Commodification
of personal data

Discusses the
benefits and
negatives within
the structure

of companies
selling personal

Provides a one-
sided stance

on the use of
personal data for
advertising. This
opinion could be

Shows no
understanding
that personal
data is being
mined for
commercial gain.

data. Notes either positive or
how individual negative.
decisions

responding to
the system must
be considered
carefully.

Notes/Modifications/Accommodations

This lesson works in very large classes, as it provides a greater number
of students the chance to actively participate and discuss the content. In
smaller classes, it may be possible to have a full class discussion at the end
for groups to share any specific insights or ideas. Personal stories related
to targeted advertisements may also be shared in order to explore the topic
in more depth.

Even in situations in which individual students do not have a Facebook
account, this lesson should still be applicable in that it is likely that there
are enough students who do have accounts. This lesson also provides more
flexibility, in that all students do not need to have access to a computer.
Tablet or smartphone access will also provide students access to their Face-
book accounts.

For some students, this lesson may prove to be eye-opening in regard
to how companies use their information to make money and sell ads. As
more ads appear online, individuals have a tendency to just overlook them
or ignore their presence. Taking the time to look for these ads and consider
why they are appearing makes students see the connection between all of
their online activity. For example, Facebook may present an ad for the shirt
that the student had been considering purchasing earlier in the day, or a
hotel in the city for which they had purchased plane tickets. The fact that
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their online activity is being monitored and that companies are using this
information to make money should make them consider how this could
affect them in the future.

Notes

1. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
6, http://www.ala.org/acrl/standards/ilframework.

2. Paul Tolme, “Move Over, ‘Meerkat Manor,” Newsweek, January 14, 2008, http://www.
newsweek.com/move-over-meerkat-manor-87497.
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CHAPTER 9

Framework
Concept

Research as Inquiry

Research 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.?

Lesson Plan 1. Humor
Lesson Plan Purpose

This lesson plan offers an introduction to the process of creating a re-
search question. Students will consider how a phenomenon can provoke a
question that starts the research process.

Learning Objective

Students will understand that research starts with a question in order to
begin their individual research process.

129
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Audience

Students just learning about research. Basic undergraduate classes. Class
size from 2 to 250.

Procedures
Time—20-30 minutes

Supplies—Ability to show video (projector with computer connection and
screen). Video links cued and ready to play. Link to research article. White-
board.

Process—Introduce the section by noting that today we are going to discuss
how research starts out as a question. Start by showing a clip or series of clips
of individuals slipping on banana peels. Start the discussion by asking the stu-
dents what questions they have after watching a video of someone falling on
a banana peel. Write these questions on the whiteboard. These questions can
be about the banana peels, pain, or any other topic. This is a time to allow the
students to brainstorm and be creative. It also starts them thinking about and
practicing developing questions that will help them as they later develop their
own research questions. This helps prime their thinking for later application.

After developing a list of questions, comment that now that we have
some preliminary questions, it is time to gather some basic data. Ask if
anyone has slipped on a banana peel or known someone who has. Wait for
a reply. This is an experiment that many people seem to have performed as
children, especially on siblings. So given the data that we have and all the
cultural references, is this a topic we want to consider in more depth?

When the class agrees, let them know that unfortunately someone has
already done research on this topic. Show them the article “Frictional Co-
efficient under Banana Skin” by Kiyoshi Mabuchi, Kensei Tanaka, Daichi
Uchijima, and Rina Sakai (Tribology Online 7, no. 3, Hiroshima 2011 Spe-
cial Issue, Part I [2012]: 147-51, d0i:10.2474/trol.7.147). Explain how this
peer-reviewed research was given an Ig Nobel award. Share with students
the idea of the Ig Nobel, which rewards research that has been done that
seems improbable or silly but makes one think. You can then show the clip
of the award being given for the banana peel research from the Ig Nobel
YouTube Channel at https://youtu.be/LfpbEjs5umk.

End this lesson with a discussion on how research really starts with a
question. There is something that you want to know, and research is how you
work toward answering that question. The question is really the most import-
ant part, and figuring out a proper question will affect the ensuing research.


http://dx.doi.org/10.2474/trol.7.147
https://youtu.be/LfpbEjs5umk
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Assessment Opportunities

Formative Assessment—This lesson provides a built-in formative assess-
ment when the students are asked to develop questions on the topic. Their
ability or inability to create such a question will provide you with informa-
tion on their understanding of how to create a research question. Begin-
ning students will likely need more guidance on how to create a question.

Summative Assessment—One possible summative assessment would re-
quire collaboration with the course faculty. This lesson would likely be of-
fered for a class that was about to develop a research question in order to
conduct research resulting in a paper, speech, or project of some type. Af-
ter the assignment was handed in, the research question posed could be as-
sessed. If the assignment is evaluated by a rubric, it may be possible that the
faculty member already has criteria for evaluating the research question or
thesis statement. This is a common component for some rubrics. If not, the
rubric in table 9.1 could be applied by the faculty member or librarian. This
in-depth assessment is applicable to the final research question.

Table 9.1

Rubric for evaluating research question
Expert Learner Intermediate Novice Learner

Learner

Scope of Question focuses | Question Question is too

question clearly on an provides for broad for the
issue within the some focus, required paper/
topic that can showing a project showing
be adequately cursory rather | a lack of
addressed within | than deep understanding
the requirements | understanding | of the topic.
of the paper/ of the topic.
project.

Complexity of | Question Question Question

question requires complex | requires some | requires simple
compilation of compilation of | gathering
data or insight data or insight | of facts and
from possibly beyond facts. knowledge to
varied disciplines. answer.
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Notes/Modifications/Accommodations

There are a large number of Ig Nobel prizes that could be used as an exam-
ple to highlight the idea that research starts out as a question. If the class
is within a discipline, it may be more interesting to discuss the prize as it
relates to that field. The banana peel example was chosen above as it is a
classic comic gag that will be well known to students. It also provides hu-
mor on a number of levels. First, there are those who enjoy physical humor
and consider the simple act of someone falling to be funny. For those who
do not enjoy physical humor, the example shows how it is possible to take
something that seems childish and, by looking at it in another way, turn it
into something insightful.

As a possible extension of this lesson that would allow for additional
creative and critical thinking by the students, have the class go to the Ig No-
bel prize page (http://www.improbable.com) to look at other research that
has been done. As the site notes, it presents research that first makes you
laugh and then makes you think. Have the students review the research
and provide an example of how these findings could be applied to other
situations or how this research will encourage new ideas. As an example,
using the banana peel research above, application of the results could re-
sult in the development of a new natural lubricant. This assignment helps
develop the idea that research is never completed, but rather provides the
impetus for additional research and study.

While this lesson is labeled for an audience of undergraduates, the Ig
Nobel site would also be a great place to start a discussion with graduate
students. The topic with graduate students could focus on how to find a
research question that has not been asked in their field by looking at pre-
vious research and finding gaps. The humor on the Ig Nobel site and the
humor during the ceremonies is also geared toward those with more of an
understanding of academia, which may appeal to graduate students more
than to undergraduates.

