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Abstract:

This research project sought to determine the dppiies for librarians in
specialist academic libraries to integrate infoioratiteracy into faculty curricula.
Information literacy is becoming recognized as @asingly important as a graduate
competency by universities, and is a significamhponent of lifelong learning. The
ability of librarians to collaborate with acadenfaculty staff in order to provide
information literacy instruction to students is@al. The researcher employed a
qualitative methodology for the project, interviegisubject librarians who worked with
faculty from two specialist academic librarieska tUniversity of Auckland. The
theoretical framework of the project was basedhewtorks of Hardesty and Farber,
when considering factors relating to librarian-filgwelationships, and of Owusu-Ansah
and Grafstein, among others, on factors relatingftommation literacy. Analysis of data
collected yielded results falling within three maireas. Subject librarians within the
specialist academic libraries studied considerethtelves to be highly accessible, being
able to be contacted in person very easily by tdag@mics whose subject discipline
resources they administered. They also felt thet there visible, both within the
libraries themselves, and within the wider facatga within which the libraries were
situated. The ability to employ information liteyamomponents which were tailor-made
for particular courses, grounded within specifibjseats facilitated both lecturer and
student buy-in. These three factors contributééoinclusion which subject librarians in
specialist academic libraries feel within a comntyimvolving all members of faculty,
united by geographical location and subject diswgyland which greatly facilitates the
integration of information literacy into curricula.
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1. Introduction

The ability to effectively and efficiently accegsjaluate and ethically
utilise information within an increasingly resoutgeh environment is becoming
recognized as critical, both for those who areentty studying towards a tertiary
qualification, and also for those who have longsigraduated. Life-long
learning is an essential competency in a world wh@&iormation is being created
at a phenomenal rate, is increasingly easy to aceesl varies widely in quality.
Librarians have been significantly involved in fremotion of information
literacy awareness, and have been instrumenttd adoption and instruction
within tertiary educational institutions. Informeai literacy has opened new
avenues for interaction between academic librargemusfaculty staff members,
both in terms of challenges and opportunities. &caid librarians have strong
interests in sustaining constructive relationshigh faculty, and in assisting the
development of the information literacy competes@éthe students in their
organizations. The value of information literacypecoming increasingly
recognized by tertiary institutions, and informatideracy competencies often
form a significant part of an institution’s gradegtrofile. At the same time
academic faculty staff are constantly strivingitall the specific subject content
they deem necessary into their courses, a situatioch can create tension when
librarians approach them with the intent to inéiabllaborative ventures on
information literacy integration. Specialist acadetibraries differ from their
centralized counterparts in that they are oftetlaser geographic proximity to
the offices, lecture theatres, studios and otheksypaces of the faculty staff
members and students. They also tend to be signtficsmaller in size, due to
their focus on resources pertaining to the paicstibject disciplines of the
faculty, and staff tend to have more varied rolestin a larger library. This
project sought to determine whether there are dppiies for subject librarians
working in specialist academic libraries which faate the integration of
information literacy into faculty curricula. Thegpect interviewed subject
librarians from two specialist academic librarié®at their experiences working
with faculty academics on information literacy iatives.



2. Problem statement

This project seeks to explore the following reskayaestion: What
opportunities exist for specialist academic likaas to integrate information
literacy into faculty curricula? It seeks to ex@a gap in the literature relating to
specialist academic libraries with regard to tisaiesof how information literacy
can be integrated into faculty curricula. The fingh of this study will be specific
to the particular context within which the reseanas undertaken, but some
aspects may be transferable to other, more geredalsettings. These may
contribute to the developmeat best practices of information literacy inclusion
and faculty-librarian collaboration.

3. Literature review

The following review of the literature provides tliamework for
determining the opportunities for specialist acaddibrarians to integrate
information literacy into faculty curricula. The partance of information literacy
is discussed. Some of the factors hindering thegnation of information literacy
into faculty curricula are considered, as well@ations between faculty and
librarians and their impact on collaboration. Vétyye has been written on
specialist academic librarians’ potential for cdniting to information literacy
initiatives. Methodologies employed in other infation literacy studies are
addressed.

Information Literacy

Defining information literacy was a preoccupatidrilorary literature for
a number of years (Grafstein, 2002; Owusu-Ansa@32Bader, 2002). There is
no universal definition, but the similarity of measments and standards by major
regional associations, for example the ACRL, SCON&Hd in Australasia the
ANZIIL, consolidates general perception of the celements (ACRL, 2001;
ANZIIL, 2004; SCONUL, 1999). These comprise detemnimg the information
need, accessing the information effectively, citicevaluating the information
and its sources, incorporating the information mteew knowledge base, using
information effectively to achieve a purpose, usteEnding the cultural, legal and
economic aspects of the information, and usingrtfeemation ethically (Owusu-



Ansah, 2003). Information literacy was a significalement in the educational
paradigm shift from lecturer-based teaching to etitrdtentred learning (Proctor,
Wartho, & Anderson, 2005; Thompson, 2002). The exindf constant
technological advances and change in the provisianformation resources
heightens the necessity for information literacynpetencies (Grafstein, 2002)

There is widespread consensus that informatioratiteis a beneficial and
indeed necessary outcome for graduates of teetidmgational facilities (Bennett,
2007; Singh, 2005); this view is shared by libnasigaccrediting bodies, and
faculty themselves (Kempcke, 2002; Singh, 2005gleng learning, the ability
to continue to process, evaluate and utilise inédgrom in our resource-rich
society, has had increasing significance and atteimver a number of years,
leading to many higher education providers inclgdtrwithin their stated
outcomes of graduate attributes (Proctor et aO5205tudies show that students
who participate in information literacy instructicor assessment designed to
improve their information literacy skills, perforbetter overall in the academic
environment (Emde & Emmett, 2007; Singh, 2005).

Historically, instruction offered by librarians inded library orientation
tours, one-off instruction sessions in class, stladses, often voluntary, teaching
generic skills such as database searching, anédlhamount of integrated
assignments organized with sympathetic faculty (geke, 2002). However the
Library and Information Science (LIS) literatureshiadicated a widespread
movement over the course of a number of years tsviategration of skills
development with course content (Grafstein, 20@kie & Fullerton, 1999;
Singh, 2005). This movement is not without itsicsit Owusu-Ansah (2007), for
example, argues that such integration subordiniageBbrary to faculty, and
proposes library-taught, credit-bearing courseshieg generic information
literacy competencies. Gaining permission from paoeganizations to offer
credit-bearing courses, however, is a significéwatlenge

Why is information literacy not more prevalent in curricula?

A significant factor, and one which will be discadsn more detail in a
later section, is the relationship between facaitg library staff, with regard to
integrating information literacy instruction intieet curriculum. This relationship
permeates many levels of this discourse; therehamgever, other important
factors which require consideration.

One of the problems with information literacy intagon is that faculty
members often do not have the time available tdkwarthe integration of
material with library staff (Hardesty, 1995, 1998nhother is the amount of
content that is covered in the curriculum for aipalar paper; often there is



resistance based on the premise that material speetiching information
literacy competencies detracts from the total arhob@itime they have available
to teach the core content of their particular scibjelardesty, 1995; Owusu-
Ansah, 2004). At times faculty staff themselveswaraware of the tools the
library staff can provide to help them in teachihgir students information
literacy (Cannon, 1994; Leckie & Fullerton, 199Baculty who have learned to
utilise research material themselves without speliffrary-oriented instruction
may be less likely to be amenable to includingnmfation literacy in their
coursework, or to recommending use of the librartheir students, feeling that
since they learned it by themselves, their studeiitglo the same (McGuinness,
2003; Weetman, 2005). This approach would faibte@tinto account changes in
the provision and organization of information, &ample library systems’ move
from text to graphical user interfaces (Schuyl€98).

Different disciplines also approach informatiorei#cy in different ways,
and have different views on how it should be inagepl into their education
programs (Cannon, 1994; McGuinness, 2006). Therals® be disagreement
among members of the same faculty as to the bgsbimMa@aching information
literacy (Kempcke, 2002; Leckie & Fullerton, 1999)his lack of unity of
approach can complicate matters when librariaesrgdt to initiate discussions
with faculty on information literacy integrationo®e LIS authors argue that
effective information literacy instruction can oridg taught in a discipline-
specific, course-related context (Grafstein, 2002).

