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Preface

Guided Inquiry hasits foundation in my research and writings on the student’ s perspec-
tive of the constructive process of learning from avariety of sources. The development of this
program grew from three previously published books. School Librarian’s Grade by Grade Ac-
tivitiesProgram (1981) presented asequential library skillsprogram to match the devel opmen-
tal stages and specific library and information needs of students at each grade level,
kindergarten through eighth grade. Teaching the Library Research Process (1985; 2nd ed.
1994) provided aprogram for secondary school studentswith detailed description of the seven
stages of the information search process and practical activitiesto guide students at each stage.
Seeking Meaning: A Process Approach to Library and Information Services (1993) presented
the theoretical framework for a process approach to library and information services that was
developedin aseriesof studiesof theinformation search process and offersinsightsinto press-
ing problems of seeking meaning from an overabundance of information. A second edition of
that book, published in 2004, incorporated recent studies and ideasincluding anew chapter on
the implementation of a process approach to library and information services in K-12
education.

In January 2006 | officially retired to become professor emeritaat the School of Commu-
nication, Information and Library Studies at Rutgers University, although | still remain active
in The Rutgers Center for International Scholarship in School Libraries (CISSL). During my
20-year tenure at Rutgers my work on the information search process (I SP) was recognized as
one of the most frequently cited models of information-seeking behavior in thefield of library
and information science. Throughout those years | continued as coordinator of the School Li-
brary Specidization in the Masters of Library and Information Science, which was ranked by
USNews & World Reportin 1999 and 2006 as the number one program of itskind in the coun-
try. For anumber of years| have been thinking about a culminating endeavor to bring my re-
search on information-seeking behavior together into a publication for teachers and school
librarians. | remain firmly convinced that school librariesare an essential information center in
the information age school and that school librarians are primary agentsfor reforming schools
in the 21st century.

That would have made an interesting book, but another opportunity emerged that made
the book even more valuable for addressing the pressing issues facing schoolsin the 21st cen-
tury. Two of my daughters, Ledie Maniotes and Ann Caspari, have pursued careersin areas of
education, and our conversations over the years have broadened the scope of our thinking
about teaching and learning.

Leslie Maniotesis aNational Board Certified teacher with extensive background in cur-
riculum development and assessment. She is a Reading Recovery certified literacy specialist
with amaster’ sdegreein reading. Shewastrained in New Zealand and hasworked as ateacher
advancement trainer and university instructor. Her doctoral research, completed in 2005, on

XV



xvi Preface

the concept of “third space” shed considerable light on ways of engaging studentsin learning
that are central to Guided Inquiry.

Ann Caspari isaspecialist in museum education with amaster’ s degree in teaching from
George Washington University. Asamuseum educator she does extensive training workshops
with teachers and museum workers to improve learning at museums. She has an extensive
background as a museum educator at the Newport Historical Society, Paul Revere House,
Calvert (MD) Marine Museum, National Building Museum, and the Smithsonian Early En-
richment Center. Her expertise in the use of community resources and object-based |earning
expanded our understanding of the vast range of resources available for learning in
21st-century schools.

Thisbook grew out of ongoing conversations among the three of us, usually at our beach
house on the Jersey shore. When thefamily gathersat the beach we havetimefor leisurely con-
versationsthat often turn to our work, probably too often for therest of thefamily. Whenwere-
alized that inquiry wasthe dynamic at the center of each of our specializations, we began to see
the tremendous potential for conceptualizing 21st-century schools. Aswe developed the con-
cept of learning through Guided Inquiry, we decided to write this book together.

This book is written for the entire school community as an instructional team joining
forcesto provide engaging, challenging education for studentsin prekindergarten through sec-
ondary schooal. It will be of particular interest to

« educators who want to prepare students for work, citizenship, and daily living in anin-
formation-rich environment;

* educators who want to know more about inquiry asaway of learning and teaming as a
way of teaching;

* teachers, school librarians, administrators, and supervisorswho areinitiating aninquiry
approach to learning in their schools;

« teachers and school librarians who are using a project-based approach to teaching, but
want to make the projects more meaningful;

« teachers and school librarians who want to implement an inquiry approach to enhance
content areas of the curriculum;

» school librarianswho want to involve classroom teachers and content areaspecialistsin
an inquiry approach to scaffolding information literacy throughout grade levels;

« public librarians and museum educators who want to know about an inquiry approach and
their role in working with school staff and students; and

* parents who want to see their children engaged in learning and preparing for 21st-cen-
tury living.

This foundational text on Guided Inquiry is organized in ten chapters. Chapter 1 intro-
duces Guided Inquiry, considering what it is, what's new about it, and why it is pertinent for
addressing the issues facing 21st-century schools. Chapter 2 presents the theory and research
that is the foundation of Guided Inquiry. Chapter 3 presents new work on motivating students
by connecting the curriculum to their world. Chapter 4 discusseswaysfor taking full advantage
of varied expertise within the school and community for building instructional teams for
Guided Inquiry. Chapter 5 presents a concept approach to information literacy that develops
and reinforces practical information-seeking skills and strategies. Chapter 6 discusses subject
area curriculum standards that are best met through Guided Inquiry. Chapter 7 provides
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interventions for promoting deeper learning through Guided Inquiry. Chapter 8 proposes a
widerange of resourcesfor Guided Inquiry, from the school library, to the Internet, to publicli-
braries, museums, and the community. Chapter 9 discusses the central role of assessment in
Guided Inquiry. Chapter 10 sums up important proposals presented in this book.

Many people have contributed to the ideas and content of this book, far too many to ac-
knowledge here. We want to take this opportunity to expressly thank the research team at the
Center for International Scholarship in School Libraries (CISSL) at Rutgers, particularly my
wonderful colleague Ross Todd, our research associate Jannica Heinstrom, and the entire
CISSL team; Randi and Peter Schmidt and the librarians and teachers at Gill St. Bernard
School, who have created a systemic model of Guided Inquiry; Bridget Lydon McGrath and
her studentsfor the study of third space; Shelby Wolf for her insightful guidance; the teams of
librarians and teachers in the New Jersey study of the Impact of School Libraries on Student
Learning; Sue Easun and Mary Jane McNally for their insights into early drafts; and John
Kuhlthau for his constant support and encouragement.

Carol C. Kuhlthau

Professor Emerita

Library and Information Science
Rutgers University






Introduction to Guided Inquiry:
What Is It, What’s New, Why Now?

Inquiry helps kids to think creatively. When you capture their imagination they begin to
think creatively and creativity solves problems for life.
—middle school librarian

How do we educate our studentsto meet thedemand for high levels of literacy inthetech-
nologica workplace? How do we prepare our students for this global information environ-
ment? How do we enable our studentsto draw on the knowledge and wisdom of the past while
using the technology of the present to advance new discoveriesfor the future? How do we pre-
pare our students to think for themselves, make good decisions, develop expertise, and learn
throughout life? These are fundamental questions for school reform in the 21st century, and
they confront teachersin schools around the world. Basic to meeting these challengesis devel-
oping student competence in learning in information-laden environments and for finding
meaning from avariety of sources of information. Many teachers are turning to inquiry learn-
ing in subjects across the curriculum to meet the challenge of educating their students for
lifelong learning.

Guided Inquiry offers an integrated unit of inquiry, planned and guided by an instruc-
tional team of aschool librarian and teachers, allowing studentsto gain deeper understandings
of subject area curriculum content and information literacy concepts. It combines often over-
looked outside resources with materialsin the school library. The team guides students toward
developing skills and abilities necessary for the workplace and daily living in the rapidly
changing information environment of the 21st century. But how is this different from what
teachers and librarians have been doing all along?

Preparing Studentsfor a Changing World

Worldwide access to information technology has focused attention on serious questions
about education in countries acrossthe globe (Friedman, 2006). Educational leadersand policy
makers are worried about the next generation of innovators and creators. Schools are faced
with the overwhel ming challenge of preparing studentsto be successful, productive citizensin
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achanging world. Vast quantities of information fuel thisglobal society, and the ability to lo-
cate, evaluate, and use appropriate information for creation and innovation is essential.
Thoughtful educators seek ways to build student competencies for living and working with
new technologies. Educators around the world are heatedly debating how to prepare students
for living and working in the 21st century.

Many countries sense that they are falling behind. The United Statesin particular is con-
cerned about the genera level of literacy among low-achieving students and the loss of human
talent through the attrition of disadvantaged studentsin urban schools. Kozol (2005) distress-
ingly describes how schoolsfor the neediest and poorest populations return again and again to
an industrial age model of training students.