Lesson Plan 2. Game
Lesson Plan Purpose

This lesson plan offers a reinforcement of the process of creating a re-
search question. Students will put together an increasing number of ideas
and facts to create a research question. They will end by responding to a
prompt on research questions and by creating a preliminary question for
their research.


http://www.improbable.com/
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Learning Objective

Students will create logical connections between different topics and facts
in order to develop increasingly complex research questions.

Audience

Varied. Versions of this game can be used with any group of students from
freshmen up to graduate students. Class size from 2 to 200. The game can be
played in groups of up to 8 individuals. Larger classes will have more groups.

Procedures
Time—25-40 minutes

Supplies—Cards with ideas and facts. One set for each group of students
up to 8. (Timers to limit length of turns.)

Process: Game Rules: “Always Questioning”—

PURPOSE: To collect idea and fact cards. After all the cards have been
used, the person with the most cards is the winner.

GAME PLAY—INTRODUCTION—LIBRARIAN’S SCRIPT: This game
tests your creativity and ability to combine seemingly unrelated ideas and
facts by creating increasingly detailed research questions. When developing a
research question, the researcher, whether a professional or a student, must
take ideas and facts and combine them in a way to discover something new.
You will take on the role of a researcher today trying to develop a research
question using various ideas and facts.

1. Shuffle the deck of cards and lay them facedown in a pile in the center
of the table.

2. 'The first player picks up the top card. After reading the fact or idea on
the card, the player develops a research question related to that card.
After the first player successfully develops a research question, the
card is passed to the player on the left.

3. 'The player who just received the card must draw the top card from
the pile. The player then develops a research question combining the
idea or fact on the card drawn with the original card. This research
question can build upon the research question originally developed
or be completely original. After the second player develops a research
question, both cards are passed to the next player on the left.
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4. Play continues in this way, with each player including an additional
fact or idea to the research question.

5. Ifa player cannot develop a research question using all of the ideas
and facts, the cards must be handed back to the previous player. That
player keeps these cards to be tallied at the end of the game. The
player who could not develop a research question starts a new round
by drawing a card and developing a research question using the new
card.

6. Play continues until all of the cards have been drawn. Any cards still
in play for an active research question are thrown out when there are
no cards left.

7. Each player counts the number of fact or idea cards that have been
collected. The one with the most cards wins.

EXAMPLE: There are five students playing. Abby starts by picking the
fact card “Water is a liquid.” She proposes the research question “How
long does it take for a smartphone to be permanently damaged when
submerged in liquid water?” Abby hands the card to Burt on her left,
who picks up the idea card “Pet hair has practical uses” He creates the
research question “Can pet hair be used as a buffer to help protect smart-
phones when submerged in liquid water?” (This research question builds
upon the one prior.) Burt hands both cards to Carl, the player on his
left. Carl draws the fact card “Coffee comes from beans.” He offers the
research question “Does dry roasting coffee beans to remove the liquid
water from them over a fire made of pet hair change the flavor of the
resulting brewed coffee?” (This research question does not build upon
prior questions.) Carl then hands three cards to Dory, the player on his
left. Dory draws the fact card “Peanuts are not actually nuts; they are le-
gumes.” She cannot think of a research question, so she hands the three
cards back to Carl, who gets to keep them. She then comes up with a
research question using the card she drew, “What are the characteristics
that are needed to classify something as a nut?” She then hands the card
to Eleanor, the player on her left.

After the games have been completed, debrief the students by hav-
ing them write in a one-minute paper what they learned about research
questions during the game. After noting what they have learned, have
them include a preliminary research question for an upcoming paper or
project.
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Assessment Opportunities

Formative Assessment—Formative assessment can be accomplished
during this lesson by listening to the research questions developed by the
students during the game. While creating research questions with a num-
ber of facts and ideas will be difficult, it is more important to ensure that
the students are able to develop a question from a single or two cards. By
listening to the manner in which students combine the various facts and
ideas, it is also possible to get some insight into their ability to organize
information and connect it in meaningful ways. The structure of the game
is developed so that each player is required to come up with a research
question during their individual turns. This provides the opportunity for
everyone to participate and practice developing a research question.

Summative Assessment—The summative assessment is accomplished us-
ing the one-minute paper handed in by the students. The rubric in table 9.2
offers suggested criteria to consider. The research question is not assessed
to the extent expected in a final research paper or project due to the fact
that it is only a preliminary research question, which could still be changed
by the student.

or by developing
original ideas of
study.

idea, but does
not connect
this to research
done outside of
class.

Table 9.2

Rubric for evaluating minute papers
Expert Learner |Intermediate Novice Learner

Learner

Development | Is able to May note the Offers little to

of research describe differences no notice to the

questions how research between fact that research
questions can coming up with | questions can
be developed by | a new question | be developed
expanding the or using part of | using different
work of others someone else’'s | methods.
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Table 9.2

Rubric for evaluating minute papers

or conflict within
the topic.

the field to look
at a topic that
may already be
known.

Expert Learner |Intermediate Novice Learner
Learner
Connection of | Is able to talk Notes how May simply note
differentand | about how connecting that putting
unique ideas | research is often | different together different
on the edge facts and facts and ideas is
of a topic and ideas creates difficult without
pushes forward | interesting new | any discussion of
or combines with | questions. why that would
different fields be the case.
to answer new
questions.
Preliminary Combines Combines Focuses upon
research various concepts | various one issue within
question to examine a gap | concepts within | the topic. This

issue may be too
broad or address
something that

is already widely
known; superficial
question.

Notes/Modifications/Accommodations

This game should be played by students who already have some knowledge
of how to develop research questions. The creativity and critical thinking
necessary for this game could overwhelm students who have no under-
standing of research questions. If there is too much difference between
what the students know and what they are expected to do, they may not
engage in the game.

The number of cards within the deck can be changed depending on
the amount of time allotted for the game. Two cards per person would be a
good number for a short game. The number could increase from there, but
it may be best to have an even number of cards for the number of people
playing the game.

To keep the timing of the game under control, use a timer to limit
how long each player can take to develop a research question. One minute



Research as Inquiry 137

would be a good limit. This would also be a good way to keep the game
moving when a student is having trouble thinking up a research question
but will not admit that they cannot do it.

Rather than have an individual debrief at the end of the game, it would
be possible to have the students share what they learned with the entire
class. It would be possible to perform an assessment at this time by check-
ing that the points addressed in the rubric in table 9.2 are mentioned by
the students. This also allows for any missing critical components to be
addressed by the librarian.

The facts and ideas used for the cards can be easily customized for dif-
ferent classes. General information could be used for an introductory level
class while discipline-specific information could be used for higher-level
courses. It is also simple to interject some humor into the game with silly
cards.

Below are a couple of lists of facts and ideas that can be used as starting
points in printing off cards. For discipline-specific cards, it may be helpful
to talk to the faculty member to provide content from the course. This is a
way to help the students connect the work done in the lesson to the rest of
their coursework.