It may be that there is not enough pressure byeddarg bodies on
institutions to instill information literacy compticies on their graduates, a lack
of pressure which would otherwise be passed oadolty members themselves.
Singh emphasizes the power of such accreditinggsdaly attributing their
explicit statements on such matters as informdiieracy inclusion as one of the
factors which drive institutional and curricularactge (Singh, 2005).

It should also be noted that librarians often areeun tight time constraints
due to their workload, and in many cases struggfent the resources to draw up
detailed specialist proposals for information hiey integration with which to
approach faculty (Bennett, 2007; Flaspohler, 2@i8t & Mills, 2006). The
limitation of library staff resources is an areangdlibrarians feel faculty do not
always appreciate (Christiansen, Stombler, & Thax2®04). Some LIS authors
have pointed the way towards different ways ofrirctton, including web-based
instruction and virtual reference services, wiflo@us on user-centred and self-
paced learning, either as an alternative to, ordementary to, more traditional
methods (Galvin, 2005; Matthew & Shroeder, 200&)rdries have also been
involved in training students and academic staifigisirtual learning



environments such as WebCT (Quinlan & Hegarty, 2086ch services,
however, also require library resources to creatkta maintain.

Especially in situations where a limited form difrhry instruction has
traditionally been given, there is a danger, frbm $tudents’ perspective, of
providing instruction which is of insufficient apgébility and value. Cannon
stresses the importance of providing instructiothattime of need (i.e. before an
assignment needing such instruction is due), oradt able to be understood and
applied by students (Cannon, 1994). Multiple meshoidinstruction are desirable
for best results. Librarians may need to make #&tlecbreak with past methods
of offering information literacy instruction in oedto more effectively meet
students’ current needs (O'Hanlon, 2007).

Some academic librarians think that rather thanifyiody curricula to
incorporate information literacy, what needs togepis ‘curriculum re-
engineering’, the rebuilding of the curriculum frawratch. It is a complex
process, and requires comprehensive justificatiom involved parties, and sign-
off from an institution’s governing body (Zabel,@0). In this endeavour
librarians can have an active role in the restmietuof curricula to accommodate
changes in organizational, performance and edugdtmaradigms. There are
pitfalls to the process, however, which if not cocigd effectively can result in
bitterness and division (Kempcke, 2002). This zesl@pproach contrasts with the
incremental view that progressively working towaadgoal of integration will
ultimately yield results (Hardesty, 1995), altholwggrdesty (1999) appears
somewhat skeptical of his earlier enthusiasm atidfbe such progress.
Restructuring of departmental curricula can alseeten impact on branch
libraries supporting those departments (Madisonrg E994).

Problems often arise when a key person from efdwity or the library
leaves an organization; if a program relies toomuore individual staff members
it can be fragile and disintegrate when a singlsqe leaves (Kempcke, 2002).
Too often a successful information literacy prog@epends on a select few
interested parties. This is a compelling reasdonmalize relations within the
organization.

Faculty culture and library relations

The relationship between faculty and librariangfisritical importance.
This in many cases equates to the success ordafugollaborative integration of
information literacy into faculty curricula. A clesonsideration of the
relationship and context of interactions betweenlty and librarians is
invaluable in providing the understanding which &aailitate collaboration.



Faculty culture especially needs to be scrutinineatrder to allow librarians to
approach collaborative ventures with more authority

There have been a number of comprehensive studiolty culture and
its relation with librarians conducted within ttest decade and a half (Cannon,
1994; Gullikson, 2006; Hardesty, 1995). From thstslies some important
observations have been made which are of relevardgarians seeking to
establish collaborative information literacy progsa It is noted that individual
faculty cultures can be complex and multifariotiss difficult to generalize as to
their nature. Often they vary from institution tiitution, and between
disciplines within a single organization. No onalde to encapsulate the political
climate in every department (Kempcke, 2002). Githext so many LIS authors
stress the importance of librarians initiating dgle, of approaching faculty and
promoting their proficiencies and capabilities,usnderstanding of some of the
shared characteristics of faculty culture is cru@ttaspohler, 2003; Hardesty,
1995).

Academia values personal knowledge, research anprtdduction of
published material; often that is at odds with empoehensive teaching program
and competes for the faculty member’s limited titdedergraduate study is
considered by some to be less important than gtadasearch, the former seen
merely as a stepping stone to the latter (Hardd995). There is an emphasis on
personal autonomy, especially within the lectu@mdHardesty, 1995), although
developments in outcomes assessment are necessakilyg inroads into that
domain (Kempcke, 2002; O'Hanlon, 2007).

Given the commonly institutionalized and traditibmeethodologies the
role of faculty member requires, there can be tasce to change, especially from
outside influences (Hardesty, 1995). There mayebestance to attempts at
information literacy integration initiated by librans, but that resistance is not ill-
intentioned (Hardesty, 1999); in many cases liaraiare well-regarded, but the
idea of librarian-initiated or —driven informatiditeracy integration in what they
may perceive as their curriculum may be foreigthtm.

Faculty often do not conceive of librarians as gean the same academic
level as themselves. They feel that librarians alohave the research publication
focus, often do not have the same level of degne@ are service-oriented, a
profession rather than academe (Christiansen,&t014). They feel a privileged
status that they may not want to share, espeaigllyothers they perceive as not
as qualified (Hardesty, 1995).

It is often said that librarians must be proactiveitiating dialogue with
faculty members (Hardesty, 1995; Owusu-Ansah, 20019 sometimes also said
that faculty themselves have a responsibility tonfpartnerships with library



staff as information professionals to solve studeformation illiteracy
(Kempcke, 2002; Sult & Mills, 2006).

Studies have shown that the vast majority of fgdutim various
departments believe that library research, andrjbresearch instruction, is
important in their field (Cannon, 1994). Cannortlgdy also found that a
significant proportion of faculty thought that adborative teaching, involving
both library and faculty members, of library resdainstruction, was the best
methodology. There is little doubt that libraridhemselves recognize the value
of and need for greater collaboration with fac®yHanlon, 2007).

Some LIS authors have made the distinction betweatent and process,
and identified separate roles for librarians aralifig in the teaching of the two,
while stressing the dangers that can occur ifwtedre separated and
information-seeking is not placed in the contexkmdwledge creation (Grafstein,
2002). This is in effect an argument for discipispecific information literacy
integration. To paraphrase Zabel, information ditgr cannot take place in a
vacuum (Zabel, 2004, p.19).

A countering argument put forward by librariansiagwhat might seem
at times to be an impenetrable cultural barriertlaaé they are professionals, and
experts in their field of information utilisatiomd management, and are thus
suitably qualified to work with faculty in instilig information literacy
competencies in students (Owusu-Ansah, 2001). ijawi librarians’ identified
strengths, and focusing efforts in liaising witked#ty in such ways as instructing
the instructors in such things as new developmartechnology, can be a way of
bridging the divide and a useful networking tooa(@on, 1994).

Limitations in scope in the literature

Many studies research the developments of infoondtieracy
competencies against methods of instruction wighépecific faculty and library
context (Flaspohler, 2003; Proctor et al., 2009t &WMlills, 2006). However
these studies generally offer little comment onghsicular nature of the
organizational structural arrangement, and subsggakationship between the
two parties, and are more likely to describe thegrated program and its results
rather than the way in which integration was ackie\un many cases it would be
useful to have been provided more library and fgatdntext, in order to isolate
factors leading to the successful outcome.

A large amount of the literature on specialist &aid libraries, or branch
libraries according to differing terminology, fo@ssmainly on organizational,
resource-oriented and managerial differences. Tiseignificant discourse on
the benefits and disadvantages of centralizatiohd®eentralization, which does



not go into much detail on the relationship of thanch library to faculty, or to
information literacy opportunities (Kuyper-Rushir&§02; Madison & Fry, 1994).
With the emergence of information technologies Wwrattlow remote access to
electronic resources, some believe the role ofgeeialist library is changing,
with an increased focus on its importance as a$it@mmunity and intellectual
collaboration (Xu, 2006). Brief mention is madetlod closer relations enjoyed by
branch libraries with the disciplines they supg&ttkolnik, 1991), and the
corresponding support of faculty for the libraryt bhere is a noticeable gap in
the literature regarding the specific opportunitbésuch libraries to contribute to
the strengthening of faculty-librarian collaboratio

An attempt to identify the unique opportunitiesspecialist academic
libraries for the integration of information literainto faculty curricula would
help to fill a gap in the literature on such libesrwith specific regard to
information literacy, and may contribute towardsdhes on methodologies of
integration which can be adapted and utilised bolibraries.