The challenge for the 21st-century school isto educate children for living and working in
an information-rich technological environment. Three basic charges of education in afree so-
ciety areto prepare studentsfor theworkplace, citizenship, and daily living. Schoolsneed to be
reconfigured for the 21st century to ensurethat al children are fully prepared. To prepare stu-
dentsfor the workplace, we must seriously consider how information technology changes the
nature of work and rai ses new questions about how we contribute to and innovate productively
in the global economy. To prepare students for citizenship, consideration must be given to the
ways that information technology changes our sense of community and raises pressing ques-
tions about how we participate as an informed electorate in a democratic society. To prepare
studentsfor daily living, consideration must be given to the ways that information technology
increases the complexity of everyday life and raises troubling questions about how we gain a
sense of self in relation to others and experience creativity and joy in our personal lives.

Inquiry Learning

Inquiry isan approach to learning whereby studentsfind and use avariety of sourcesof in-
formation and ideas to increase their understanding of a problem, topic, or issue. It requires
more of them than simply answering questions or getting aright answer. It espousesinvestiga-
tion, exploration, search, quest, research, pursuit, and study. Inquiry doesnot stand alone; it en-
gages, interests, and challenges students to connect their world with the curriculum. Although
it isoften thought of asanindividual pursuit, it is enhanced by involvement with acommunity
of learners, each learning from the other in socia interaction. However, without someguidance
it can be daunting.

Guiding Students’ Inquiry

Students gain competence by being guided through an inquiry process by teachersand li-
brarians at each grade level. Guided Inquiry, as we shall see, is grounded in sound research
findings and built on solid professiona practice. Through Guided Inquiry students gain the
ability to usetoolsand resourcesfor learning in and beyond the information agewhilethey are
learning the content of the curriculum and meeting subject area curriculum standards. Guided
Inquiry instructional teams hel p students devel op research competency and subject knowledge
as well as foster motivation, reading comprehension, language development, writing ability,
cooperative learning, and socia skills. All of these have been identified as essential for
successful lifelong learning.
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Guided Inquiry requires careful planning, close supervision, ongoing assessment, and tar-
geted intervention by an instructional team of school librarians and teachers through the in-
quiry processthat gradually leads students toward independent learning. An integrated unit of
inquiry is planned and guided by such an instructional team. Its ultimate goal isto develop in-
dependent learners who know how to expand their knowledge and expertise through skilled
use of avariety of information sources employed both inside and outside the school . Resources
inside the school, such as library materials, databases, and other selected sources, are supple-
mented and expanded by public libraries, local community resources, museums, and the
Internet.

What’s New About Guided Inquiry?

Term papers and research reports have been standard school assignments seemingly for-
ever. In some cases they are important culminating activitiesfor a course of study. But far too
often they are merely extraneous assignments added on after the“real” teaching of the curricu-
lum has been accomplished. If they somehow improved students' ability and skillsin academic
work, particularly for successin college, that has been sufficient.

Alas, many students suspected as much, viewing these assignments as academic exercises
without much internal value or real-life application. This attitude became abundantly clear in
the course of the lead author’ s information- seeking studies. Students regularly informed her
that the purpose of aresearch assignment wasto learn how to do abibliography or the format of
apaper for college (Kuhlthau, 1988b). Still, asone student reflected, “Now that | think about it,
| guessit wasamissed opportunity. | thought it wasjust one more needless school exercise. If |
knew I’ d find out something of my own that wasinteresting | could have given moretime. | did
it al thelast night.” In the past decade, we have seen research transformed from atraditional
academic exercise into an important part of everyday living. In adifferent series of studies, a
securities analyst attributed his success to viewing his work as “writing research papers for a
living.” Hiswork involvesinvestigating background information on an industry and a particu-
lar company within that industry, tracking current information and reporting with what hecalls
“an anglethat providesvauefor hisclients.” Thelawyersin that study saw extensiveresearch
seeking as essential for constructing a strategy in aparticularly complex trial.

Y et for many students, school seemsdisconnected fromtheir lives. Project-based learning
has been employed in some schools to motivate students. This approach seeks to get students
involved in an extended project that requires gathering information to build something. Pro-
ject-based learning isagood step in theright direction, at times successful in engaging students
in deeper learning. However, it fallsshort in two respects. First, it overemphasi zes product and
underemphasizes the learning process. Second, students are frequently left to their own de-
vices, and when parents step in, many end up doing the actual research.

Educators who use the KWL framework (Ogle, 1986), like those using project-based
learning, are well on their way to teaching through Guided Inquiry. They have their students
ask, “What do | know?’ (K); “What do | want to learn?’ (W); and “What did | learn?’ (L).
These questions are the seeds of a constructivist approach. Guided Inquiry simply extendsthis
model by insisting that students think about the facts and ideas they are encountering. Thein-
structional team pushes the KWL framework further, to incorporate, “How do | find out?’;
“How do | sharewhat | learned?’; and “What will | do next time?’ Through focusing on find-
ing new information, learning it, and connecting it to what students already know, the team
leads each student through the joint processes of constructing new knowledge and sharing it
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with others. Asking, “What will | do next time?’ fosters reflection that enables transference to
other situations and promotes the metacognition of higher order thinking. Thisreflectionincor-
porates thinking about both content (What did | learn?), and process (How did | learn?), so that
students gain a deeper appreciation of information seeking and use. (See Figure 1.1.)

Extending KWL Questions for Guided Inquiry

What do I know?
K
A
What do I want to know? What did I learn?
w L

How do I use
what I learned?

U

What will I do
next time?

N

Figure 1.1. Extending KWL Questionsfor Guided Inquiry.

Inquiry learning in genera emphasi zesthose questions and ideas that motivate studentsto
want to learn more and create waysto share what they have learned. Guided Inquiry raisesthe
bar even further to move studentsto ahigher leve of thinking and learning by focusing instruc-
tiveinterventions at each stage of the inquiry process. The instructional team concentrates on
what students are thinking, feeling, and doing asthey are learning. The end product becomesa
natural way of sharing their learning with therest of the studentsin their learning community.

What'’sthe Difference Between Guided I nquiry and
Other Typesof Instruction?

Guided Inquiry isapreparation for lifelong learning, not just preparation for atest. While
it isimportant that students be able to show what they know, many test-oriented approaches are
counterproductive in that they do not foster the lasting connections essential for a person edu-
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cated in arapidly changing information environment. Inquiry learning is effective for prepar-
ing studentsto think deeply about a subject so that they are able to succeed in tests authentic to
thelearning situation. Guided I nquiry targets assessmentsto thelearner and the situation asitis
integrated into the process. The result is lasting learning that has meaning and application in
students’ lives.

Inquiry isaway of learning the content of the curriculum. Guided Inquiry is integrated
into the content of the curriculum; itisnot asubject inand of itself. It hastheinstructional team
of teachers, librarians, and other specialiststo enhance subject content through their respective
expertise, making it more interesting, relevant, and thought provoking. Students are actively
engaged in the subject content, motivating them to pursue important questions and attain a
deeper understanding of that content.

In Guided Inquiry, the content of the curriculum is connected to the student’s world
through thoughtful planning and adaptability. The instructional team plans and implements
guidance for students, with each member contributing his or her specia expertise. The team
works in concert to provide the full range of learning for students rather than each member
tackling a particular piece in isolation from the others. Each team member collaborates on al
aspects of learning, from the initial planning of the unit through all stages of implementation,
adapting as students progress.

Guided Inquiry incorporates transferable information literacy concepts into the inquiry
process. It does not teach isolated information skills that are difficult for studentsto recall and
apply. Too much of the mechanics of searching and resources at the beginning of research dis-
courages students and distracts them from the interesting ideas and questions that motivate
them to learn (Kuhlthau, 1985b). Rather than attempting to teach all thereisto know about in-
formation seeking prior to the assignment, Guided Inquiry incorporates information location,
evaluation, and use concepts throughout the research process. Lasting information literacy is
developed in practice when both information concepts and search skillsin the inquiry process
can be recalled and applied as needed.

Studentsareinvolved in every stage of thelearning process, from selecting what to inves-
tigate, to formulating a focused perspective, to presenting their learning in the final product.
Thereisrarely acorrect answer to aprescribed question imposed by theteacher or text. Instead,
Guided Inquiry incorporates reflection throughout the process, with the end product as evi-
dence of knowledge construction and deeper understanding. (See Figure 1.2, p. 6)

In Guided Inquiry students, teachers, and librarians collaborate and work together on
ideas. Students work as a community of learners, helping and learning from each other rather
than as individuals working exclusively on private tasks. The teachers and librarians do the
same. It can be difficult to script how the inquiry process will progress, but we will help.
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What Guided Inquiry Is Not and Is

Guided Inquiry Is Not. .. Guided Inquiry Is...