General Deck of Facts and Ideas Cards—

e Men are more likely to be color blind than women.
« Hobbies help with stress.

« Carnivores eat meat.

«  Vampires are stronger than humans.

o Music calms animals.

« Red and yellow make orange.

o Whales are mammals.

o Owls can rotate their heads up to 270 degrees.
« A megabyte is one million bytes.

o Shakespeare wrote Macbeth.

o Green is the best color for health.

o  Writing something down helps you remember.
« Dystopian novels are set in the future.

« Diamonds are the hardest rocks.

o Monarch butterflies migrate during the winter.
o Water freezes at 32 degrees Fahrenheit.
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Business Deck of Facts and Ideas Cards—

o NAICS codes are used to classify businesses.

o The GDP of the United States was about $17 trillion in 2013.

« FHA loans require a down payment.

«  Small businesses are critical to the economy.

» Consumer confidence affects the economy.

« Segmenting your automated marketing is more effective.

Fair-value accounting should always be used over hedge account-
ing.

o Accrual accounting records revenue and expenses when they are
incurred.

o Marketing doctrine provides guidance in providing consistency.

« Customer loyalty programs increase brand awareness.

« Modigliani and Miller studied capital-structure theory in the
1950s.

o Just-in-Time stock control tries to keep costs to a minimum.

o Social security paid by a company is a deductible business ex-
pense.

o Zero-based budgeting requires all expenses to be justified each
period.

o Blue-chip stocks are the leaders in their industry.

o An effective R&D department is critical for long-term growth.

Lesson Plan 3. Group Work
Lesson Plan Purpose

This lesson plan offers reinforcement of the idea that research is com-
posed of questions. Students are expected to look at a preliminary re-
search topic in more depth with the help of classmates.

Learning Objective

Students will consider the implications of various questions in order to
develop a focused research question.
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Audience

Students who have figured out a general topic for research, but have not yet
narrowed the scope of their research. Class size from 2 to 200. Any level
from undergraduates to graduate students.

Procedures
Time—30-35 minutes

Supplies—Method for the students to keep notes for themselves (comput-
er or notebook).

Process—Students will need to be divided into groups of 3-4. Explain that
during this time, the students will be working in groups and will be helping
each other as they work to develop a research question. And since research
involves looking for answers to questions, they will be helping each other
only by asking questions. There will be no answers given today. Those are
for later. Today is focused on generating questions.

Students will each have 5 minutes focused on their research. For the
first 2 minutes, the individual students will share with their group their
topic and everything they know about it. They can share what interests
them about it and possible ideas they want to research. At the end of 2
minutes, time will be called. For the next 3 minutes, the rest of the group
will provide questions to help focus and consider the topic. During these 3
minutes, only questions are to be asked. They can ask for more details, how
the topic relates to something else, or any other question that would help
focus the final research. While they are asking the questions, the student
is recording each one. These questions are not going to be answered today,
so the list is intended to provide guidance for continual research. After 3
minutes, time will be called again, and the process will be repeated with the
next students until all students have shared their topics.

Once everyone has gone through the process, give the students 5 min-
utes to look through the questions asked by their group mates and pick
the question or questions that they feel will be the most helpful as they
continue their research. This question should be written down either on a
sheet of paper to be handed in or in an e-mail message that can be sent to
the librarian. Students should include with their questions an explanation
of why this question will be helpful to them. If you feel the students are
far enough along, you could have them include their preliminary research
question with their response.



140 CHAPTER9

Assessment Opportunities

Formative Assessment—Formative assessment will take place as the li-
brarian moves throughout the room during the group work and listens to
the questions that are being asked by the students. The questions that will
be asked should be varied and focused on the topics offered by their group

mates.

Summative Assessment—Summative assessment will take place utilizing
the question and analysis done by the student and handed in at the end of
the group work. The rubric in table 9.3 offers some guidance on the scoring

of the reply.

Table 9.3

Rubric for evaluating the research question and analysis

more deeply

topicin a new

Expert Learner | Intermediate Novice Learner
Learner
Understanding | Notes how Notes thatthe | Focusesona
of topic the question question made | question that
makes the them think reinforces
researcher look | about their their original

understanding

of research
questions and
unknowns
about the topic
that they could

develop further.

complex than
they originally
thought.

into the topic way. of topic.

by discovering

what is

unknown or

controversial.
Development of | Recognizes Notes that Focuses on
topic that there the topic one aspect

are a number may be more of the topic

exclusively.
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Table 9.3

Rubric for evaluating the research question and analysis

gap or conflict
within the topic.

Expert Learner | Intermediate Novice Learner
Learner
Research Combines Combines Focuses upon
question (if various various one issue within
included) concepts to concepts within | the topic. This
examine a the field to look | issue may be

at a topic that
may already be
known.

too broad or
may address
something
that is already
widely known;
superficial
question.

Notes/Modifications/Accommodations

If the students are having trouble thinking of questions to ask each other,
you could have a list of prepared questions to get them started. Some pos-
sible questions include

« How long has this been an issue?

o Are there different positions on this topic? What proof do the
different sides offer?

o Isthere a specific group of people who are affected by this issue?

« How do you know what you do about the topic? Personal experi-
ence, books, classes, magazines?

o Are there other disciplines or majors that would also be interest-

ed in this?

By requiring the students to focus on asking each other questions, this
lesson draws on the idea that research requires questions. Often, students
focus solely on the answer. They have gotten used to the idea that the an-
swer is the end product and is all that is required. This lesson shows that
there are always more questions to be asked when conducting research.
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Note

1. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
7, http://www.ala.org/acrl/standards/ilframework.
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CHAPTER 10

Framework
Concept

Scholarship as
Conversation

Communities of scholars, researchers, or professionals en-
gage in sustained discourse with new insights and discover-
ies occurring over time as a result of varied perspectives and
interpretations.?

Lesson Plan 1. Humor
Lesson Plan Purpose

This lesson plan offers students an introduction to the concept of a semi-
nal article. Using an analogy as a prompt, students will list characteristics
of a seminal article.

Learning Objective

Students will list characteristics of a seminal article in order to describe its
importance to a particular field.

143
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Audience

Undergraduates to lower-level graduate students. Class size from 5 to 200.

Procedures
Time—15 minutes

Supplies—Photo of Patient Zero (zombie) projected onto screen. White-
board. Paper for minute paper.

Process—Project photo onto the screen.

LIBRARIAN’S SCRIPT: This is Patient Zero and the start of the upcoming
zombie apocalypse. Now in any zombie situation, there are those individuals
who just lose their heads, start running around, and end up joining the mass
of zombies. There are also those that just hole up and try to make it through.
We, however, are going to be that group of people who are proactive and not
only try to live, but also try to figure out what is happening so that we can
defeat the zombies and save the world. Those people start out by thinking.