Methodology

A number of studies concerning aspects of inforomaliteracy integration
in academic settings use quantitative data coieatiethods, such as surveys.
Quantitative methodologies have been useful inresoeng, for example, the
impact of a particular course on students’ learmiogpetencies (Emde &
Emmett, 2007), or the degree to which faculty heslaborated with librarians
for information literacy purposes (O'Hanlon, 2007 pelieve that librarians
should be involved in teaching information literaoystudents (Leckie &
Fullerton, 1999).

As this project sought to explore the research tqureghrough in-depth
exploration of the knowledge and experiences @lecs group of librarians, it
required a qualitative methodology. Data gainedmierview and focus group
can provide information immediately useful to thejpct group. Proctor, Wartho
and Anderson (2005) report that focus group feeklaiowed teaching librarians
to tailor information literacy activities to incleca more discipline-specific focus.
In-depth interviews with instructors provided Sartd Mills (2006) with detailed
feedback on ways to improve activities teachinginmfation literacy skills.

The impact of the interview method is apparenhmwritings of
McGuinness (2006) and Proctor, Wartho and Andef2005) in their work with
academics and students respectively. McGuinnesessks the importance of a
qualitative study for capturing the complexity bétcontext of academic activity,
as well as the flexibility of the semi-structuredieirview to pursue emergent
themes. Proctor, Wartho and Anderson record statdenthusiasm and increased



confidence in using information resources aftetip@ating in a course with
embedded information literacy activities and aspessd.

Multiple methods of data collection require inged time for data
analysis. Leckie and Fullerton report primarilytbe analysis of survey rather
than interview data in assessing faculty perceptmfrinformation literacy
teaching practices (Leckie & Fullerton, 1999). Da¢ime limitations, Sult and
Mills utilised focus groups rather than surveysasearching instructors’ use of
an information literacy teaching model (Sult & Mill2006). The scope of this
project dictates that only one methodology be used.



4. Study objectives

This project sought to obtain knowledge on how st academic librarians
interact with faculty to integrate information ligey into curricula. It sought to
determine what opportunities exist for specialcgtdemic librarians in integrating
information literacy, and to identify why these opjunities have arisen, and what
were the factors involved in their creation. Reskaub-questions have driven
the accomplishment of these objectives by focuiegdirection of the data
collection through the interview questions, andobyviding a framework for data
analysis. The research sub-questions are as follows

1. What are the ways in which librarians in speciaistdemic libraries can
promote and provide information literacy value maxademic setting?

2. What are some of the successful strategies foesicty information
literacy integration into curricula?

3. Do librarians perceive that particular types obmfiation literacy program
are more successful or relevant to the disciplihese libraries support?

4. Are there particular subjects or levels of educatidthin a discipline
which are more appropriate for the integrationnébimation literacy?

5. Are there specific factors which help or hindersalkest academic
librarians in integrating information literacy intaculty curricula?

6. What factors allow faculty and librarians in spdisisacademic libraries to
work together more closely to help students gdiormation literacy
competencies?

7. Do librarians in specialist academic libraries needonvince faculty that
knowledge of information literacy is their areaexpertise, or do faculty
recognize this?

10



5. Definition of terms

1. Specialist academic library: a library whose holdings relate to a specific
discipline or disciplines, often situated in clggeximity to the academic
faculty which it supports. The specialist acadelbi@ries in this project
are satellites of a centralized library system.

2. Information literacy: Information literacy involves the effective usidition
of information. Core elements include determining information need,
accessing information effectively, critically evating the information and
its sources, incorporating the information intoeavrknowledge base,
using information effectively to achieve a purpasederstanding its
cultural, legal and economic aspects, and usingnfoemation ethically
(Owusu-Ansah, 2003).

3. Faculty: Academic staff members who are responsible forticrgand
teaching course content in a specific subject plisa.

6. Theoretical framework

Questions relating to information literacy andrétationship to discipline-
specific curricula were considered in light of nectheory on information literacy
in Library and Information Science scholarly litenee (Owusu-Ansah, 2003), and
incorporated elements of emerging educational pgmesifocusing on student-
focused learning. Aspects of constructivist thetgting to the importance of
context and subject discipline to the creationrdwledge by the learner were
utilised when analyzing methods of fulfilling studg’ information literacy needs
(Kanuka & Anderson, 1999). Key authors who provademportant framework
for the consideration of faculty-librarian relatgand culture include Hardesty
(2005), Farber (2004), Gullikson (2006) and Can(i®®94). Aspects of feminist
theory concerned with power relations (Olesen, 1988 postmodernist
approaches to the political context of communicatiall be taken into
consideration when analyzing the data obtaineah frderviews (Punch, 2005,
p.140). Theory in qualitative research is often \gast, therefore rather than
utilising specific theoretical models, previousdherelating to the various areas
under investigation has been incorporated wherécatyte in the early stages of
the project. During the process of data analysith vithin and after the
interview process, the theoretical framework oettimbove, based on the works
of the authors cited, underpinned and directecbuarangles and areas of
exploration, and provided context for the findiragsl the conclusions which were
drawn from them.
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7. Research paradigm

Given the highly contextualized nature of the reseahe importance of
the interaction between the researcher as resgwtthment and the participant
in the creation of knowledge, and the methods tdiaing information, it was
clear that in this project the researcher shoutiptithe interpretivist paradigm as
the structure within which to work. The nature loé information sought, for
example personal testimonies, responses to qussipioring the interviewees’
experiences, interpretation of interactions betwtberresearcher and the
participant, and perceptions both of the researahdrthe participants, dictated an
interpretivist approach. The information which wasieved was intrinsically tied
to the context. Qualitative research, which oparatghin an interpretivist
paradigm, is able to capture context, and thusdneplexity of factors involved
in the process by which events occur (Gorman, Gtayshep, & Clayton, 2005,
p.6).

It was considered inappropriate to approach a relsgaoblem of this
nature by assuming a positivist or post-positistance (Pickard, 2007, p.7), by
attempting to remove oneself as the researcher theract of gathering data, and
from using methodologies which would not yield tledness that the in-depth
interview would provide. The data with which theearcher worked would not
have been able to be effectively utilised withipaaitivist, quantitative
methodology, and the results will not be generalzan a wider sense. A
positivist or even post-positivist paradigm estsitilng a universal reality was
thought to be unsuitable for understanding thelstibs and nuances of the highly
personalized, contextual information that was stutie project did not start
with a hypothesis to be disproved or variablesaadentified, isolated and
examined under controlled conditions.

The researcher acknowledges that his own biasebdisfis must
necessarily impact on the research that was coadulobth in the collection of
data through the interview process, and in theyaisabf the data at the time of
collection and in the later stages of open and axiding. The researcher strove
to identify and make allowances for the influerteat these biases would have.
Part of the responsibilities of the researchertsest employment position
involves working with faculty on issues surroundinfprmation literacy. The
researcher recognized that there was the potéotiblas and misunderstanding
when gathering and analyzing the data providedtsrviewees, and was
cognizant of this fact both during the processathdollection and afterwards
when focused solely on analysis.

12



8.

Methodology

The interview process:

In order to gather data for this research projbetresearcher interviewed
five librarians from two specialist academic libegr Purposive sampling was
used to identify librarians who had had experiemoeking with faculty for the
purpose of integrating information literacy intagoula. The libraries in question
were both specialist libraries within the Univeysif Auckland. These two
libraries were chosen as they hold very differgpes of information, which is
utilised by students undertaking degrees in vefferint disciplines.

The scope of this project, limited as it is by tifreeme and size, did not
allow the collection and analysis of data from facmembers, with regard to
integrating information literacy into their currieu A future project could develop
the theories and methodologies employed in thigeptan order explore this area
from the perspective of faculty members. Accordyrtle findings of this project
must be understood to arise from information olgdisolely from librarians, and
reflects their perceptions, rather than those ailits or students.

The researcher collected data by interviewing #méi@pants identified
above. The interviews were conducted in an opendgrrather than being highly
structured. The researcher planned to ask a sdrtes questions (see Appendix
A: interview questions), and initially imagined tremswers to the questions could
be of considerable length and depth. Interviewes® encouraged to contribute
as much information as they wanted and were ntiictesl or redirected unless
there was some previously mentioned topic whichrélsearcher wanted to
explore further.