Preparation solely for the test Preparation for lifelong learning

An add-on subject Integrated into content areas

Isolated information skills Transferable information concepts

Relying on one textbook Using a variety of sources

Finding answers to a prescribed question [nvolving students in every stage of the
learning, from planning to the final
product

Curriculum without meaning to students Curriculum connected to the students’
world

Individual students working exclusively on A community of learners working

solitary tasks together

Solely teacher directed Students and teachers collaborating

Overemphasis on the end product Emphasis on the process and product

Figure 1.2. What Guided Inquiry IsNot and Is.

What Arethe Benefitsfor Students, Teachers, and Librarians?

There can be no question that Guided Inquiry requires much time, attention, and commit-
ment. Why make the investment?

Guided Inquiry creates an environment that motivates studentsto learn by providing op-
portunitiesfor them to construct their own meaning and devel op deep understanding. This ap-
proach engages all students, not just those who have already shown that they are academically
inclined. In the Center for International Scholarship in School Libraries (CISSL) study of stu-
dent learning through inquiry projects conducted by Todd, Kuhlthau, and Heinstrom (2005), a
wide range of students participated, including those classified with learning disabilities, stu-
dentsat risk for dropping out of school, and ESL (English asa Second L anguage) students. Ev-
ery oneof these studentswas shown to benefit fromlearning through inquiry. They all gained a
sense of their own learning process by successfully pursuing a project from start to finish. But
more important, they learned strategies and skills transferable to other inquiry projects and
other situationsinwhich information would be needed. Independencein research and learning,
development of a variety of skills, and social as well as language and reading skills are
embedded in the Guided Inquiry approach. (See Figure 1.3.)

Benefits for Students
* Develop social, language, and reading skills
+ Construct their own meaning
* Gain independence in research and learning
+ Experience a high level of motivation and engagement
» Learn strategies and skills transferable to other inquiry projects

Figure 1.3. Benefitsfor Students.
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Teachers and librarians can also benefit from Guided Inquiry in a number of important
ways. Asthey share responsibility in an instructional team, they also share in the expertise of
their team members, as well asin the satisfaction of accomplishment and the success of even
their most difficult students. Thereisno limit to the size of theteam. Basic pairing of school li-
brarian and subject area teachers can be expanded to include other staff members such as the
technology teacher, literacy and reading specialist, study skills teacher, and special subject
specialist. Outside experts can aso be called upon, such as public librarians, children’s and
young adult librarians, museum educators, and community experts. Teachers benefit by theen-
hancement of content areas of the curriculum. Librariansincrease their professiona contribu-
tion to the school by being involved in meaningful learning with students. The library is an
activelearning environment in which information literacy and curriculum standardsare met si-
multaneously. Guided Inquiry allowsfor brainstorming and planning with more creativity and
hence more satisfaction for the expert as well as the students. (See Figures 1.4 and 1.5.)

Benefits for Teachers
* Share responsibility in the instructional team
* Share expertise of the team members
* Teach content and information skills simultaneously
* Brainstorm and plan with more creativity
« Experience enhancement of content areas of the curriculum

Figure 1.4. Benefitsfor Teachers.

Benefits for Librarians
* Involvement in meaningful learning with students
+ Shared responsibility with instructional team
+ Library becoming an active learning environment
+ Information literacy being taught in context
+ Increased level of professional contribution

Figure 1.5. Benefitsfor Librarians.

What Arethe Benefitsfor Administrators and Parents?

Administrators, including superintendents, principals, supervisors, and curriculum coor-
dinators, set the tone of the learning environment and provide the climate for the education of
students. They provide the funding and support for promoting educational programs and en-
couraging methods of teaching and ways of learning that match their outlook and meet their
goals. Guided Inquiry provides opportunitiesfor administrators who are seeking waysto make
a school more in touch with the needs of 21st-century living and working. (See Figure 1.6.)
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Benefits for Administrators
+ Fosters systemic change to improve learning
« Promotes constructivist approach to learning
* Achieves multiple curricular goals
* Fosters collaborative climate for team instruction
» Changes school to meet needs of 2 1st-century workplace

Figure 1.6. Benefitsfor Administrators.

Parents often feel overwhelmed by the responsibility of assisting their children and teen-
agerswith research assignments. |n many traditional research assignments students are left on
their own through much of the process. Concerned parentsfill in as best they can. Guided In-
quiry puts the responsibility back with the educators, where it belongs. Parents are aware that
thisisfairer toall students. It takesthe burden of teaching from parentsand placesit squarely in
the hands of theinstructional team and the student. Guided Inquiry makes students more inter-
ested in school and learning, and parents are well rewarded when they see their children be-
coming responsible learners. (See Figure 1.7.)

Benefits for Parents
+ Places responsibility with educators
* Is fairer for all students
+ Takes away burden of teaching research
* Enables observation of children becoming independent learners
* Makes school more interesting and relevant

Figure 1.7. Benefitsfor Parents.

What Arethe Benefitsfor Me?

Raising the Standard of My Research Assignments

Motivation and interest are key elementsin inquiry learning. Students use awide range of
sources of information to explore ideas rather than being confined to one textbook of predi-
gested facts. They form their own understandings through conversation and writing. They
work with other studentsto formulatetheir ideas but are encouraged to create deep understand-
ing for themselves. They gain a sense of ownership and accomplishment in the work they are
producing that gradually leads to competence and expertise.

Increasing the Depth and Breadth of What | Can Offer

Guided Inquiry allows studentsto gain agreater understanding of subject areacontent and
information literacy concepts. At the sametime studentsare devel oping competency in reading,
writing, and speaking, and in turn gaining socid skills through interacting, cooperating, and col-
laborating with other students. In addition, they are learning how to learn in an information rich
environment. Students are engaged in five kinds of learning: curriculum content, information lit-
eracy, learning processes, literacy competencies, and socia abilities. Any subject area content
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can be applied to Guided Inquiry aslong as the subject involves an inquiry that is deeper than
mere fact finding. (See Figure 1.8.)

Five Kinds of Learning in the Inquiry Process
I. Curriculum content fact finding, interpreting, and synthesizing |
2. Information literacy concepts for locating, evaluating, and using
3. Learning how to learn initiating, selecting, exploring, focusing,
collecting, and presenting
4. Literacy competence reading, writing, speaking, and listening
5. Social skills interacting, cooperating, and collaborating

Figure 1.8. Five Kinds of Learning in the Inquiry Process.

Role of Assessment in Guided Inquiry

Assessment is the means by which the instructional team knows how to guide students
through theinquiry process. It isfolded into the learning process, providing evidence of prob-
lemsand indications of when intervention isneeded. In particular, longitudinal assessment, de-
termining what students know and can do over an extended period of time, offers extensive
information about students' progress, incorporating content area learning, information liter-
acy, learning approaches, literacy skills, and socia abilities. Assessment also supportsthe con-
tinuity of Guided Inquiry from primary grades through secondary school.

R%arch on the Impact of School Librariés on
Student Learning

Thereissubstantial evidence that students benefit from learning through school libraries.
A review of some of themajor research on theimpact of schooal librarieson student learning in-
dicates the value of engaging studentsin Guided Inquiry.

During the last half of the 20th century a growing body of research demonstrated the im-
pact of school libraries on academic achievement. In the 1960s Mary Gaver (1963) of Rutgers
University compared the test scores of students in schools with centralized school libraries
with the scores of studentsin schoolswithout libraries. The study, conducted in 271 schoolsin
13 states, found that the test scores of studentsin schoolswith centralized libraries managed by
qualified librarians were higher than those of studentsin schoolswithout libraries or qualified
librarians. However, the volume of datagenerated by this study was difficult to calculate with
the technology of the day. By the 1980s computers had made massive calculation possible, as
demonstrated by SchoolMatch, a national commercial database of school statistics. In a Na-
tional Public Radio interview, SchoolMatch executive William Bainbridge reported that
spending on school libraries was the single factor with the greatest influence on students
school performance.

Inspired by the SchoolMatch results, Keith Curry Lance and his colleagues (2001) at the
Colorado State Library conducted extensive, large-scale, statewide studies throughout the
1990s based on the study design developed by Gaver, using schools rather than studentsasthe
unit of analysis. By 2005 the Col orado study model had been replicated and elaborated uponin
more than a dozen states. Collectively these studies have examined the impact of librariesin
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approximately 8,700 schools with enrollments totaling more than 2.6 million students. The
studies elaborated upon the original Colorado study model by identifying specific activities of
school staff that congtituted playing an instructional role.