So what we want to do is consider Patient Zero. What do we know about
Patient Zero and his/her influence? Have the students list out characteris-
tics and write them on the whiteboard. Some of the characteristics that
they should be listing include Patient Zero is the first zombie; s/he infects
everyone else; s/he is the start of a whole chain of events; once Patient
Zero infects someone else, the impact gets multiplied as infections raise
exponentially; and Patient Zero does not know the impact s/he will have.

After you have a list of characteristics, let the students know that
thankfully it turns out that Patient Zero is not actually a zombie, so they
do not have to worry about holding oft a mass of dead, or undead, infected
humans. But now that they have created such a nice list of characteris-
tics on the board, you will turn the discussion to another topic—seminal
articles. A seminal article is sometimes also referred to as a classic work,
pivotal, or a landmark study. The seminal work is an article or book that
is so original and groundbreaking that it influences everything that comes
after it. So how can we connect the characteristics of Patient Zero with a
seminal work?

The students should then go through the characteristics one at a time,
with the librarian making comments as necessary. After the characteristics
of a seminal work have been discussed, the students should be directed to
answer the following question to be handed in after a minute: Why is it
important to discover the seminal works on a particular topic?
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Assessment Opportunities

Formative Assessment—The formative assessment takes place while the
students are connecting the characteristics of a seminal work to the similar
characteristics found in Patient Zero. By developing an initial list and then
forming a definition of a seminal article, the students should be able to
create connections between the two. This assessment will help guide the
students to understand how a seminal work is a special work that influenc-
es others within a field for many years. The seminal work may start a whole
new way to think about a topic.

Summative Assessment—The summative assessment will be done
through an evaluation of the minute papers addressing the question “Why
is it important to discover the seminal works within a particular topic?”
The rubric in table 10.1 can be applied to the responses.

Table 10.1
Rubric for evaluating minute papers
Expert Learner |Intermediate Novice Learner
Learner
Impact of Places the Notes that by Notes that the
seminal seminal work in | finding the seminal | seminal work
scholarship | perspective of | work, you will has affected the
on ensuing | how research be able to read conversation on
conversation | on the topic other scholarship | the topic. May
will continue on the topic and note that the
to change and | have a better author is “the”
evolve, noting | understanding expert on the
that different of what is being topic and thus
ideas and discussed. his or her idea
individuals may | This shows an is correct.
hold differing understanding of
views. the influence of
the work and how
itis best to follow
a conversation
throughout its
entirety.
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Notes/Modifications/Accommodations

This lesson is meant as an introduction for students to the concept of the
seminal article and how such a work will impact the conversation around
the topic for many years. After this lesson, students may be taught how to
find seminal works on their own, or they may be assigned to read a seminal
work within their course by their instructor.

While the concept of Patient Zero can be found within a range of dis-
eases, the topic of zombies is used for this lesson as it is a more lighthearted
example. Zombies are also a well-known cultural icon, which means the con-
cept should resonate with a number of the students. Depending on the stu-
dents, zombie lore may also be something that has been frequently discussed.

In selecting an image to use for Patient Zero, it is probably best to avoid
anything that is too gruesome as it may be disturbing for some students.
A stock zombie image would work well. Another option would be to take
the image of someone well known on campus, perhaps a willing course
faculty member, and edit the image to look like a zombie by turning the
face gray and adding some blood. This personal connection would add to
the humor.

Lesson Plan 2. Game
Lesson Plan Purpose

This lesson plan offers reinforcement of the concept of scholarship as an
ongoing conversation. Students will use citations found in articles to trace
back the manner in which research creates a conversation that continues
over many years.

Learning Objective

Students will analyze the citations of articles in order to discover how re-
search continues over time.

Audience
Undergraduates through graduate students. Class size 5 to 200.

Procedures

Time—45-60 minutes
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Supplies—Each student needs to have access to the Internet and library
resources and worksheet (figure 10.1).

Process—

PURPOSE: To find the longest ongoing discussion of a research topic with-
in three articles before time runs out.

BACKGROUND—LIBRARIAN’S SCRIPT: You are all required to find arti-
cles for your classes. Usually the assignment is something like this: write a sev-
en-page double-spaced paper in Times New Roman in twelve-point font with
one-inch margins. You will need to cite five articles in APA style. So you set out
to find those five articles. Hopefully before the night before it is due. Often you
just grab those articles from a list of results without realizing that those results
are often connected by more than just the keyword you typed in. These articles
are part of an ongoing conversation on the topic, and as in any conversation,
they are using what was said before to continue the discussion, come up with
new ideas, and share information. They do that by citing other articles, just like
you will do in that seven-page paper you are writing. It is important to know
that these articles are not just things sitting out there in isolation, but are part of
the ongoing conversation on the topic. Today you will take time to look in more
depth at how individual articles connect to create a conversation that has been
going on for years and will continue into the future. Your goal will be to find
connecting articles that span the longest time frame in thirty minutes. Special
points will go to the articles that have the most individuals taking part in the
conversation (determined by the total number of articles cited in each article).

GAME RULES:

1. Go to a periodical database. (Choice of database depends on those
available to the students, the availability of full text, and the level and
discipline of the students.)

2. Search any topic that interests you or that you think will have a long
history.

3. Find an article published within the past year. This will be your first
article; write down the citation on the worksheet.

4. Go to the works cited or references at the end of the article. Count the
number of references. Put that number on the worksheet. Find the
oldest article.

5. Write down the citation of the oldest article on the worksheet. This is
your second article. Find this article. (If at any point you cannot get
full text access to the oldest article, choose another article to find.)
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10.

11.

12.

Go to the works cited or references at the end of the second article.
Count the number of references. Put that number on the worksheet.
Find the oldest article.

Write down the citation of the oldest article on the worksheet. This is the
third and final article that you must find. Find the full text of this article.

Go to the works cited or references at the end of the article. Count the
number of references. Add that number to the worksheet. Find the
oldest article.

Write down the citation of the oldest article on the worksheet. Sub-
tract the year of that article from the year of the first article. This is
the length of the conversation.

Add up the number of citations from the three articles and enter that
number.

When the time is up, everyone shares the length of their conversa-
tion. Ties will be broken by the number of articles cited.

When the winner has been declared, answer the final questions on
the worksheet.

Article 1: Citation

Number of References

Article 2: Citation

Number of References

Article 3: Citation

Number of References

Oldest Article: Citation

Length of conversation:

Total number of cited articles:

Questions:
1.

Look at the titles of the articles you listed. Was there a shift in focus
or in the way they approached the topic? How might scholarship on
a topic change over time?

Did you notice any of the same names or articles appearing in the
citations of the different articles? What does it tell you about an
author or a specific article if it is cited in multiple other articles?

FIGURE 10.1
Worksheet
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Assessment Opportunities

Formative Assessment—The formative assessment will take place while
the students are answering the final questions on the worksheet. During
this time, it is possible to see if the students are having trouble answering
the questions and if they are asking for assistance.

Summative Assessment—The summative assessment will analyze the an-
swers to the final questions on the worksheet. The rubric in table 10.2 can

be applied to the questions.