As the themes involved were not clearly identifpebr to data collection
and analysis, and the researcher was not tryinglidate previously formed
opinions, it was considered that the research guestould not be best
investigated by employing a strict, highly struetiquestioning process
expecting results falling within set boundariesvé&gi that some data analysis
occurs at the same time as data collection, andhfiaence and direct additional
questions, it was necessary to allow the intenpescess to be open and fluid. In
this way themes were able to be explored and dpedlas they arose within the
context of the current conversation.

The findings of this research project were dravemfthe information
obtained through the interview process. The reseamnenderstood that he would
have biases and assumptions from researchingénatlire for this project, and
from his current employment position, which he ragéed to minimize in
interactions, and compensate for in the interpiiand analysis of the

13



information gathered. There were instances witheimterviews where the
researcher recognized parallels with his currentipational situation, but did not
raise them with the interviewee as he did not ianinduly influence the
information being provided. On the whole, howetke, researcher felt that his
experience allowed him a greater understandingmiesof the issues involved,
and provided a degree of empathy with the interemwrhis was alluded to at
various stages within the interviews, interviewpesceding an answer to a
question with “As you know ...” (13, Q9). The reseaec was aware of the need
to be careful not to influence unduly or lead thieiviewee in the provision of
information.

Note that the system used to reference direct quaten the transcribed
data is as follows: (Interviewee#, Question#),drample (13, Q5) refers to a
statement by Interviewee 3 as part of that inteveigs response to Question 5.

Data collection and analysis

Given the qualitative nature of the open interv@ecess of data
collection, some analysis of the data gatheredumdgrtaken as the researcher
conversed with the interviewees and received tiesponses to the questions.
Where interviewees had briefly mentioned topicsetévance to the research
guestion, the researcher constructed qualifyingtijues designed to encourage
them to provide more information on these topicsighificant reason for the
interview being used in a qualitative methodolagyhie ability of the researcher
to act upon the information received in order foiemore information, change
the line of inquiry to more closely examine arebmterest, or to clarify
perceived ambiguities in the data.

Prior to gathering the data, the researcher haide@to employ open
coding, the process whereby basic data transchitbtedextual form is given the
first stages of conceptualization (Punch, 20050%)2He then planned to employ
axial (or theoretical) coding, to highlight and sifelinks between the related
concepts identified through the open coding stiidead been anticipated that
memoing would be carried out throughout the datdysis process. It was
considered that the stage of selective coding3thand final link in data analysis
and theory formation in Grounded Theory researauyla/not be reached (Punch,
2005, p.211).

Interviews were recorded in digital .wav formatamelectronic recording
device. Interview sessions took between 15 and iBbites. The electronic files
were transferred to the researcher’'s computeryaand transcribed from audio to
a textual format.
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It must be noted that the interviews themselvek fidace later than had
been initially anticipated in the proposal timelohge to the proximity to the start
of semester and the interviewees’ teaching respiitisis. It was also very
difficult to engage in any significant memoing @ta analysis during the
transcription phase due to the degree of concémtrand focus needed to
accurately perform this task.

Initially the transcribed data from each interviesas arranged according
to interviewee, meaning each interview sessionreesrded in one document.
The first stage of basic open or descriptive coavag performed when these
initial textual representations of the interviewreveivided into sections
representing each of the ten questions asked.iMo$ved examining the text of
the conversation closely to identify when each Bjpeguestion was asked.

At that stage it was possible to identify some atgpef the interview
process which accounted for some of the variatetwéen responses to each
question. Due to the open nature of the intervigie st was not possible to
clearly separate each question from the contettteofmaterial which had been
discussed earlier. Often interviewees would usaraqoular question to address
certain issues which they thought were relevatiiéaesearch investigation. This
resulted in a large amount of personal and anekuhdtamation being provided,
which proved very useful on later analysis duddsubjective, contextualised
nature. This also meant that some questions wegetiekly answered in advance,
and the transcriptions show more than one occasgiamne the researcher precedes
a new question with the words “I think that you &answered this earlier...”.
Interviewees were always willing to reiterate wtrety had expressed earlier, and
in some cases provided clarification or new makéugding on what had already
been said. The researcher also made use of opji@sumnhich presented
themselves within the interviews to enquire furtimo the interviewee’s
knowledge about the wider topic or to seek claatiien of information previously
given.

Once the textual transcription data had been giapeording to question,
the researcher applied a further level of codidgntifying a brief answer to the
guestion or questions posed by each of the inteaes, and the main concepts
and themes arising out of that section of datas $tage of thematic coding
proved very useful in further data analysis asaovmled a summary and index of
the material contained within each question docupeerd allowed clear
consideration of the themes arising from the data.

As a result of interviewees effectively answerioge questions before
they had been asked, the researcher anticipatethtéra would be a lot of
thematic overlap between questions. One of theestafithe coding schedule thus
developed included identifying where specific cgiseand themes arose over
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different questions, in order to ascertain whaanything, the context of the
recurring themes contributed. Although it was appathat similar themes and
concepts did occur in different places in the tektlata, this stage did not yield
the results and insights initially hoped for andswadess fruitful part of the coding
process.

Once the main concepts and themes of each quésttbheen identified,
the researcher sorted them according to relevaniteetresearch project’s focus,
in order to ascertain which related to the oppaotiesfor specialist academic
libraries to integrate information literacy intactdty curricula. Further
consideration of the relevant themes led to thearmement into higher levels of
grouping, corresponding to the three main topichefFindings section, namely
accessibility, visibility and the ability to provednformation literacy content
tailor-made to specific courses. A significant amioof material regarding
information literacy and library-faculty relatiomsas not related closely enough to
the specific focus of the research project to e abbe utilised.

Memoing was used to great effect throughout tha daalysis process,
from the completion of the transcription of thealatto textual format to the final
stages of writing the Findings sections. Memos wecerded in a single
document in chronological order with each entryedatt was thereby possible to
see the progression of the researcher’s thoughoiking with the data and
creating connections between the concepts and thesmieh were revealed.
Memoing was conducted concurrently with the diffédevels of coding of the
data, allowing the researcher to instantly recadiqular insights or potential
themes for exploration, and proved to be an effeatoding tool for data analysis.

In the initial stages of textual data coding, giadéive data analysis
software was experimented with, but given the amhotidata being processed,
and the sorting and locating abilities of the wprdcessing software which the
researcher was using, he decided that no extraa@ftwould be employed.
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9. Findings

A number of findings relevant to the research qaestmerged from the
analysis of the data obtained through the intersidnterviewees thought that
they were very accessible to academic faculty mesnla@d thought that this
accessibility definitely facilitated dialogue orfanmation literacy initiatives.
They also felt that they were visible to academaes] that this encouraged
communication, and thereby potential for informatiberacy collaboration.
Interviewees also thought that the ability to taildormation literacy instruction
to a specific subject discipline was an importaatdr in the process of
integrating information literacy into courses. Th#owing sections will consider
how these themes arose from the analysis of teevieiv data.

Accessibility

A high level of accessibility is one of the opparities which the
interviews identified as facilitating specialisiaemic librarians’ integration of
information literacy into faculty curricula. Accelsgity in this sense is comprised
of physical accessibility, based on geographic pnay, and the approachability
of subject librarians, signified by an ‘open dopolicy and their willingness to
engage with faculty members. All of the interviewdelieved that academic
faculty members considered them to be more acdedbin if they had been in a
centralized library, responding emphatically andauivocally in the affirmative
to Question 6 (see Appendix A: interview questiofi$le librarians interviewed
in this project either worked within the same buifgas many of the academic
faculty members whose disciplines they supportedave within the same block
of buildings. Comments were made on the valueisfgroximity: “I think it's
easier for us to be in the building.” (13, Q5); ‘iBg on site... definitely it's
valuable” (14, Q5). The inference is that it wowldt take very long at all for one
party to visit and speak with another party factat®. As one interviewee said:
“The closer you are, the more likely they're gotngzome and contact you, and
they know they can be down here in two minutes; Q8). When questioned, this
interviewee thought that this proximity meant thatsubject librarians they got
more business, and believed that faculty acadewocstd be more likely to
collaborate on information literacy integrationardgurricula.