The Lance teams found that “across states and grade levels, test scores correlated posi-
tively and statistically significantly with library staff and collection size; library staff activities
related to | earning and teaching, information access and delivery, and program administration;
and the availability of networked computers, both in the library and el sewhere in the school,
that provide access to library catalogs, databases, and the World Wide Web.” The
cause-and-effect claim associated with these correl ations was strengthened by the reliability of
the relationships between key library variables (i.e., staffing, collection size, spending) and test
scoreswhen other school and community conditionsweretaken into account. Thesestudiesre-
vealed that the “two most consistent predictors of test scores, when al potential predictors
were considered, were the preval ence of studentsfrom poor households and the level of devel-
opment of the school library” (Callison, 2005). It is clear from these studies that learning in
high-quality school librariesis of considerable benefit to students.

At theFirst International Research Symposium sponsored by The Center for I nternational
Scholarship in School Libraries at Rutgers University (CISSL) in April 2005, Lance gave a
keynote address entitled, “Enough Already.” He stressed the need to move beyond studies of
correlation with standardized test scores to research that reveal s ways to assess, intervenein,
and improve student learning in school libraries. CISSL hastaken up just such research on the
impact of school libraries on student learning and the development programs of Guided In-
quiry (Todd, Kuhlthau, and Heinstrom, 2005). In aseriesof studies, the CISSL team hasdevel-
oped an assessment tool called “ Student Learning through Inquiry Measure” (SLIM), which
assessesthe progress of students' learning and indi cates when and what intervention is needed.
Chapter 8 presents a full discussion of SLIM as an important assessment tool for Guided
Inquiry.

L eaving the 20th Century Behind

Much has been written about rethinking and redefining school sto accomplish the mission
of educating the next generation for living and working in an informati on-laden society. To ad-
dressthiscritical need, anumber of school reform advocates have called for organizing around
an inquiry approach to learning. However, few educators have recognized the power of the
school library as an integral element in designing the information age school. Recent studies
have shown a significant impact of school libraries on student learning (Lance et al., 2001,
Todd and Kuhlthau, 2005a, 2005b). Guided Inquiry describes how the school library and the
school librarian are employed to implement an instructional team approach for meeting curric-
ulum objectivesin avariety of subject areas while developing the necessary research compe-
tence. The school librarian brings resource and research expertise to the instructional team.
Other members of theinstructional team bring specializations; all combineto provide apower-
ful learning environment for students. Aninstructional team approach to Guided Inquiry incor-
porates multiple ways of knowing and provides students with essential competencies for a
changing information society. The school librarian hasthe expertiseto provide awide range of
high-quality resources and the knowledge to guide studentsin locating, evaluating, and using
resources for constructing deep learning.



L eaving the 20th Century Behind 11

The configuration of the 21st-century school is quite different from its 20th-century in-
dustrial age counterpart. The old model, in which oneteacher and one class of studentswasthe
norm, issurely past its prime. Theinformation age and thefuture call for ateam approach, each
member bringing his or her expertise to a collaborative learning environment. Research com-
petency and subject knowledge in the context of fostering cooperative learning, reading com-
prehension, language development, and social skills are needed.

Through Guided Inquiry students see school learning and real life meshed in integra
ways. They develop higher order thinking and strategies for seeking meaning and competen-
cies for creating and innovating. Twenty-first-century schools are challenged to develop that
human talent by coupling the rich resources of the school library with those of the surrounding
community and the wider world.






The Theory and Resear ch Basis
for Guided Inquiry

After several yearsteachers saw that it [ Guided Inquiry] wastransforming their teaching.
Teachers see that the program isimportant enough to make it systemic, to takeit to the
next step. Wow! This has changed the course of our school instructional program.
—principal

Every educator has a theory of learning that forms the basis of the instruction and the
learning environment he or she provides for students. While you read this chapter, reflect on
your own theory of learning. Although your theory of learning may not be overtly articulated,
neverthelessit underliesall you do with your students. It isimportant to examine your own the-
ory of learning and determine what principles underlie your teaching. How do you view learn-
ing taking place? What are your teaching methods based on? What kind of learning
environment do you strive to provide for your students?

This chapter presents the underlying theory and research base for Guided Inquiry. First
we discussthe constructivist theory of learning, whichisdrawn from along tradition of educa-
tional theory, research, and practice. Then we present studies of students experiencesin the
process of research assignmentsthat are specifically related to theinquiry process. Finally, we
summarize the six fundamental principles of Guided Inquiry.

Constructivist Approach to Learning

Guided Inquiry hasasolid theoretical foundation grounded in the constructivist approach
to learning. It is based on the work of major educational theorists and researchers, including
Dewey, Bruner, Kelly, Vygotsky, and Piaget. Taken together these theorists have provided
fundamental principles for educating students that have lasting and sustaining value for de-
signing instruction. Too often teachers are caught in the pendulum of trends that discard the
wisdom of the past for theflash of the new. Although we need to be open toinnovation and new
ideas, we must recognize the substantial body of accumulated knowledge that sustainsthe edu-
cation profession. The constructivist approach described in this chapter is based on established
principles drawn from these theorists that have important implications for designing learning
environments for 21st-century schools.

13
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We may think of two general approaches to learning: a transmission approach, in which
learning is viewed as something the teacher or text does to the student, and a constructivist ap-
proach, in which the student isinvolved in an active process of constructing deep understand-
ing. A transmission approach to teaching emphasizes finding the right answer, memorizing
specific facts, and repackaging information. Instruction is structured to transmit specific facts
andtrainin preciseskills. A constructivist approach builds knowledge by engaging studentsin
stimulating encounters with information and ideas. Students learn by constructing their own
understanding of these encounters and by building on what they already know to form a per-
sonal perspective of the world. Construction is an active, ongoing process of learning that
continues throughout life.

Constructivist Theory of John Dewey

The underlying assumption of thisbook isthat learning is aprocess of construction based
on the educational theory of John Dewey. Dewey, an early constructivist, articul ated a philoso-
phy of education that would prepare students for work, citizenship, and life in afree society.
Dewey’ sphilosophy of education for ademocratic society issurprisingly fresh and relevant to-
day aswe striveto design schoolsfor the 21st century. His most comprehensive work, Democ-
racy and Education, first published in 1915, provides the foundation for inquiry learning. It
incorporates the experience, action, and thinking of the whole child. Dewey explained that,
“education isnot an affair of telling and being told but an active and constructive process.” He
cautioned that, “ The accumul ation and acquisition of information for purposes of reproduction
in recitation and examination is made too much of. Knowledge in the sense of information
meansworking capital, theindispensable resources of further inquiry of finding out or learning
morethings’ (Dewey, 1915, p. 158). Guided Inquiry isbased on this concept of information as
“working capital” for constructing understanding and knowledge for each learner.

Dewey’ sfamiliar motto, “learning by doing,” isonly part of the picture. Reflection on the
activity isthe other essential component. Dewey described learning as a creative process of in-
quiry, beginning with a suggestion caused by new information that raises a question or prob-
lem. Through reflection, a guiding idea is formed that leads to the quest for understanding.
Thereisreflection in every stage or phase of the learning process.

In How We Think (1933), Dewey el aborated on the concept of inquiry in hisdescription of
the phases of reflective thinking (see Figure 2.1). Thefirst phase, suggestion, isastate of doubt
due to an incomplete situation and is characterized by perplexity and confusion. The second
phase, called intellectualization, involves conceptualizing the problem or question and antici-
pating possible solutions. In the third phase, aguiding ideaisformed to direct the collection of
factual material to define and clarify the problem. In the fourth phase, called reasoning, the
guiding ideais made more precise and consistent by familiarity with awider range of informa-
tion. Thefifth phase, called action, involvestaking astand on the elaborated ideato bring about
results that resolve theinitial state of doubt through understanding (Kuhlthau, 2004, p. 16).
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Dewey’s Phases of Reflective Thinking
Phase Definition
Suggestion Doubt due to incomplete situation
Intellectualization Conceptualizing the problem
Guiding idea (hypothesis) Tentative interpretation
Reasoning Interpretation with more precise facts
Action Idea tested by overt or imaginative action

Source: Kuhlthau (2001, p. 16)
Figure 2.1. Dewey’ s Phases of Reflective Thinking.

Dewey explains that facts, data, and information arouse ideas that enable the learner to
makeinferencesfromwhat he or she already knowsthat |ead to deeper understanding. The pro-
cess of creating understanding for oneself evokes feelings of doubt and uncertainty on one
side, joy and confidence on the other, and awhole range of emotions in between.

The Interplay of Thinking, Feeling, and Acting

Notice that the thread woven through these theories beginning with Dewey’ s reflective
thinking isthat learning beginswith confusion and uncertainty. L earnersactively reflect onthe
new information to form their own ideas throughout the learning process, which gradually
leads to deep understanding. Learning isan emotional aswell as athinking and acting process.
These theorists clearly acknowledge the complexity of the holistic experience of the learning
process that is often overlooked in our schoals.