Table 10.2

Rubric for evaluation of questions on worksheet

conversation

research on a
topic continues to
evolve and shift
throughout the
years as different
individuals

take partin the
discussions,

and that various
perspectives may
become more or
less prevalent.
Recognizes that
there may not

be one "right”
answer within the
research. May also
note that events
outside of the field
may affect the
research.

conversation
within the field
may change as
new individuals
study the topic.

Expert Learner Intermediate Novice Learner
Learner
Evolution of | Discusses the Discusses Notes a basic
scholarship | fact that the how the understanding

that new ideas
or discoveries
could be made
that would add
to the research
discussion. May
show a dualistic
nature of
information by
noting that the
old ideas were
wrong and the
new ideas are
correct.
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Table 10.2

Rubric for evaluation of questions on worksheet

Expert Learner

Intermediate
Learner

Novice Learner

Influence

of different
voices
within the
conversation

Discusses how the
heavy presence
of a single author
signifies an
influence on the
topic that may
either indicate the
importance of the
author or mean the
author's ideas are
overwhelming the
discussion, which
stifles other ideas.

In addition to
noting that a
frequently cited
author would
be considered
an expertin

a topic, also
notes that that
author will
have influence
on how the
discussion
surrounding

Notes that an
author who is
cited frequently
is an expert in
the topic.

the topic gets
structured.

Notes/Modifications/Accommodations

This game works better if students have some familiarity with using da-
tabases and searching for a known item. Even with familiarity, it may be
beneficial to model the process of finding articles and using the citations to
find additional articles as an example to start the game. This may also pro-
vide the students with a starting goal, as they try to find a chain of articles
that are older than the one used as an example.

While this lesson asks each student to conduct a search individually
in order to provide the most hands-on experience, it would be possible to
organize the students into groups. This shift would be useful in cases where
there is limited computer access or in very large classes. Depending on the
time constraints of the class, it is possible to decrease or increase the num-
ber of articles the students are expected to find.

An added benefit of this lesson is that it requires the students to use
several additional skills. First, they must work within a database in order
to find articles, limit results, and get access to the full text. Second, it has
them look at the citations of articles in order to find related resources.
This is a skill that is often discussed and encouraged, but one that low-
er-level students may not fully utilize. At a more basic level, looking at the
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citations also requires students to know how to read a citation in order to
determine the date and publication title. Finally, this lesson asks them to
find articles from known citations. This is another skill that students may
not fully utilize, preferring to just use the full text of articles they retrieve
from a search.

Lesson Plan 3. Group Work
Lesson Plan Purpose

This lesson plan provides an introduction to the idea of scholarship as a
conversation. Students will see how they are a part of the conversation and
how the conversation can occur through a range of media.

Learning Objective

Students will list a range of venues for information in order to develop a
framework on how different information venues interconnect.

Audience

Lower- to mid-level undergraduates. Class size 6 to 25.

Procedures
Time—20-30 minutes

Supplies—A ball of yarn. Space to form a circle. Paper for group concept
map.

Process—Ask the students to stand up and form a circle. Take a place in
the circle with the ball of yarn. Introduce yourself to a student beside you.
Ask the student’s name, and have them share their passion, the thing that
they would be doing if they were not in class. Tell them that they have just
come up with a great, amazing idea related to their passion, and the ball
of yarn represents that idea. So now that they have this great idea, they
want to share it with everyone. Ask them how they share ideas with others;
when they come up with something, how do they let others know? After
they have noted how they share information, have them hold onto the end
of the yarn and throw the ball to someone else. The ball and yarn repre-
sent their idea going out into the world. Ask the student who now has the
ball what options they have at this point. (It can either stop there or that
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individual can pass on the idea as well.) Have the student share how they
spread information. They hold onto the yarn and throw it to another stu-
dent. This process continues as each student notes how they would share
the information. As they hold onto the yarn, a web will be formed of over-
lapping yarn. Try to encourage students to be specific in how they share the
information, so not just “social media” but a specific platform. Also, try to
encourage different methods of how the information is shared, but do not
be too strict if they cannot think of an original idea.

Once everyone has shared and is holding a part of the web, it is time to
begin the discussion. Start by asking the students why they just made this
web. Their responses are a great way to see their understanding on the top-
ic. Now tell the students that someone outside of the web has started doing
research and has jumped into the conversation web. Ask the students, what
is this person learning as he or she moves across the web? Are the different
types of venues (Facebook post, YouTube video, published article) provid-
ing different types of information? How does the venue affect what he or
she thinks about the information?

After the interconnections of the conversation are discussed, go on by
asking what happens if parts of this informational web leave? If people
change their mind on supporting the idea or come up with a different idea?
Then have several of the individuals drop the yarn. The web will weaken
and the great idea is not as strong. Note that ideas that were once accepted
can change with new evidence, so it is always important when trying to
take part in a conversation on a topic to stay involved in order to see how
it is evolving.

After the discussion, have the final students drop their yarn. At this
time, tell the students that they will now have the chance to work together
to create a concept map that incorporates the ideas that they just discussed.
Divide the students into groups of 4. Each group will be given a sheet of pa-
per on which to create their concept map. Share some examples of generic
concept maps to get the students started.

CONCEPT MAP SHEET DIRECTIONS: Within your group you will cre-
ate a concept map. A concept map takes different ideas and lays them out
in an organized fashion. Items are grouped and connected with lines not-
ing their relationship. The concept map you create will look at the conver-
sation that occurs around a topic. When developing ideas and keywords to
add to your concept map, consider things such as how the information is
shared, who provides the information, who uses the information, and how
these items overlap and connect.
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Assessment Opportunities

Formative Assessment—The formative assessment takes place during the
discussion around the web. Students should be able to talk about how the
various types of people providing the piece of information affects the type
and usefulness of that information in different contexts.

Summative Assessment—The summative assessment will look at the con-
cept map created by the groups. The rubric in table 10.3 can be used to
analyze the final project.

Table 10.3
Rubric for evaluating concept maps

venues affects
who is putting
information

out within that

different
individuals
to share
information.

Expert Learner Intermediate Novice Learner
Learner
Venues Notes how Shows an Does not
within the type of understanding | differentiate
conversation | information that different between the
presented venues provide | authors and
in different outputs for consumers of

information
in different
venues.

venue and how

they present and
discuss the topic
within the venue.

Notes/Modifications/Accommodations

Students provide a range of methods used to share information. They will
often propose various types of media including written, oral, visual, and
multimedia. The lesson itself is meant to provide a rapid accumulation of
a number of ideas. For those classes that already have some knowledge
on information venues, it would be possible to have the students give a
little more detail about the type of information they would provide, for
example, “I would write a blog that would give an overview for people with
no knowledge on the topic,” or “I would create a video for YouTube that
explains the process in more depth so people could get additional infor-
mation.”
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The concept map is created through group effort as a way for the stu-
dents to share more of their ideas with a smaller audience. The group al-
lows them to generate more ideas than they would on their own as well as
to form connections between ideas that they may not have developed by
themselves.