The theme of academics and students having tol axertain distance to
access subject librarians was raised by two irdgr@es. One remarked that
having to travel further to visit a centralizedréiby would impact utilisation of
subject librarian services, stating: “that wouldllereduce the amount subject
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librarians were used, you know” (14, Q5); anothavegan example of time
working in a previous library where the only acad=megularly seen were those
in the same building, that she “practically nevew she others unless | went to
them. They didn’t come to me” (11, Q6), and thagufatively speaking,
“academics don’t cross roads”(I11, Q6). In ordeg&in a comprehensive picture
of the degree to which physical distance betweadewnics and subject librarians
in their discipline impacted on their interactiortsyould be necessary to gather
data both from subject librarians in a centraliliedary system, and from the
academics whose discipline’s subject material isskd in the two different types
of library. The scope of this project precludesrarestigation of this magnitude;
it is apparent from the data gathered that interees perceived that physical
proximity greatly increased accessibility.

Another interviewee believed that because subijecrians and
academics were physically close, they had clodatioaships, and that this
facilitated collaboration on information literaaytiatives (12, Q6). This
constitutes a part of the strong community of sctbgpecific professionals, a
concept which will be discussed later.

An important factor of the accessibility of subjébtarians to academic
faculty members is that they believe that the acackeknow where they are.
They have been shown the locations of librariaffi¢ées and workrooms, and
depending on the degree to which they utilise ithraly’s resources, they are on
site and are familiar with the particular enviromé.ibrarians offer tours of
library facilities to new academic staff so thagytknow the subject librarians for
their particular discipline, and knowing the locatiof their offices or workrooms
are able to visit them if they need assistance. iieeviewee elaborated on these
tutorials: “for every new staff member, and evaupject librarian like me also if
we have a new staff member in the department, Ithalhgive him or her a
tutorial, on how to use library resources... And tivatild outline everything that
the library staff would do or the subject librasamnould do” (12, Q6).

The degree to which this accessibility is utilisess exemplified when the
researcher went to meet with one of the intervieteeonduct the interview.
The interviewee was busy with an academic what tasned out during the
course of the interview, had decided he neededstuss an aspect of his course
material with his subject librarian, so had walkiEgdvnstairs, into the library, and
into the office of the interviewee. The academiewrwho to talk to with regard
to his problem, knew where to go, to the degreeofving which office to go to,
and knew that the subject librarians practisedmanaloor policy, so that he
literally could walk up to the door and see if flerson was busy. Assuming that
the academic had been working in his office whenptoblem was discovered
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and had returned there afterwards, the problemrgpprocess would have taken
a matter of minutes.

As well as being accessible in their formal workags, in offices or
workrooms, when librarians and academics work éenglime general area, there is
increased chance for communication to occur in ndoFmal settings. As one
interviewee related, there are opportunities feeriamction “on your way back
from lunch or whatever it is... and if you have teghwvthem too... We have a
communal tearoom” (13, Q6).

One of the interviewees did mention that althouglbélieved that being
more accessible did help information literacy im&ign, it was only to the point
that it helped to ‘get your foot in the door’ (I86)., and took less effort to initiate
dialogue on collaboration than it might for libiwms in a centralized library, but
did not in itself make information literacy integom inherently more successful.
This idea was also raised by another interviewdm tlwought that it took less
effort for specialist academic librarians to bdiltks with faculty, and therefore
might allow them to devote more time and effortdé&veloping features of
information literacy integration: “I think the sudajt librarians in [centralized
libraries] have to work a lot harder than we dbwdd linkages with their
faculty... Which they can do, but it's just more hardrk, effort. Effort that they
could have been putting into something else isrgatthat.” (11, Q5).

Visibility

Visibility involves faculty members’ awareness abgect librarians
within the subject discipline environment, anddakated to their prominence
within that environment. Interviewees were awaréhefbenefits of visibility, as
opposed to anonymity, and felt that it influencleeiit ability to integrate
information literacy into faculty curricula. Subjdibrarians in a specialist
academic library are well known to the people wtilise their knowledge. The
amount of time that the librarians themselves Hsaen in the role obviously has
an impact, but as part of a small environment, isistacademic librarians are
very visible. As one interviewee said: “our depats, | mean, the personnel,
the academics, technical staff etc, support stdfiey do know us”. (14, Q5). This
aspect of being known, of being recognized as beargof a community, results
in part from being visible within a certain commamd specific area comprising
the library and surrounding faculty buildings.

Initial introductions and orientation tours for netaff, and regular
scheduled meetings or ‘library update’ sessioniewesubject librarians and
academic faculty members to get to know or re-aicqilsemselves with each
other. Interviewees commented on the effectivenéssgular meetings: “we call
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it the annual visit, the subject librarians’ annwuait. Once a year is not enough,
but... you know, we can see the effect there. Webceéld up a relationship there,
the library and the academic staff.” (13, Q1). Rdawg such tutorials to academics
also provides visibility in more indirect ways, bging seen to be giving material
to others. One interviewee remarked: “One acadsaittto me: | was going past
the door of so-and-so and you were showing thenajghg what was that?” (13,
Q3). Being established in the teaching of courtsslzeightens visibility. When
academics see what librarians are already doirtgatiter courses, “they say: ah,
that's great, that's a good idea, can you do thiatfy course as well, something
like that?” (12, Q1). Regular update sessions alkaw subject librarians to
market library resources. Relating these resourctdse particular academic’s
work can be a useful way of encouraging their adoptthe new citing features,
Scopus and Web of Science were two of the favothiteys over the summer...
because they could look up their own name and $eehad cited them, and they
had all this flash data and everything, and thejlydiked that’ (13, Q3). Piquing
academics’ interest in such a fashion has a vegtioal benefit with regard to
integrating information literacy material into cees: ‘Because it's [in update
sessions] that you can tell them what you've gaifter, show them as | said the
new resources, which are an excuse to get a fabeidoor, really, and then find
out if they need it for teaching’(13, Q3). In onkrhry this technique has proved
remarkably effective: ‘we have been very successfithe others may have told
you we are teaching more programmes this yeardlianbefore’ (13, Q3).

From this groundwork relationships can developugtoinformal
meetings in the process of conducting everydaynessi, whether that constitutes
conducting research in the library, passing oneremnan the corridors of the
building, or taking a break in the communal tearobiararians do actively seek
to promote their visibility; one interviewee attarfdculty meetings and actively
advertises the skills and experience of the sultijgetrians, and canvases for
academics’ material for exhibitions both within andside the library. There are
specific ways of doing so in order to achieve tastbesults: “In the email I'd
turn it round their way, what is the advantagentem of doing this, and I'd say,
would you like us to showcase your research? Neattwhie library displays...
because, you know, 3000 people a day passing éat gray of getting new
postgraduates for your courses” (13, Q3). Suchviiets encourage academic buy-
in to library initiatives, raise the profile of thiérary and contribute towards the
sense of community including academics, studerdstamlibrary.

Being more visible can facilitate collaborationiaformation literacy
initiatives. As a response to the second part @sflan 6 (see Appendix A:
interview questions), one interviewee stated: “Theg more of me and | see
more of them. Because they come into the libradytaere’s that tripping over
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each other thing, and we talk about things morae thgou have to make an
appointment to go and see somebody’(I11, Q6). Beisiple can provide
increased opportunities for communication, whiahleighly useful when

working on collaborative ventures such as infororatiteracy integration.
Visibility is also dependent to a significant degen proximity, and in this way is
similar to accessibility.

Being in a smaller environment such as a specetiatiemic library
compared to a centralized library system does adlolyect librarians to be more
visible, and does allow them to be perceived asigeay high degree of subject-
specific knowledge, simply because there is morgam. Being seen, being
known, being associated with knowledge of certasttemals through your
professional position, all can help reinforce thgitimacy of one’s role within a
particular community. One interviewee remarked: éfigis something very
powerful about ... having your own library and [acaefaculty staff] know
where everything is and they know everybody” (15)Q

An aspect of the visibility enjoyed by subject 8bans is the fact that they
think that faculty perceive them as experts onrimfation literacy. When
specifically asked whether they thought facultysidared them to be experts on
information literacy, all interviewees respondedha affirmative. One
interviewee commented: ‘| would like to be perceivkat way, of course, but |
think I am... it is actually a reality.” (14, Q4). Ather interviewee stated: ‘I think
they know that we have a lot of... across the boaslhave a lot of
expertise...[the library] is where you go’ (15, Q#)terviewees actively worked
on promoting their visibility in this respect, afatulty staff do respond to this
effort on the part of the librarians. One interveacommented: ‘we always
remind them, when we visit the academic staff, ggezend your new
postgraduates to us, and they’re: oh, I will, lw{l2, Q4). Librarians’
information literacy expertise is consequently higasilised: ‘if new students
have any problems they say, go to see the librag@ano see [the interviewee],
and she will help you.” (12, Q4).