George Kelly’ s Personal Construct Theory (1963) describes the emotional experience of
constructing meaning from new information. The information is assimilated in a series of
phases, beginning with confusion. Confusion increases as inconsi stencies and incompatibili-
ties between the information and the constructs the person already holds are confronted. As
confusion mounts, it frequently causes doubt about one’ sability to assimilatethe new informa-
tion. Thedisruption caused by the new ideas may become so threatening that the new informa-
tionisdiscarded and construction abandoned. At this point, Kelly proposes another aternative
to movethe process of construction along. Asin Dewey’ sguiding idea, the person may form a
tentative hypothesis to move toward incorporating the new construct into the existing system
of personally held constructs.

Jerome Bruner’s studies of perception further verify and refine the constructive view of
the nature of human thinking and learning. Bruner was influenced by Piaget’ s research on the
concept of schema, which isakinto Kelly’ snotion of construct. Schema is an integrated, orga-
nized representation of past behavior and experience that guidesindividualsin reconstructing
new information. Bruner’s (1977) research confirms that we are actively involved in making
sense of theworld around us rather than being passive receivers of information. Bruner elabo-
rates on the basic concepts in the constructive sequences of both Dewey and Kelly. Taken to-
gether, the theories of Dewey, Kelly, and Bruner provide avivid explanation of construction
and learning. These theorists agree that emotions play a significant role in directing thinking
and action throughout the constructive process of learning.
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Recent brain research in neuroscience further supports this holistic view of learning that
the brain runs on emations that drive thoughts and actions to seek meaning through patterns
and connections. An enriched learning environment that is challenging, social, and fun in-
creases brain waves. Guided Inquiry addresses students' emotions as well as the thoughts and
actions that lead to deep learning. Students are challenged and engaged in their own quest for
understanding and knowledge, which prepares them for learning throughout their lives.
Guided Inquiry strives to provide that challenging, socia, and fun enriched learning
environment.

Resear ch Base for Guided Inquiry

Now that we've considered general learning theories that support Guided Inquiry, let's
turn to the research that specifically explains the approach. Guided Inquiry isgrounded in the
constructivist principles of major educational theorists and in the research on the information
search process of students. The Kuhlthau research on the process of learning from avariety of
sources also forms the basis for Guided Inquiry.

Too often schools plunge into the “latest program,” designed on someone’s “ good ided’
with little or no research base. It may sound impressive but is often superficial, overlooking the
important findings on how students|earn. Guided Inquiry isbased on extensive studies of stu-
dents learning through research assignmentsin school libraries. This research over the past 20
years has enabled us to understand a great deal about students’ experiencesin theinquiry pro-
cess. It grew out of apractical problem that Kuhlthau confronted as a school librarian. Her re-
search is explained in the next section of this chapter. Was the library providing an
environment for constructing new knowledge? Or was it merely providing materials and
resources?

Kuhlthau's studies answered some of these questions. They revealed different thoughts,
feelings, and actions at each stagein theinquiry process. The stages are described in the model
of the information search process (ISP). The | SP model was originally developed in astudy of
secondary studentsin the early 1980s and was confirmed and expanded in successive studies,
which revealed this to be a common experience of not only students but people in the work-
place and other areasof lifein which extensiveinformation seeking and learning wasinvolved.

A comprehensive summary of this research is provided in Seeking Meaning: A Process
Approach to Library and Information Services (1993; 2nd ed. 2004). The second edition incor-
porates the implementation studies in K—12 schools that formed the basis for the Guided In-
quiry approach. Recent studies of inquiry learning conducted by the Center for International
Scholarship in School Libraries (CISSL) at Rutgers University (Todd, Kuhlthau, and
Heinstrom, 2005) found the | SP model applied in technological information environments as
well. The ISP model incorporates reflection and thinking that is easily overlooked when using
electronic information. We now have insight into the inquiry process based on solid research,
which enables us to design instruction for guiding studentsin their learning.
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An Important Discovery

An important discovery in thisresearch isthat there are distinct stagesin the inquiry pro-
cess, and some stages are more difficult for students than others. Inquiry isinitiated by some-
one who has something that needs investigation, a fundamental gquestion, pressing issue, or
troubling problem that requires further information. Thisisfollowed by selection of agenera
area or topic to address the investigation. Two stages—exploration and formul ation—follow,
during which important learning from information occurs. Thisisfollowed by the collection of
specific information and facts, which leads to completing the task and preparing to share with
othersin the presentation stage.

The stages of exploration and formulation are usually an unpleasant surprise for students,
and sometimesfor teachersand librarians aswell. Too often they expect to movedirectly from
selecting the general topic for investigation to gathering and collecting information for com-
pleting the assignment. These studies show that the exploration and formul ation stages are dif-
ficult and confusing for many students. They are encountering lots of new ideas that often
conflict with what they already know and seem incompatible with each other, as Kelly de-
scribed in his Personal Construct Theory. However, it is during exploration that the most sig-
nificant learning takes place in theinquiry process. Thisisacrucial timein Guided Inquiry for
teachers and librarians to intervene to guide their students through reflection and thinking.
Throughout the inquiry process information and facts are reflected upon and synthesized to
promote deep understanding and extensive learning.

Uncertainty is the beginning of learning. It isan important concept that underliesthein-
quiry process. Information often initially increases the sense of uncertainty rather than reduc-
ing it. Students need to become aware of their own uncertainty and learn to work through ideas
that lead to understanding and decrease uncertainty. Learning begins with uncertainty and is
driven by the desire to seek meaning (Kuhlthau, 2004, pp. 89—105). Once students learn this
process they can adapt to a wide range of information-laden tasksin life. As one of my case
study subjects explained, “1'11 worry about a paper because thingsdon't fall into placebut itis
not thekind of thing I [l lose sleep over. I’ velearned to accept that thisistheway it works. To-
morrow I’ll read thisover and somepartswill fall into place and somestill won't. ... Themind
doesn’t take everything and put it into order automatically and that’sit. Understanding that is
the biggest help” (2004, p. 77).

Kuhlthau’s M ode of the Information Search Process

In training institutes and workshops on the ISP in inquiry projects, school librarians and
teachers conduct their own research and reflect on the stages they are going through. They be-
come aware of how they feel during these stages, how they work through these stages, and
what strategiesthey useto help them completetheir tasks. Thispreparesthem for designing in-
terventions for guiding their students’ inquiry. It isimportant to recognize that there is a vast
difference between asimple question that may be addressed in aroutine search and a complex
issue that requires more extensive research. A complex issue is one that the searcher doesn’t
know much about and that requires significant learning. It is during these complex tasks that
reguire extensive searching and learning that the stages of the | SP are commonly experienced.
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While you read this section, think about how you do research and your own experience re-
searching atopic or problemthat isimportant to you. How do you work through acomplex issue?
Have you experienced these stages in your research? Perhaps you have recently taken a course
that required a written paper or ora presentation. Do you recognize the stages described in the
model of the ISP as similar to your own experience? Reflect on your own experience in research
and consider how your experience might help you guideyour studentsin asimilar learning process.

Students experiencesin the process of inquiry have been carefully documented in aseries
of empirical studies (Kuhlthau, 2004). In arecent study of inquiry learning in ten schoolsin New
Jersey, we found the same pattern of students' fedlings, with confusion and uncertainty increas-
ing during the exploration stagein the technological information environment of today’ s schools
(Todd, Kuhlthau, and Heinstrom, 2005). In fact, advancesin information technology have made
the exploration and formulation stages more difficult for students to work through on their own
and more critical for them to learn to manage. These studies also show that as students move be-
yond the formulation stage of the inquiry process, their interest increases along with their confi-
dence. They become more engaged and interested as they construct their own understanding.

The model of the ISP describes fedings, thoughts, and actions of students involved in
complex inquiry tasks in which they are required to construct their own understandings. The
seven process stages are initiation, selection, exploration, formulation, collection, presenta-
tion, and assessment (see Figure 2.2).

Inthefirst stage, it isusually theteacher whoinitiatestheinguiry process by announcing a
unit of study that will require extensive research from multiple sources, to be accomplished
over anumber of weeks. The task of thefirst stageisto prepare for the decision of selecting a
topic. Students often feel apprehensive and uncertain about what is expected of them. Some
studentsin the studies described feeling depressed and bogged down and overwhelmed at the
amount of work ahead.

In the second stage, selection, students choose their general topic, aspect of, or question
about the class project that they will be working on. The possible topics may be weighed
against the criteria of personal interest, assignment requirements, information available, and
time allotted. During the period when students are uncertain about what topic to choose, they
may become somewhat anxious. After they decide on aresearch topic, they often experiencea
brief sense of eation, followed by apprehension at the extent of the task ahead.