This lesson can be used as an introduction to a more in-depth look at
the different types of resources available to students, for example, the dif-
ferences between popular and scholarly works. For upper-level students, it
could be used as the starting point to look at the various outlets they could
use to start getting their work published and shared in their field.

Note

1. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
8, http://www.ala.org/acrl/standards/ilframework.
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CHAPTER 11

Framework
Concept

Searching as Strategic
Exploration

Searching for information is often nonlinear and iterative,
requiring the evaluation of a range of information sources
and the mental flexibility to pursue alternate avenues as
new understanding develops.*

Lesson Plan 1. Humor
Lesson Plan Purpose

This lesson plan offers an introduction to the concept of subject head-
ings. Students will consider word choice and how these decisions change
based on audience and circumstance.

Learning Objective

Students will recognize the difference between subject headings and key-
words in order to use them effectively when conducting a search.

155
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Audience

Lower-level students. Class size from 1 to 250.

Procedures
Time—10 minutes

Supplies—For Example One, samples of texting acronym failures. For Ex-
ample Two, whiteboard.

Example One—

Start by sharing a miscommunication between two people because one of
them is using an acronym that the other does not understand. This is the
humor that will motivate them to focus on the content. (Text messaging
errors can be found online to be used as examples.)

LIBRARIAN’S SCRIPT: This is what can happen when people try to com-
municate, but one of them uses words that are not understood by both. It is
best to match up the language used with the individual you are speaking to.
Think about the last party you attended. Who was there? What did you do?
Tell me about it. Have a student share a 10-second short story. Now, how
would you tell your grandmother about it? Now how would you tell a friend
who was not there? You see, there are different ways to describe the same
event.

In a similar way, there are different ways to search for sources. The most
common way that you search is by using keywords. Everyone can think of
their own keywords. They are found throughout the source and will often
appear in a title or summary. Then there are things called subject headings.
These are terms that have been taken from a previously developed list and ap-
plied to the source. They provide a controlled vocabulary on what the source
is about, even if the words themselves are not in the article. Subject headings
are helpful in that someone has connected a source with a specific word or
phrase. It is a better way to ensure that the source pertains to a topic rather
than just hoping a keyword will bring back an accurate result. Also, think of
the words that have more than one meaning. A keyword will bring back just
sources that contain that word. A subject search will bring back sources on
the topic you are looking for.

Example Two—

LIBRARIAN’S SCRIPT: You are here because you are about to start a new
research paper. And the first thing you want to do in this process is find an-
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other class that does not make you do research. (Insert rimshot.) Actually,
what you need to do is pick a topic. I have already picked a topic, so now you
are all going to help me start my research process. What I need from you now
is to help think of keywords for my search. For my research, I will be looking
up prisons. This choice has nothing to do with the fact that Nicolas Cage is
in The Rock. It does, however, have something to do with the fact that Sean
Connery is in The Rock and that Scottish accents are one of the two best
accents in the world. So back to my keywords. One important thing when de-
veloping keywords is to think of possible synonyms or other words that could
be used. So what are other terms I could use besides prison?

List the words provided by the students on the whiteboard. If they are
having trouble, start the list with some more obscure terms. Lists of slang
terms can be found before the class.

So, it turns out that there are a lot more words for prison that I had
thought. Now I really do not want to do a search for each of these keywords.
I could pick out ones that I thought would be the most popular, but an even
better way would be if there was a word that everyone agreed to use when
talking about sources on this topic. And I am here to tell you that there is an
agreed-upon word. In the library, these words are called subject headings.
These are terms that have been taken from a previously developed list and ap-
plied to the source. They provide a controlled vocabulary on what the source
is about, even if the words themselves are not in the source. They are a very
useful thing to know about when you are conducting research, because even if
the authors are using different terms, someone has applied a subject heading
so that you can find all the sources on your topic.

Assessment Opportunities

Formative Assessment—As this lesson focuses on the instruction librari-
an’s short lecture, formative assessment will be conducted mainly through
informal methods such as looking for comprehension or confusion on the
faces of the students. It would also be possible after the lesson to ask if
there are any questions or to have someone define keywords and subject
headings. Having a student offer a definition is often a great way to not only
find out if they understand the topic, but also allow for another reiteration
of the content in case others did not understand.

Summative Assessment—A true assessment of whether students have
internalized this concept would be to observe whether they use subject
headings as appropriate when conducting a search. This level of detail is
not available within this short lecture lesson.
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One method to see if students have understood this concept would be to
have them fill out a one-minute paper at the end of the session in which they
provide something they learned. This would give an indication of whether
they understood the lesson and what they may have learned from it.

Another possible assessment on whether students have understood
the difference between keywords and subject headings would be a ques-
tion included in some sort of test. Some institutions have their students
complete a short quiz after completing information literacy instruction. A
question could be included that asks them to differentiate between a key-
word and subject heading.

Notes/Modifications/Accommodations

This lesson is really a short introduction to the idea of subject headings. It
would be possible to go into more depth on how subject headings are cre-
ated, but this was designed to be a way to let students know that there are
different ways to search. In some fields, such as for medical students, con-
trolled vocabulary can take on a greater importance. To expand this lesson,
after going through one of the examples, it would be possible to demonstrate
how to use and where to find the subject headings in different databases.

One method to set the tone for the class and provide content to discuss
later would be to have one or a series of texting acronym failures being
projected on a screen as the students are entering the class. This way they
see the miscommunication, experience humor, and are prepared for the
later discussion.

It may be nice to have a range of acronym failures to present, as this
gives the students several opportunities to experience the humor. If they
do not understand one of the texts or do not find it funny, they may under-
stand and find another humorous. In looking for humorous text acronyms,
a search for text fails or text acronym fails will produce a number of results
to choose from.

One note for texting acronyms: Often the miscommunication stems
from either sexual context or inappropriate language. These types of texts
may not be appropriate for your classroom. It is up to you to select exam-
ples that you feel are appropriate.

When choosing a sample topic to look up in the second example, it is
best to use one with a number of synonyms. The humorous aside related to
the movie The Rock is an example of a personal connection that promotes
relatability between the librarian and students. Any number of examples
could be used as relevant to the individual librarian.
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Lesson Plan 2. Game
Lesson Plan Purpose

This lesson plan offers an introduction to the variety of sources available
when answering a question. Students use experience and creativity to
brainstorm sources before considering which are the most appropriate.

Learning Objective

Students will generate an extensive list of possible sources for an informa-
tion need in order to explore various options before determining the most
appropriate sources.

Audience

Varied. Versions of this game can be used with any group of students from
freshmen up to graduate students. Class size from 2 to 50. Difficulty can be
added by changing the initial information need to be researched.

Procedures
Time—15-20 minutes

Supplies—Computer access for each student or paper and pencil. White-
board. Clock or timer.

Process: Game Rules—

PURPOSE: Earn points by coming up with a unique source in order to
answer a research question. The individual with the most points at the end
is the winner.