Although academic staff do recognize that libragsiare information
literacy experts, interviewees reported that thveaie a significant range of
awareness of what information literacy actuallyadatl, and of what degree of
benefit it was to their students. Commenting ordaaacs’ support for library-
driven information literacy initiatives, one intégwee stated: ‘we’ve got a lot of
support... because a lot of staff, they are goo@dtipusers as well, so that’'s why
they can understand that... they can see the betigditstudent can get’ (12, Q3).
Another remarked: ‘[academic staff] don’t necedgamderstand information
literacy until you tell them about it, and they de'egood concrete example of
how it can be done’ (13, Q3). Often a lack of knedde can prevent academic
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staff understanding how librarians can offer infation literacy instruction:

‘there are certain things that we've come up agdainsuch as, they think it will
take a lot more time if they do it, or they’ll nedrewrite their whole course.’ (13,
Q3). In such cases, communication between librargand academics is vital, for
in many cases integration does not take so muohtefometimes it’s just a

twist in a certain test or assignment, which mehasthe students have to think
for themselves, and become more information liegr@B, Q3). Awareness of
what the library could offer in terms of informatititeracy instruction was often
linked to library usage: ‘I'd say there are somat thre very, you know, very
aware, of what we provide, and what we can providmd | think those ones |
tend to see a lot, because they'll come to menduhe year, over and over again
for information. But there are others who... I'd hawemake the effort to see
them, they won’t come here, and they'll also bedhes generally, who don't, are
not aware of what the library can offer’ (14, Q3).

Greater visibility also has indirect benefits. laytake less time for
academics to recognize a subject librarian’s stigpecific knowledge in a
specialist academic library due to greater vidipéind accessibility than it might
in a centralized library. Recognition of this légiate role within a community
may facilitate collaboration on information liteyainitiatives. As one interviewee
says of academics’ willingness to participate fioimation literacy integration:
“if it was coming from someone more establishedhaty carry a bit more
weight... | don’t know if Johnny on the spot who slsoup on his first day with
all these bright new ideas...” (15, Q5).

One interviewee did, however, identify a negatispext of heightened
visibility, raising the idea of some tasks beinddnt detrimental to attempts at
collaboration on information literacy initiative'st actually would raise my
perceived professional status, you know, if I'mrs&ebe teaching. Whereas if
I’'m at the front desk, stamping books, | mean, a@yoan do that, you know,
what professionalism is there?” (14, Q9). It isréfere apparent that there is a
limit beyond which increased visibility can impaxt specialist academic
librarians’ effectiveness in integrating informatiteracy. This also highlights
the issue that due to the fact that staff resoumoegenerally smaller than in
centralized libraries, librarians in specialist@eaic libraries often have to
undertake a variety of job tasks.

Tailor-made courses:

Specialist academic librarians are able to proinfé@mation literacy
instruction in a specific subject context. Thidysno means unique to these
librarians, but because they are creating assigtmuerutorials to be taught
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within a particular course, they can ensure thatnformation literacy skills and
competencies taught are grounded within the comtietktat course or subject.
From the data obtained from the interviewees, dpigarent that the information
literacy tutorials and lectures, and the assignsmentbedded within courses, are
tailored to the specific papers within which theg presented to students.

Tailoring information literacy material within coags can address
concerns from two interested parties, studentdexrtdrers. Students have been
known to be less receptive to absorbing informalitenacy material within
generic contexts, to query the relevance of whatscemetimes be completely
foreign concepts, especially if examples are prteskwithin a different subject
discipline. Remarking on the importance of inteigiginformation literacy within
subject-specific contexts, one interviewee saysidsnts perceive, you know,
they say look, I’'m doing a [subject discipline] cse, I'm not doing a library and
information science course” (14, Q3).

Interviewees thought that being able to tailoriticeurses was a major
strength, as it allows specialist academic libregito create courses to fit both the
needs of the lecturer and students in terms okstHgpecific material such as
particular databases, and the library by being tbiecorporate information
literacy material. One stated: “I guess what | @g¢he real opportunity for
academic libraries in providing information liteyas that, | mean, we’re tailor-
making our courses. So as long as we’re doing tlmagan, we can include as
much of the stuff as we like, so long as, you kniv\w,not treading on the toes of
faculty staff, and as long as it’s covering whaitmeeds are” (15, Q4). Other
interviewees voiced similar sentiments: “All theucges we offer are course-
related... the library courses are course-relatederahan generic.” (11, Q2).
Many of the examples provided by interviewees reigar past information
literacy integration referred to a specific paped aourse code, and integration
programmes were referenced by that paper or cdueinference is that
information literacy integration programmes ardisigntly tailored to each
course to be recognized and identified by the papsare.

Creating tailor-made courses to fit specific sutges not always
straightforward. Interviewees commented on mora tha occasion that there
were some subjects that it was very difficult ttegrate information literacy
assessment material into. On the subject of triondentify papers suited to
information literacy integration, one stated: Toped to be really difficult
because so many [subject discipline] papers... josttdend themselves to that
sort of thing’ (11, Q1). Another comments: ‘But yethere are some where it's
going to be impossible to do the traditional infatran literacy stuff’ (11, Q7).
Courses where there is a research component withiassessment are preferable
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to those where all the required information is jed to students, through
textbooks or course-books, for example.

Interviewees also said that there were externéfaoutside their control
which could impact on even a successful and impigeatecourse. Interviewees
from one library commented on the success of inédion literacy integration
into two courses taught at first and second yaarwhich were withdrawn from
the degree structure and no longer taught: ‘we wgene of integrated into those
papers, but those papers stopped, of course, ahadavi start again’ (13, Q1).
Collaborative ventures between academics and igmrsican also be affected by
personnel changes or staff going on leave: ‘I doil@t one... and then the
academic that | was working with went on sabbaficah year so that didn’t go
any further’ (11, Q1). One of the implications bid is that rather than being
institutionalized within the wider university systginformation literacy
integration currently does depend to a significkegree on the relationship
between librarian and faculty staff member. Gives $pecific nature of tailor-
made courses, having to start again does entaé mork, but as one interviewee
said: ‘Well obviously whenever you do something rnibere’s a lot of learning
about it figuring out the best way to do it... buteafyou’ve done one it’s not too
bad’ (11, Q9).

One of the major reasons why being able to prowittemation literacy
instruction within a subject-based context is sagowerful tool is that it
encourages greater buy-in from lecturers. As ewddnn the literature earlier,
academic faculty staff are under enormous timespiresto fit everything they
think is required into a particular course. Haviagive up time to something
they may not perceive as being really relevanthatthey are teaching is enough
of a disincentive to make some lecturers not wauatlbw information literacy
integration into their course. The intervieweesevavgnisant of this problem: “In
some cases, you know, we’re not overly welcomed,grow, because, well,
we’'re basically told that, look, we haven't got tirae, we can’t give you any
lecture time, we can’t give you tutorial time, ybirave to do it in your free
time.” (13, Q3).

Some interviewees thought that while academics nmghspecifically
view attempts by librarians at information literdnyegration as deliberate
attempts to encroach on their academic teachingarithey are very defensive
about their class time and their marks. Especsgtige the general degree came in,
they feel they've been squeezed, and... you know 3Mais really precious to
them and they want to do it on [their subject] @B). This is qualified by the
comment that although academics recognize andcegpeimportance of being
able to effectively utilise information, “they judbn’t want to teach it in their
class” (11, Q8).
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Others did encounter resistance: “there were safendive people...
who thought that we wanted to take over their ceuasd needed quite a lot of
reassuring” (13, Q8). Overcoming this resistanae loa done in a variety of ways.
The same interviewee adds: “they can be showrstitaetimes it’s just the way
they turn their question around, they don’t havddany more work or anything,
but instead of asking for something cut and driexy/tcan ask for something in a
way that's more open, and requires the studenave ko go and find the
information” (I3, Q8). Academics’ expectations atm marking can be a
deterring factor, and needs to be addressedjsasnportant not to add to their
already large workload. Assignments incorporatin@matic marking, or
utilisation of peer marking software are ways ahalating the marking issue
from the list of academics’ qualms about integmatio

One interviewee clearly summed up the problem tasiformation
literacy integration with regard to academics’ as: “Every academic’s under a
lot of pressure, and time pressure, and also, powkthe marks problem is that
they have only so many marks, they have only soyrferture times, only so
many tutorial times, so, you know... and every ybaaytre required to teach even
more in their subject disciplines, so, and themognof that, somebody says, look,
can you throw in, can we throw in, you know, adityrtutorial and a lecture, well,
you know...” (14, Q8).