During the third stage, exploration, the students' task is to explore information with the
intent of finding a focus. Students need to become informed about the general topic and to
identify possible ways to focusit. Asthey find information about their topic, they frequently
become confused by the inconsi stencies and incompatibilities they encounter. Sources are of -
ten inconsistent and are incompatible with a student’ s preconceived notions about the topic.
The feeling of confusion can become quite threatening, and some students want to drop their
topics at this point. For most students, thisis the most difficult stage of the research process.
They are confronted with the complicated task of working through their own ideas and con-
structing new knowledge to prepare to form afocused perspective to pursue. In this confusing
time of exploring for ideas, students can easily become frustrated and discouraged.

The formulation stage is atime to form afocus for the research from the information on
the general topic found in the variety of sources students are consulting. Students need to iden-
tify possible ways to focus their topic to center their information gathering. The four criteria
used to select atopic may again be employed to choose afocus. The focus may be of personal
interest, meet the requirements of the assignment, be able to be researched in available materi-
als, and be able to be accomplished within the time allotted. However, it is likely that one of
thesewill take precedence over the othersasacriterion for formulating afocused perspective.



Model of the Information Search Process

Initiation Selection Exploration Formulation  Collection Presentation Assessment
Feelings Uncertainty Optimism Confusion Clarity Sense of direction/ Satisfaction or Sense of
(Affective) Frustration confidence disappointment accomplishment
Doubt
Thoughts Vague >»  Focused Increased self-
(Cognitive) > awareness
Increased interest
Actions Seeking relevant information Seeking pertinent information
(Physical)
>
Exploring Documenting

Source: Kuhlthau (2004, p. 82)

Figure 2.2. Model of the Information Sear ch Process.

6T SSS00.d YdJeas uolrew oju|ayl Jo PPOo NS neyljyny



20 2—TheTheory and Research Basisfor Guided Inquiry

The collection stage follows naturally after formulation as atime for supporting and ex-
tending the focus to prepare to present new understandings. The task in this stage is to gather
information that defines, extends, and supportsthefocus. Students' confidence and interest in-
crease along with their sense of ownership and developing expertise.

The presentation stage isthe culmination of theinguiry process, when thelearningis pre-
pared to share with others. During presentation students are usually satisfied with the way they
have progressed. They may, however, fed disappointed that their work has not met their ex-
pectations. These feelings form the basis for assessing what went well and what went wrong
and how to approach inquiry in the future. Reflection and self-assessment is an important
component of the inquiry process.

In the assessment stage both students and teachers judge what was learned about content
and process and what further learning is needed. Assessment is an important part of inquiry
learning. The task of this stage is to reflect on the inquiry process and to think about what
worked and what problems were encountered and what studentswill do in the future. Thisas-
sessment stage should not be confused with routine assessments performed by the Guided In-
quiry team and student at each stage of the process. Thisstageisan opportunity to reflect onthe
processasawhole. Moreinformation about the important rol e assessment playsthroughout the
process can be found in chapter 8.

Recent studies of the ISP in work tasks reveal that even expert workers experience the
stages of the ISP when they are confronted with complex tasks or projects that require new in-
formation and considerable learning and construction (Kuhlthau, 2004). (See Figure 2.3.) The
findings of these studies provide insight into what isimportant for planning Guided Inquiry to
prepare students for the information intensive workplace as well as learning in school.

Fact Finding or Deep Understanding

In Louise Limberg's (1997) studies of Swedish high school students, she found that the
students she studied took three different approaches to the same research assignment, with
three very different outcomes. The first approach was fact finding. Students using this ap-
proach accumulated numerous unconnected facts. The second approach was looking for the
right or wrong answer. Students using this approach sought a definite answer to a specific
question. The third approach was synthesizing the facts to gain a deeper understanding of the
topic or question. Students using this approach delved into the factual material to form their
own view of thetopic (Limberg and Alexandersson, 2003).

Inastudy of studentsdoing inquiry projectsin ten schoolsin New Jersey by the Center for
International Scholarshipin School Libraries (CISSL) at Rutgers University (Todd, Kuhlthau,
and Heinstrom, 2005), studentstook similar approaches to an inquiry assignment: fact finding
or deep understanding. Students using a fact finding approach produced projects that merely
restated factsfrom the information they had gathered. Students assuming adeep understanding
approach produced projectsthat reflected learning from the factsthey had gathered. This study
found that the approach students assumed did not relate to their grade level, academic ability,
or subject area. Y et there was a clear difference in outcome, with some students only listing
facts and some showing deep thinking and | earning from the factsthey had collected. Thereare
clear implications that the expectations and instructions of teachers and librarians are an
important el ement in fostering deep understanding in inquiry learning.

Todd's (1995) study of the information seeking of adolescent girls found that the girls
objective for seeking information affected the outcome of their information-seeking task. He
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Progression and Development of Kuhlthau’s Information Search Process

Date | Title of Research Report* Significance
1985 | A Process Approach to Library Skills Instruction First study of the ISP with 25 HS students
1985 | An Emerging Theory of Library Instruction Process is important in teaching research
1988 | Perceptions of the Information Search Process in Libraries: Transference of skills from high school to
A Study of Changes from High School Through College college: a survey study
1988 | Longitudinal Case Studies of the Information Search Process | In depth case study of six students from
of Users in Libraries high school through college
1988 | Meeting the Information Needs of Children and Young Connecting cognitive-developmental
Adults: Basing Library Media Programs on Developmental stages to learning in libraries
States
1989 | The Information Search Process of High-, Middle-, and Large scale examination of the ISP high
Low-Achieving High School Seniors school seniors
1989 | Information Search Process: A Summary of Research and Practical application using the model of
Implications for School Library Media Programs the ISP in schools
1990 | Validating A Model of the Search Process: A Comparison of | Confirmation of the ISP in various types
Academic, Public, and School Library Users of libraries
1991 | Inside the Search Process: Information Seeking from the Highly cited article on cognitive and
User’s Perspective affective aspect of information seeking
1993 | Implementing a Process Approach to Information Skills: A Identifies inhibitors and enablers of
Study Identifying Indicators of Success in Library Media implementing the ISP in K-~12 contexts
Programs
1993 | A Principle of Uncertainty for Information Seeking Explanation of the impact of emotion on
the ISP
1994 | Students and the Information Search Process: Zones of Introduction of critical moments where
Intervention for Librarians students need assistance and guidance
1996 | The Concept of a Zone of Intervention for Identifying the Develops a “Zone of Intervention™
Role of Intermediaries in the Information Search Process
1997 | Learning in Digital Libraries: An Information Search Information technology and the ISP, the
Process Approach problem of seeking meaning from
abundance of information
1999 | Opportunities for Student Learning in Library Power Using library for inquiry learning
Schools
1999 | Accommodating the User's Information Search Process: Implication of ISP for information system
Challenges for Information Retrieval System Designers design
1999 | The Role of Experience in the Information Search Process of | Comparison of novice/expert use of ISP
an Early Career Information Worker: Perceptions of in the workplace
Uncertainty, Complexity, Construction and Sources
1999 | Information Seeking for Learning: A Study of Librarians ISP of students in science projects
Perceptions of Learning in School Libraries
2001 | Information Search Process of Lawvers: A Call for “Just for | Evidence of ISP in the workplace and
Me” Information Services need for creating meaning
2001 | The Information Search Process (ISP) A Search for Meaning | Uncovers problem of seeking meaning
Rather Than Answers from information
2001 | Rethinking Libraries for the Information Age School: Vital Consideration of changes in schools to
Roles in Inquiry Learning prepare students for ISP in workplace
2004 | Zones of intervention in the Information Search Process: ISP in the context of education and the
Vital Roles for Librarians workplace that indicate new roles for
librarians
2006 | Information Literacy through Guided Inquiry: Preparing Guided Inquiry for preparing students for

Students for the 21st Century

information environment

*See references for the full citation.

Figure 2.3. Progression of Kuhlthau’s Information Search Process.
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identified five objectivesfor seeking information, each resulting in adifferent outcome: to get
acomplete picture, to get achanged picture, to get aclearer picture, to get averified picture, or
to get aposition in a picture. This study revealed that what students expect to accomplish in
their information seeking has an impact on the outcome. Different expectations result in
different outcomes.

In Guided Inquiry the main objectiveisto go beyond fact finding to synthesize and assim-
ilate facts to construct new ideas and deep understanding. It’s not just fact finding, but rather
active interpretation and learning. The instructional team helps students to gain a clear objec-
tive beyond fact finding. Studentsareled to interpret factsand in someway sharetheir learning
and new understandings. We have seen that the |SP model describes more complex informa-
tion-seeking situations in which a simple answer or a list of facts does not resolve the issue.
Complex information seeking requires considerable construction to assmilate new informa-
tion into prior knowledge. The inquiry process may begin with fact finding, but the student is
required to interpret the factsfor deep learning to take place. In Guided Inquiry studentsareled
to consider how factsfit together, what story they tell, and what questions they raise.