GAME PLAY—INTRODUCTION—LIBRARIAN’S SCRIPT: Thanks for
playing “Sources, Sources, Everywhere, but Which One Should I Pick?” the
game that tests your creativity and knowledge of all the different places you
can go to find information. The rules are simple, but the challenge is hard
as we locate the best resources. To start off the game, I will provide you with
an information need. You will then have three minutes to brainstorm all of
the possible sources that could help you answer the question. Record your
answers on paper or in a file that you can send to me.

1. Give the students a question for which they can brainstorm possible
sources.
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2. After time has been called, have one student state the first source on
their list. Librarian records source on the whiteboard.

3. Ask if anyone else has also listed that source. Everyone who has that
source marks it with an X, removing it from their total number of
sources.

4. If anyone does not feel that the source helps answer the information
need, they can declare a challenge. After being challenged, the student
with the source on their list must give a reason why the source would

be useful. The librarian offers the final say on whether the source will
be included.

5. 'The next student states their first unmarked source. Librarian records
the source on the whiteboard. Students call out if they have the same
source. Challenges are made as necessary.

6. 'This process continues with a new student naming their source until
all of the sources brainstormed have been called.

7. After all the sources have been listed, the students count up their
sources that do not have an X. The one with the most unique sources
wins.

CONCLUSION/NEXT STEP: After declaring a winner, discuss how this
game shows the great variety of sources that are available in which stu-
dents can find information. This moves the conversation to a discussion
of how to utilize the best sources for different information needs. From
the list on the board, have the students choose the most appropriate
sources. This allows for an understanding that not all sources are equal,
and the appropriateness of a source depends on the initial information
need.

EXAMPLE: The information need is “When does the grocery store close
tonight?” Students brainstorm for 3 minutes. Abe shares his first source,
“Id call the store” The librarian writes call the store on the board. Several
students yell that they have it on their list. They each mark it with an X.
Ben shares his next source, “Id look at a store flyer”” The librarian writes
store flyer on the board. No one else has store flyer on their list, so Ben gets
one point. Cate shares her next source, “I'd ask my roommate Daniel” The
librarian writes Daniel on the board. No one else has Daniel on their list.
Someone calls out challenge. Cate says that Daniel works at the grocery
store. The librarian judges that this experience makes Daniel a good source
for the information, so Cate gets one point.
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Assessment Opportunities

Formative Assessment—The challenges issued during the game can be a
great way to determine students’ understanding of the purpose and con-
tent of various sources. The explanation of the usefulness of a source may
demonstrate an understanding of authority, bias, reliability, or a range of
other criteria.

Summative Assessment—Collect the source lists brainstormed by the stu-
dents. These can either be collected after the game if on paper or e-mailed
to the librarian. The rubric in table 11.1 can be used in a quantitative and
qualitative review of the sources listed by the student. This rubric can be
modified as applicable based on the information need presented by the
librarian.

Table 11.1
Rubric for evaluating source lists
Expert Learner | Intermediate Novice Learner
Learner
Number of 5+ 3-5 1-2
sources
Types of Provides a Lists primarily Lists only
sources broad range of | one type of one type of
sources from source with source, e.g,, all
the general some variety. websites.
Internet, print
publications,
and experts.
Specificity of Notes Notes specific | Lists broad
sources appropriate type of categories, e.g,,
library website, e.g,, Google, the
databases or .org website or | library.
websites or generic library
professionals. databases.

Notes/Modifications/Accommodations

The information need developed by the librarian at the beginning of the
game allows for endless variety. It allows the game to be played across all
levels of instruction, for example, for entry-level students “What fat is good
for you?” and for graduate students “How has the understanding of the
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impact of unsaturated fats developed?” This game is also a great way to in-
troduce students to various resources when they have a specific assignment
that requires them to do research.

This game can easily be played by groups rather than individuals.
The groups may need to keep their best sources quiet so that they are not
taken by another group. One method to keep their ideas secret would
be to use a shared online space such as Google Docs where they can list
their sources.

For a more in-depth game, after each source, have the students write
down one sentence reflecting the reason they chose that source. This will
delve deeper into their understanding of the benefits and characteristics
of various sources and allow for a more nuanced assessment. It would
also be possible to have the students list sources for two questions. These
questions should be varied to show that sometimes a simple web search
will provide an answer, while other times it is necessary to find more
focused resources.

If you are finding too many students simply note Google as their only
response, take time to note that Google is not a source in itself. Google is
a way to find sources. The sources are the results that are returned after a
Google search.

This lesson also encourages students to think creatively about possible
information sources. Inform the students that there is no wrong answer
as long as they have a reason for how the source would help answer the
question. The more creative the students are in coming up with a range of
sources, the more likely they are to win the game.

Lesson Plan 3. Group Work
Lesson Plan Purpose

This lesson plan offers a reinforcement of how to search within a specif-
ic library database. Students will need to explore various features of the
database in order to find a resource. They will then explain their search
process and why they chose their resource.

Learning Objective

Students will demonstrate an understanding of how to search for informa-
tion utilizing a database in order to find an appropriate source.
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Audience

Lower level classes. Classes of 24 or fewer.

Procedures
Time—20 minutes plus 5 minutes for each group to present

Supplies—Internet access for the students. Projector and screen for group
presentations. Research question(s).

Process—Break up the class into groups. Four students per group works
well. No more than 6 students per group. After the students are in their
groups, provide an introduction and explanation of the activity.

INTRODUCTION—LIBRARIAN’S SCRIPT: So often when you are re-
quired to do research, you think only about the final source that you use.
Today we are not only going to think about that source, but we are also going
to focus on the journey to get to that source. Let’s say you want to get to the
mall because your mother told you it was the best place to buy her a present.
So you have an end goal in mind, but you have never been to the mall before
because you do all your shopping on Amazon. So you just hop in the car and
start driving around figuring that sooner or later you will end up finding the
mall. And amazingly you do get there and buy her present. However, you
didn’t pay any attention to how you got there. Now, your dad wants you to
pick him up something from the mall. You now have to again just randomly
wander around in your car until you find the mall. A more successful plan
would have included paying attention to how you got to the mall and figuring
out shortcuts and tricks to make the trip easier.

This is similar to finding sources for research papers or projects. Your
professor is asking you to find this specific thing, but you have never used
anything like it. So you go out and poke around until you find a source
that you can use. You are happy, you write the paper, and all is good.
That is, until your next professor asks you to find a source, and you do
not remember how you found the first one. If you just blindly search until
something comes up, you will be wasting your time. A better approach
is to pay attention to how you searched. Were there specific keywords or
search techniques that you used? Could you use limiters or other ways
to refine your search? These details are all a part of the journey to the
final source. By learning how to use these details you will have a much
smoother trip. Today we are going to share with each other our journeys
in finding sources.



164 CHAPTER 11

You have been divided up into groups. Each group will be given a re-
search question. You will have fifteen minutes to use the database (the choice
of database depends on the library’s subscription and needs of the students,
depending on the research they will be required to do for the class) to find
a source that helps answer the question.