It must be said, however, that each of the intevees who commented on
academic unwillingness to participate in informatideracy integration provided
examples of where course integration did work, whecturers did recognize the
value of information literacy to the students andght ongoing partnerships not
only within particular papers, but also on a higlesel, actively seeking
information literacy integration into papers wittifreir discipline. Describing
occasions where she brought up the idea of infooméditeracy integration with
academic staff members, one interviewee recalled:dot a lot of support from
staff as well, and then also received suggestiants;: this course may be useful,
so that you can embed this course, the libraryssounto this course™ (11, Q1).
Interviewees at one library commented that moreegawere being taught in the
current year than ever before, and more were eggdot the upcoming year, and
that information literacy was becoming more anden&cognized. One
interviewee noted that the idea of informationrétsy was increasingly
penetrating the various levels within the Univetsiegarding the opportunities
for information literacy integration, he commentéaaybe, you know, next year,
it's more possible than it was two or three yeg@s'¢14, Q5).
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10. Conclusions and implications

The findings of the data above point to a numbeypglortunities for
specialist academic libraries to integrate infoioratiteracy into faculty curricula.
Ease of access, heightened visibility within a sbgrhysical location, and the
ability to provide information literacy instructian formats which have been
tailor-made to specific courses mean that spetidiademic librarians hold a
legitimate, clearly identified position within armonunity. The implications of
these themes will be considered below.

Accessibility

Librarians in specialist academic libraries arenhigaccessible by faculty
staff members, due to the close physical proximitiheir workspaces and the
fact that as part of a smaller environment, eadwiswhere the other can be
found. This ease of access means that if academdsbrarians needed to talk to
each other about some aspect of an informatioradteproject, rather than
schedule an appointment for a meeting, it woulpdesible for one simply to
walk to the other’s office in a matter of minutexlacheck whether that person
was available. It was apparent that the librariateyviewed place a lot of
importance on maintaining strong librarian-acaderaiationships. They strive to
promote availability, pursuing an open door poliagd as they make an effort to
get to know those who would want to come and seetimamely members of
their subject departments, they greatly facilithtgr approachability.

When academics know where subject librarians cdouoad, know that
they can be literally a matter of minutes awayythee much more likely to
approach them and utilise their services. As thregpme accustomed to the ease
with which interaction with specialist academiad#ibans can take place, one
assumes that such utilisation will become moreuead, As librarians reciprocate
by offering updates on new library resources, f@maple, relationships are
strengthened and community bonds are reinforced.

Accessibility facilitates information literacy irgeation in a number of
ways. Academics and subject librarians are mosdylito have a closer working
relationship. Academics know who the subject lilanas are, they know where
they are, they know that it is quick and easy tme@nd see them at any stage,
and that the librarians will be willing to talk toem. This high degree of
accessibility would make academic faculty membessencomfortable both
collaborating with subject librarians, and withrBbians initiating dialogue on
information literacy integration. A high level of@essibility is an important part
of a strong, effective community. When queried dliba extent to which
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increased accessibility impacted on informatiogréity integration, interviewees
were unanimous in stating that it did have a pasiéffect, although the general
perception was that it helped by contributing t® #mount of communication
librarians and academics were engaged in. It fatald information literacy
integration by increasing the opportunities for toenmunication necessary to
organise and successfully engage in collaboratveures.

Visibility

A high level of visibility provides specialist acadic librarians with
opportunities to integrate information literacydriiculty curricula. They believe
their visibility, in addition to being recognized aformation literacy experts,
facilitates communication with academics and makes more amenable to
being approached about information literacy inteégrainto the courses they
teach.

Although by no means the only factor, greater viisjhais linked to greater
perception of subject-specific knowledge. Acaderkiosw specialist academic
librarians, they know what they do, and due tof#oe that they see them more
regularly than perhaps subject librarians in aredized library, there is a greater
chance for reinforcement of their subject-spedifiowledge to occur. Subject
librarians also believe that academics perceiveiagfg academic librarians as
being experts on information literacy. Intervieweesnimously agreed that
academics thought this of them. The combinatiothefabove, being recognized
for having subject-specific knowledge, and beingsidered as an expert in
information literacy, helps specialist academicditans considerably in
approaching academics about information literatggration into the courses
they teach.

Regular formal contact with academics through saleetlibrary tutorials
can be a significant factor in raising the proéfethe library, and of subject
librarians as the people providing information @wrand updated resources.
Some of the interviewees stressed the benefita ahaual one-on-one meeting
with each staff member in the departments they @tipg, in terms of being able
to ascertain whether information literacy couldrtegrated into any new or
existing courses.

Although specialist academic librarians do enjdygh level of visibility,
and the subsequent benefits for information litgiategration, the librarians
interviewed did identify this as something whicmgeally could use more
development. Greater visibility would result in ra@ourses having library-
driven information literacy integration, and monéormation literacy content
reaching students. One interviewee thought thiseifibrary could create and
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teach an information literacy paper, oriented witthie context of the subject
degree being taught, but which was a compulsorycantplete paper within itself,
the profile of the library would be raised, makihgore visible to a wider
audience. This could increase the uptake of inftionditeracy competencies
among students, and contribute towards the elavafithe perceived status of
librarians to that of professional teaching acadsirsimilar to that of librarians in
other countries such as the United States of Armen China. Another
interviewee thought that libraries needed a spenitarketing strategy designed
by professional marketing consultants to markedrimition literacy and the
library’s role in its integration. Such a strategguld need active and visible
support from the highest levels of university masragnt to be successful.

Tailor-made courses
While the ability to tailor information literacy struction to specific
courses is not unique to specialist academic idmar it is nevertheless a
powerful tool in the struggle for greater infornaeatiliteracy integration, and one
that subject librarians in specialist academicalitas can utilise to great effect.
Embedding information literacy material within gect-specific context
allows the concepts and theories of lifelong leagncritical evaluation and
utilisation of information, and other core infornuat literacy concepts to be
presented within a framework which is familiar tadents and provides a context
of relevance to the particular courses and dedheestudents are doing.
Providing information literacy in a particular sabj context can provide
some counterweight to the issue of lecturer restgtaTeaching specific
information literacy competencies using the widemtext and subject matter of
the course within which it is embedded means thexietis not such a separation
between the information literacy components anddieof the course, and that
the lecturer can be reassured that even if theestadare not being taught new
subject material, the context within which inforioatliteracy is being taught
may serve to reinforce knowledge and understandlinige subject matter.
Interviewees have worked with course materiavjoled to students in
order to embed information literacy concepts witte context of the materials
the students utilise on a regular basis, usingghlject-specific material to create
a link between lecturer-driven and librarian-driveaching. Specialist academic
librarians are also able to approach lecturershiaggarticular courses and offer
information literacy integration tailored to theegfic material taught in that
course. Interviewees were able to identify paréicplapers which might have
been amenable to information literacy integratiod auggest to academics that
information literacy components might be includedheir course. Such papers
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often had specific characteristics, such as rekearself-directed learning
components.

The ability to create courses to fit particular @agptaught might serve to
reassure lecturers to some degree that their papdrsubject content is not being
compromised or burdened with unrelated materialvéicer, the pressure put
upon lecturers in terms of fitting an adequate amof subject material into a
paper remains and there may always be that tebgioveen what lecturers
believe students need for their subject-specifipirements, and what librarians
believe will benefit students in a wider informatiatilisation context through
their appropriation of information literacy competees.

Members of a wider community

The concepts addressed above contribute to anaoeking theme, that of
the strong community within which subject librasazan operate, a community
also including academic teaching staff, techniciadsninistrative and support
staff, and students. Being accessible, being wsking perceived as both as
knowledgeable within their particular subject aaed as an information literacy
expert, and being able to integrate informatiogrdity into courses,
contextualised within the particular subjects, stibat subject librarians within
specialist academic libraries are constituent peEréscommunity organised
generally around location and subject disciplinenMership of a community
means that communication between members is fteitlt and thereby librarians’
focus on integrating information literacy comporsemto curricula can be
undertaken more easily than if by members of thdemuniversity system.