Students' Per spectives on the Inquiry Process

The stages of the information search process provide insight into what students experiencein
theinquiry process. Theinquiry process described in thisbook isKuhlthau' s1SP modd. In Guided
Inquiry, inquiry process refers to the stages of the 1SP. These terms can be used interchangeably.
The objective of Guided Inquiry isto provide assisance and instruction to guide students through
the stages of the ISP, leading to competence in learning from a variety of sources of information.

From the students' perspective, inquiry isasearch for meaning that is often fraught with
misconceptions. Studentsfrequently make the serious mistake of thinking that the maintask in
theinquiry processisto locate sourcesthat relate to their topic, project, or problem. After se-
lecting their topics, many students expect to be able to move directly to collecting information
and presenting their findings. Unfortunately many instructiona programsteach students about
conducting research by actually describing the processin thisway, neglecting the exploration
and formulation essential for learning through inquiry. The most important task of the inquiry
processisto exploreinformation and ideaswithin sources and to form new understanding from
theseideas. It isnot unusual for studentsto beleft to their own devicesin thismost challenging
task of theinquiry process. All too often the result is blatant copying, narrow fact finding, and
unimaginativerepetition of an author’ swork, with littlereal learning on the part of the student.

Theinquiry processis getting ideas to write about from new information. It isclosely re-
lated to the writing process as described in Janet Emig’'s (1971) groundbreaking research. It is
the prewriting stage of thewriting process, when students are exploring and formulating ideas.
Writing blocksare actually thinking blocksin which thoughts haven’t been sufficiently formed
to present ideas. Theinquiry process precedes the writing process to prepare students for writ-
ing by giving them something to talk about and in turn write about. It is during theinquiry pro-
cess that students build constructs for writing, composing, and creating.

Without forming afocus, the student ismerely collecting unrelated facts. One high school
student explained the problem in thisway:

| had ageneral ideanot aspecific focus. Asl waswriting, | didn’t know what my fo-
cuswas. When | wasfinished, | didn’t know what my focuswas. My teacher saysshe
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doesn’t know what my focuswas. | don’t think | ever acquired afocus. It wasan im-
possible paper to write. | would just sit there and say, “I’ m stuck.” If | learned any-
thing from that paper it is, you have to have afocus. Y ou have to have something to
center on. Y ou can't just have atopic. Y ou should have an ideawhen you start. | had
atopicbut | didn’t know what | wanted to do withiit. | figured that when | did my re-
searchitwouldfocusin. But | didn'tletit. | kept saying, “thisisinteresting and thisis
interesting and 1’1l just smush it al together.” It didn’t work out.

Rather than just “smushing it all together,” Guided Inquiry enables studentsto formulate afo-
cus as they work through the inquiry process. Thisfocusis developed during the exploration
and formulation stages under the guidance of the instructional team.

Ancther student explained that formulation requires reflection, time, and effort: “I’'ve
learned that thisis the way it works. Tomorrow I'll read this over and some parts will fall into
place and sometill won't . . .. Themind doesn’t take everything and put it into order automati-
cally andthat’ sit. Understanding that isthebiggest help.” Inquiry ishard work but well worth the
effort. It involves not merely narrowing atopic but formulating atopic. The participantsin these
studiesreferred to thisasforming an angle or strategy, a perspective or point of view, something
that someone else might not have thought of in thisway; a new way of looking at something.

Rather than claiming that inquiry is a simple matter of locating sources, Guided Inquiry
provides explanation and intervention that supports students throughout the complex inquiry
process. Through Guided Inquiry students cometo a deeper knowledge of the subject and gain
an understanding of their own inquiry process, aswell asthe basic skillsand abilitiesto locate,
evaluate, and use information for learning and presentation.

Vygotsl<y’s Notion of Intervention

The concept of higher-order thinking, as explored and explained by Vygotsky (1978), isan
important element of congtructivist theory. The development of higher-order thinking isfostered
by guidancein what he callsthe zone of proximal devel opment. “ The zone of proximal develop-
ment isthe distance between the actual developmental level as determined by independent prob-
lem solving and thelevel of potentia development as determined though problem solving under
adult guidance or in collaboration with more capable peers’ (1978, p. 131).

Building on Vygotsky's concept, we can think of teaching as organizing the learning en-
vironment so that students are confronted with questions drawn from their own experience and
curiosity. Schoolsneed to provide resources for studentsto explore questions, with guidance at
critical pointsin the learning process. Borrowing from Vygotsky’ s concept of azone of proxi-
mal development, we can develop guidance around a“ zone of intervention, in which astudent
can do with advice and assi stance what he or she cannot do alone or can do only with great dif-
ficulty” (Kuhlthau, 2004). Teachersand librarians who are ableto recognize those critical mo-
ments when intervention and instruction are essential can tailor interventions to enable
students to achieve understanding in the learning process.

The studies of the ISP indicate that the exploration and formulation stages are when
higher order thinking is developed by carefully planned advice and assistance of the instruc-
tional team. In Guided Inquiry thisisazone of intervention when specific instruction and assis-
tance is given to guide studentsto formulate their focus as a path for collecting information to
completetheir task. Unfortunately studentsfrequently areleft ontheir own during thesecritical
but confusing stages of learning in research assignments.



24 2—The Theory and Research Basisfor Guided Inquiry

Developing Basic Inquiry Abilitiesin Young Children

The Guided Inquiry approach is organized around the six stages of the ISP, developed in
extensive study of the information-seeking process of middle and secondary students. The
studies of teenagers offer a clear direction for engaging younger children in inquiry learning
that will lay the foundation for competence as they grow.

This approach for elementary students has evolved from earlier work first presented in
School Librarian’s Grade by Grade Activities Program (Kuhlthau, 1981) but adapted for
21st-century schools and research on third spacein el ementary schoolsby Maniotes. It laysout
the importance of merging students' outside-of-school worlds with the curriculum in schools
to make learning meaningful, powerful, and relevant, and of Caspari’s application of ob-
ject-based learning in preschool and in the primary grades.

Guided Inquiry for young children seeks to incorporate the most natural ways children
learn at early stages of cognitive development. Although the approach owes much to the Swiss
psychologist Jean Piaget’ s concept of stagesin cognitive growth, we recognizethat alock-step
developmental approach is counterproductive. The concept of cognitive development makesit
possibleto planinquiry activitiesthat students can respond to and learn from. The young child,
prior to age 7 and up to age 11, can perform mental operations on aconcretelevel. After age 12
most children can use abstract thought, generalize, and form ahypothesis. The ISP requiresall
three. That does not mean that the child under age 12 cannot beinvolved ininquiry. Thisisan
ideal timeto set the stage for engaging inthefull inquiry experience, incorporating al stages of
the inquiry process, from forming a focus perspective to presenting. There are abilities that
children can learn and can draw from when they are ready to use more abstract assimilation of
multiple sources to create a cohesive understanding, as described in the ISP model.

Many of the activitiesin School Librarian’s Grade by Grade Activities Program engage
childreninfour basic abilitiesin using information for learning: recall, summarize, paraphrase,
and extend. The very youngest child can respond to atext or other information by recalling
what he or she has seen or heard, summarizing by selecting certain facts or ideas, paraphrasing
by retelling in hisor her own words, and extending by adding something morethat he or she al-
ready knows. These are basic skills that are essential in information seeking and use in thein-
quiry process in middle and secondary school. Young children prepare for complex inquiry
projects by extensive practicein these basicinquiry abilities. Guided Inquiry buildsthese basic
abilitiesin prekindergarten to fifth grade through an inquiry approach to learning.

Six Principles of Guided Inquiry

We have shown how Guided Inquiry isgrounded in aconstructivist approach to learning
and is based on the research into students' perspectives on the | SP. Six fundamental concepts
are drawn from this theoretical research base to form the underlying principles of Guided In-
quiry (see Figure 2.4). These principles are based on what we know about how children learn,
firmly grounded in the substantial work of Dewey, Bruner, Kelly, Vygotsky, and Piaget.
Guided Inquiry adopts these concepts and adapts them for learning in 21st-century schools.
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Children Learn by Being Actively Engaged in and
Reflecting on an Experience

Engagement and reflection are two fundamental components of Guided Inquiry. As we
have discussed, Dewey (1933) described learning as an active individual process that takes
place through a combination of acting and reflecting on the consequences. Bruner's (1973)
studies of perception and hislater writings (1994) expanded on the constructivist view of the
nature of human thinking and learning. Bruner’s research confirmed that people learn best
when they are actively involved in making sense of the world rather than passive receivers of
information. He explained that it is not enough for people to merely gather information; they
need to be involved in interpreting for deep understanding to occur. Learning involves“going
beyond the information given” to create “products of mind.”