One person in the group will need to be the recorder. The recorder will be
the one making the “map” of the research journey. It is the recorder’s job to
keep track of things such as which keywords you used to search, how many
results you got back, if you changed keywords, if you used a limiter in the da-
tabase, if you went to the second page of results, and so on. This map is very
important, as it is what you will be presenting to your classmates. For your
presentation you will use the projector to show each step and explain your
thoughts as you went through the journey. You will then show us the source
that you chose and very briefly tell why you chose it.

The journey itself will be up to you. You can work together to come up
with keywords and do one search, or you can try different searches to find
your final source. No matter how you do it, just remember to record the steps
you took and the reasons why you took them.

1. Students break into groups. The librarian should circulate to answer
questions as they arise.

2. Students start their presentations, providing the steps in their search
process and thought process. As necessary, the librarian should ask
questions, prompting them to provide more detail on why they did
certain things.

Assessment Opportunities

Formative Assessment—The fifteen minutes while the students are pre-
paring their presentation will provide the opportunity to conduct some
formative assessment. This can occur in two ways. First, as the students
talk to each other, it will be possible to hear what they understand about
the process and what they are having trouble with. At times, students illus-
trate a deeper understanding talking to each other than they will share in
a presentation. Second, you will be able to determine their understanding
based on the questions they ask. If a couple of groups have similar ques-
tions, it may be best to relay the answer to the entire class as a topic that
needs to be clarified.

Summative Assessment—The presentation on the research process and
source chosen to answer the research question provide the opportunity to
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gain an understanding of the thought process behind the searching done
by students. This allows for a more complete understanding of their knowl-
edge than can be gleaned from looking at a list of citations. The rubric in
table 11.2 can be completed as the students are giving their presentations.

Table 11.2

Rubric for assessing student presentations

keywords such
as synonyms
and jargon.

focus search.

Expert Learner | Intermediate Novice Learner
Learner
Able to Clearly states Refined search Did no
refine search | why choices but does not refinement
strategies were made offer reasons for | of the search.
based on in relation to how the refined | Simply chose
results keyword choice | search would source from first
and search result in better results.
refinementsin | sources.
order to obtain
a relevant
source.
Keyword Considers and | Combines Relies on one
choice uses arange of | keywords to basic keyword.

Utilization of

Uses advanced

Uses basic search

Only uses basic

research need.

database search features, | with a limited search feature.
limiters, and use of search
other search refinement
refinement features.
features.

Source Clearly states Provides limited | Explanation of

selection why source explanation of source selection
was selected evaluative criteria | contains no
using several or may use reference to
applicable evaluative criteria | evaluative
evaluative that are not criteria.
criteria. applicable to the
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Notes/Modifications/Accommodations

This lesson can be easily used to expose students to any number of period-
ical databases, the library catalog, websites, or search engines. The students
get a hands-on opportunity to use the resources to find useful sources as
well as the chance to learn different tricks or search techniques from each
other.

When providing research questions to the class, each group could have
a different question, or the entire class could look up the same question. It
may be informative to the students to see how others approached the same
question and how they were able to manipulate the results.

For the students to be able to successfully choose a source, it may be
best for them to have already discussed evaluation criteria. Also, if the pro-
fessor is requiring them to use a certain type of source, such as peer-re-
viewed sources, this is a great opportunity for them to learn how to find
and identify such a source.

Note

1. Association of College and Research Libraries, Framework for Information Literacy
for Higher Education (Chicago: Association of College and Research Libraries, 2015),
9, http://www.ala.org/acrl/standards/ilframework.
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Conclusion

The lesson plans detailed within this book are not meant to provide a com-
plete curriculum for offering information literacy instruction. Rather, they
provide parts of instruction that can be mixed and matched as necessary
within an individual program. It is critical to note that all colleges and uni-
versities and courses and class sections are different, and as such, they re-
quire an individualized approach. There is no one correct way to present
and instruct students. While it is possible to implement the lesson plans as
presented in part I of the book as they are written, readers are also encour-
aged to use aspects of the lessons as they see fit and as applicable to their
situation and needs.

Even if the lesson plans are not implemented in any form, I hope that
they will at least provide some inspiration to utilize various instructional
techniques that incorporate fun within the library classroom. Fun can be
approached in a myriad of ways, and when used to motivate students rath-
er than entertain, it can be a powerful tool to aid in the understanding of
rigorous content. When fun is able to stimulate students to engage with the
content of the threshold concepts, the likelihood of those students compre-
hending and applying these concepts in the future is increased.

When used consciously and purposefully, fun provides a range of ben-
efits in the classroom. First, fun is a way to motivate students to pay atten-
tion. With an increasing number of distractions entering the classroom in
the form of laptops, tablets, and smartphones, it is critical that we find ways
to keep students present. If the students are not paying attention, there is
no way they will be able to learn. Fun, whether through humor, games, or
group work, pulls the students from a passive state and draws their atten-
tion to the content.

Second, fun has the ability to motivate students and keep them focused
on the material. If students are enjoying themselves, they will continue to
work through problems. The ability of fun to connect with the factors that
promote intrinsic motivation results in students who will work longer on
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a problem and try to overcome more difficulties that may arise within that
work. This ability of fun to promote extended engagement with the content
allows for more rigorous content to be covered.

Connecting the content with fun also results in a positive relationship
for future encounters. This type of behavioral conditioning stems from pri-
or experiences. If something was positive in the past, someone is more
likely to continue than if it was negative. This positive relationship can
also result in better recall of the material. The experience of fun provides a
prompt that links the content in a way that it is more easily remembered.

Finally, fun provides benefits for the instructor beyond the instruc-
tional aids for students. When implementing instructional techniques that
involve fun in the classroom, the instructor should also participate in the
fun. These instructional techniques are often new for instructors, and this
novelty staves off some monotony and burnout that may occur. The use of
fun also results in a different experience every class. Compared to a lecture
or a canned demonstration, there is no way to predict for sure what will
happen when implementing some of these lesson plans. While this un-
known factor may worry some individuals, it does provide energy in the
classroom. As librarians, we feel a passion and interest for our discipline.
By utilizing fun, we are able to share this delight with students and help
them appreciate what information literacy is and how it can be a part of
their lives.

Library instruction is always interesting, but with the new Framework
for Information Literacy for Higher Education, we are at a time of change
and possibility in exploring new outcomes and techniques. The thresh-
old concepts listed in the Framework provide a structure that allows us
to consider information literacy as an intellectual construct in addition to
manual skills. To fully master these concepts, it is critical to have multiple
exposures to and experiences with them. The lesson plans provided allow
students the opportunity to engage in aspects of the six threshold concepts
with fun used as a motivational means to encourage that engagement. The
eighteen plans cover various aspects of the threshold concepts geared to-
ward a range of students and levels of understanding. The instructional
techniques that utilize fun in this book allow librarians to move students
from Novice to Expert status within the threshold concepts of the Frame-
work for Information Literacy for Higher Education. Just as we encourage
students to always learn, so too should we as librarians push ourselves to
utilize new instructional approaches as we teach.
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