Given that every faculty and library grouping iffelient, it is not a
certainty that there will be a strong communityluging the above in every
instance. Rather there is the potential, the chemceeate and maintain the
connections and interactions needed for any sotodiynction. On more than one
occasion interviewees remarked that it was probaasfer to initiate
collaboration on information literacy integratidrah in a centralized library, that
specialist academic librarians had a ‘foot in therd (15, Q6). Although this did
not necessarily mean that information literacyiatives were more successful, it
did mean that less effort was required in theah#tages of communication.
Being recognized as part of the community is aiBggmt benefit to specialist
academic librarians when it comes to informati¢erécy integration into faculty
curricula.

None of the librarians interviewed, however, wavatent to rest on their
laurels. Each one wanted to be able to do more wiatkthe academics in their
department, and viewed the work that they curreshblyvith academics as of very
high importance. Teaching information literacy catgmcies and working with
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academics was given a very high priority, and imsdnstances meant that other
projects or tasks that might normally be carrietiwere put aside. Being a
librarian in a specialist academic library bringsponsibilities and duties which
librarians in a centralized library might not hawaundertake, and operating in a
smaller environment means that there are lessraggmicy resources if problems
such as staff shortages occur. Interviewees mesdiparticular times of the year
which were very busy in terms of teaching and prapan, and staff absences
through sickness, for example, can have a sigmifieéiect on the library
environment, as certain tasks such as staffingignal enquiry desks always
need to be fulfilled and are non-negotiable witljarel to the effective running of
the library as a unit. The necessity for librariamspecialist academic libraries to
perform multiple different tasks means that theymat be able to focus
exclusively on information literacy promotion anallaboration, and may be
required to undertake some tasks which may naetifit their preferred image of
teaching professionals. Resolving this issue byemsing staffing resources is
often something that cannot be carried out easi/td financial constraints, and
S0 must be put up with in the short term; it istaagion closely linked to the
varied nature of position responsibilities in spéist academic libraries. It is
debatable whether being seen in a role of lesatiurstis preferable to not being
seen at all; the researcher assumes that a nurhinéoronal conversations have
arisen between subject librarians in specialistiewac libraries and academics
while the former manned the library’s lending and@ry desk.
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11. Summary

From the data obtained during the course of tlisarch project, it is
apparent that there are indeed opportunities fecigpist academic libraries to
integrate information literacy into faculty curriauDue to their high level of
accessibility and visibility, subject librariansspecialist academic libraries are
able to form close communicative relationships vaitademic faculty staff. This
increased level of communication, coupled withgbase of belonging to a
particular community defined by physical locatiordgrofessional commitment
to particular subject disciplines, can facilitatdgct librarians’ initiation of
collaborative information literacy ventures. Theligibto tailor information
literacy content to a particular course curriculisra powerful tool for gaining
lecturer and student buy-in, teaching necessagugta information literacy
competencies within the framework of specific ceurentent, and countering
academic resistance against a perceived lossdfiteptime.
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12. Appendix A — interview guestions

The questions below were approved by the Humarc&tBommittee.

1. Does your library have a history of working wittcédty to integrate information
literacy into courses? Can you provide some exasngfi¢his?

2. Have you worked with any faculty members on intéggainformation literacy
into their curricula? Can you tell me more aboutatMiorm that integration took?

3. In your opinion, how aware are faculty of what y&brary can offer in terms of
information literacy instruction? When did a faguthember last contact you or
respond to a faculty-wide email offering informatiliteracy instruction or
integration for a course they teach?

4. Do you think that faculty considers you (as aditan who works with faculty) to
be an expert on information literacy?

5. Do you think faculty hold a higher opinion of yasubject-specific knowledge
than if you were a subject librarian in a centedizibrary? If so, do you think that
this means that faculty would be more likely tolabbrate on information literacy
integration in curricula?

6. Do you think that faculty members consider youéaiore accessible than if you
were a subject librarian in a centralized librafg?what degree do you think this
facilitates collaboration on information literagytiatives?

7. Are there particular courses within the Enginedfinge Arts degree which are
more amenable to information literacy integrati@d’these courses utilise
particular information literacy models or programs?

8. Do you think that attempts by members of your liprt@ integrate information
literacy into faculty curricula would be seen bgud#y as an attempt to encroach
upon their academic teaching domain? Can you peoadexample where a
faculty member has reacted positively or negatitelsin offer of collaboration on
integrating information literacy?

9. Do you feel additional work with faculty integragjinformation literacy into
curricula would negatively impact your current wlodd and responsibilities?
Can you think of specific instances where thereldeen tension between your
library responsibilities and your responsibilittesfaculty? Do you feel that
librarians in a centralized library would not hae this pressure?

10. Are there any other factors we haven'’t talked alsouar which distinguishes
your library from a centralized library, with regatio the integration of
information literacy into curricula?
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13. Appendix B: Information sheet

VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te lkaa Maui

AFB

Participant information sheet for a study of the ogortunities for specialist
academic libraries to integrate information literacgy into faculty curricula.

Researcher: Simon Coates, School of Informationdgament, Victoria University of
Wellington

Academic librarians have strong interests in saostgiconstructive relationships
with faculty, and in assisting the developmentheaf information literacy competencies of
the students in their organizations. This studgnds to identify how specialist academic
librarians interact with faculty to integrate infiaaition literacy into curricula. It seeks to
determine what opportunities exist for specialcstdemic libraries in integrating
information literacy, and to identify why these opjunities have arisen, and what are the
factors involved in their creation. The findingstbé study may contribute to the
developmenbf best practices of information literacy inclusiand faculty-librarian
collaboration in more generalized settings.

This study is undertaken as partial fulfilmentlog degree of Master of Library
and Information Studies at Victoria University oeWhgton. The University requires
that ethical approval be obtained for researchdiRis of the study will be deposited as a
research report in the University Library or eleaically in the library’s institutional
repository, and may contribute to a conferencentepoacademic or professional
publication.

Participants will be asked a series of ten questiora one-on-one interview
situation lasting approximately one hour. Data Wwélcollected in audio tape format and
transcribed to textual format. Print material andia tapes will be secured in a locked
container. Electronic material will be secured asgword-protected locations. Data will
be kept for one year after the submission of tkeaech report in June 2008, then will be
destroyed. Participants may withdraw from the staidgny stage before the start of data
analysis on April 16 2008 by notifying the reseamlany data relating to them will be
destroyed at that time.

All data collected in this study will remain cordidatial, accessed only by the
researcher and his supervisor. Neither the paatntgonor the particular library will be
identified by name within the study; the UniversifyAuckland will be identified as the
institution. Participants may check interview nodesl transcriptions, and may request a
summary of the findings of the study on the conéeamn.
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If you have any questions or would like to obtairttier information about the
study, please contact either myself or my superwigothe details given below.

Researcher: Simon Coates Email: coatessimo@studensc.nz
Phone: 09 3777686

Supervisor: Alastair Smith  Email: Alastair.Smith@wac.nz
Phone: 04 463 5785
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14. Appendix C: Consent form

VICTORIA UNIVERSITY OF WELLINGTON
Te Whare Wananga o te Upoko o te Ika a Maui

g
Consent to participation in research

Title of study: The opportunities for specialist academic liaiio integrate
information literacy into faculty curricula.

| have been provided with adequate informationtirgdeto the nature and objectives of
this research project, | have understood that mé&bion and have been given the
opportunity to seek further clarification or expaions.

| understand that | may withdraw from the projdcay stage before the start of data
analysis on April 16 2008 by notifying the researctny data | have provided will be
destroyed upon such notification.

| understand that any information or opinions I\pde will be kept confidential and
reported only in a non-attributable form.

| understand that a copy of the final report fas {project will be deposited in the VUW
library, and that an electronic copy may be madelable in the VUW institutional
repository. | am aware that findings based on ithed feport may contribute to a
conference report or academic or professional patiin.

| understand that the information | have providelll lve used only for this research
project and that any further use will require myti®n consent.

| understand that when this research is complétediformation obtained will be
retained for one year, then destroyed.

I understand that as a participant | have the tiglcheck interview notes and
transcriptions.
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71 1 wish to receive feedback in the form of a sumn@rihe findings of the study
once it has been completed.

Signed: Date:
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