The Six Principles of Guided Inquiry

Children learn by being actively engaged in and reflecting on an experience.

Children learn by building on what they already know.

Children develop higher-order thinking through guidance at critical points in the learning
process.

Children have different ways and modes of learning.

Children learn through social interaction with others.

Children learn through instruction and experience in accord with their cognitive
development.

Figure 2.4. Six Principles of Guided Inquiry.

Guided Inquiry isbased on the premisethat deep, lasting learning isaprocess of construc-
tion that requires students’ engagement and reflection. An inquiry approach to learning seeks
to motivate students to take ownership of their ideas and to create something that matters to
them. Inquiry stimulates learning in students from the youngest age by engaging their innate
curiosity, through middl e childhood by enabling their quest for independence, and oninto their
teen years, when they are gaining a sense of self through their devel oping knowledge and ex-
pertise, which prepare them for the challenges of work and daily living in adulthood.

Motivation is an essential component of a constructivist approach to deep learning. Re-
search on the | SP reveal s that engagement and reflection are important in each stage of thein-
quiry process. Reflection and thinking about the ideas encountered in the inquiry process
enabl e students to construct knowledge and meaning. However, engagement may falter, par-
ticularly inthe exploration and formul ation stages, when students are not expecting the conflict
of ideas and information they encounter. Guided Inquiry is a program for helping students
through theinquiry process, encouraging engagement and reflection in each stage of learning.

Children Learn by Building on What They Already Know

One of the basic tenets of constructivist theory is that past experience and prior under-
standings form the basis for constructing new knowledge. Major educational theorists have
provided an extensive body of literature on how children build schema or constructs that form
their view of the world. The central concept of these theoristsis that connections to a child’'s
present knowledge are essential for constructing new understanding.
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In Guided Inquiry students build on what they aready know to form a personal perspec-
tive on the world around them. They develop skills and abilities for successful living and con-
tributing in theworld. The process of constructionisan active, ongoing process of learning that
continues throughout life. Students are guided through inquiry by asking: What do | already
know?What more do | want to know?How do | find out? What did | learn?How do | usewhat |
learned? What will | do next time?

Studies revea that students approach research that they generate themselves with more
engagement than the research imposed upon them by a school assignment (Gross, 1998).
McNally’ s (2005) study of research in secondary schoolsfound that studentswho were ableto
select their own topics within a curriculum area were more engaged and successful than stu-
dentsgiven narrowly defined topics by theteacher. At theinitiation stage of the ISP, when are-
search assignment is first announced, it may seem like an imposed task. An important
component of Guided Inquiry and a challenge for the instructional team is to transform a
school task into one that is self-generated by students, one that builds on what they already
know.

Continuity between the curriculum within the school and the child’s experiences outside
the school promotes sustained, meaningful learning. Therefore, the curriculum and the stu-
dent’s world need to be closely aligned for deep personal learning to take place. Too often
school learning seemsremoved and irrelevant to the student. In Guided Inquiry we usethe con-
cept of third space. Third space is atheoretical place in which students' outside experienceis
viewed in school asimportant and relevant to al learning (Maniotes, 2005). Often in schools
the curriculum isthe sole focus of learning. But when the students understandings and experi-
ences are called upon to make sense of the curriculum, a powerful learning environment is
achieved. The child’ sworld may bethought of asfirst space and the curriculum of the school as
second space. Third spaceiswhere thetwo come together in ameaningful way and where deep
learning takes place. When we consider al children as people who haverich lives outside the
school context, we realize that there is a wide range of information they draw from to make
sense of their world. Third space is an important component in Guided Inquiry, and will be
discussed in more detail in Chapter 3.

Children Develop Higher-Order Thinking Through Guidance at
Critical Pointsin the L earning Process

Unfortunately, most school work islimited to shallow processing in responseto simple or
superficial questionswith prescribed answers. Degp processing requires engagement and moti-
vation that stimulateinquiry within aconstructivist approach to learning. Deep processing fos-
tershigher order thinking, which requiresintervention at critical pointsin thelearning process.

Vygotsky's notion of azone of proximal development is helpful in thinking of how and
when to intervene in students' inquiry process. Vygotsky, a Soviet psychologist whose work
had a profound influence on learning theory, devel oped the concept of identifying an areaor a
zone in which intervention would be most helpful to alearner. The zone of proximal develop-
ment is the distance between actual developmental level as determined by independent prob-
lem solving and the level of potential development as determined through problem solving
under professiona guidance or in collaboration with more capable peers. This concept pro-
vides away of understanding intervention in the constructive process of another person.

The zone of intervention in Guided Inquiry may be thought of asthat areain which a stu-
dent can do with advice and assistance what he or she cannot do alone or only with great diffi-
culty. Intervention within this zone enabl es studentsto progressin the accomplishment of their
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tasks. Intervention outside this zoneisinefficient and unnecessary, and may be experienced by
students as intrusive on the one hand and overwhelming on the other.

Asthe ISP model shows, students often have difficulty in the early stages of the inquiry
process. Even when they begin with great enthusiasm and initial success, many soon become
confused and uncertain about how to proceed. This sense of uncertainty is an indication of a
need for assistance and instruction, a zone of intervention. There are certain timesin the in-
quiry process when students cannot move ahead or can move ahead only with great difficulty;
these are the times when they are most in need of assistance and most open to instruction. At
thesetimestheinstructional team has an opportunity to guidetheinquiry for engaging, lasting,
deep learning.

Students need intervention tailored to each stage of the inquiry process. Guided Inquiry
offers guidance throughout the process that enables creative learning from avariety of sources
of information. Intervention is carefully planned to develop higher order thinking from early
grades through high schaool.

Guided Inquiry enhanceslearning by targeting specific areas of concern and providingin-
tensive intervention at key points where instruction, guidance, and reflection are required. It
employs flexible grouping, sometimes intervening with awhole class, at other timesin small
groups, and occasionally giving individual instruction and guidance.

Children Have Different Ways and Modes of L earning

Constructivist theory recognizes learning as a holistic experience incorporating many
waysof knowing. Children learn through all their senses. They apply all their physical, mental,
and socia capabilities. The concept of multiple intelligences developed by Howard Gardner
(1983) helps usto envision these many ways of |earning, with students commonly excelling in
one more than another. His theory includes linguistic, musical, logical-mathematical, spatial,
bodily-kinesthetic, personal, and socia intelligences. A wide range of resourcesin an array of
formats presented through a variety of activities offers children a wealth of opportunities for
learning. Reading, listening, viewing, and observing are joined with writing, speaking, per-
forming, and producing to encompass the holistic experience of learning. Inquiry learning
offers many ways to construct deep understandings of the world and one’slifeiniit.

Technology has broadened the scope and variety of resources available for learning. The
Internet provides vast accessto digital materials. In this book weincorporate print texts avail-
ableintheschool library and digital texts available online with local museum objects and even
digitized museum collections online. This combination of print and visual images and objects
offers awide range of media for accommodating different ways of knowing and learning.

The ISP modelsthe stagesin the process of learning from avariety of sources. Guided In-
quiry isplanned to provide many ways of generating ideas, including storiesand narrativesthat
foster images and imagination as well as use of expository texts for determining importance.
The incorporation of museum collections further expands the resources for generating ideas
and for promoting many waysof knowing and finding meaning. Products of inquiry take many
forms, incorporating the whole range of multiple intelligences.

Children Learn Through Social Interaction with Others

Children are constantly learning through interaction with othersaround them. The experi-
ence of learning through interaction is called social construction. Children construct their un-
derstandings of the world through continuous, ongoing interaction with the people in their
lives. Parents, peers, siblings, teachers, acquaintances, and strangers are all part of the social
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environment that forms a learning environment in which children are continuousy
constructing and making meaning for themselves.

Vygotsky describesaspecific socia nature and process by which children grow into the intel-
lectua life of those around them. Kelly’ stheory includes a socid corollary that stressesthe impor-
tance of the socia context in aperson’s process of construction. Bruner writes of the influence of
socia interaction in learning and knowledge construction. Dewey’ s progressive education created
schoolsmodeled on interaction in communities. All of these congtructivist theoristsrecognized the
importance of a dynamic social environment for relevant learning.

Thereis a delicate balance between learning through socia interaction and constructing for
onesdlf. Traditional research assgnments were commonly done asindependent work. Collaborat-
ing with classmates affords the opportunity to help students think things through. While we ac-
knowledge the importance of collaborating, some group projects foster very little individua
learning. Caution needs to be taken to ensure that group activity enables deep individual learning
through socid interaction. Guided Inquiry considers the students engaged in inquiry a community
of learners. This community offers opportunities for interaction with othersthat promote learning
and an audience for sharing what has been learned.

Children Learn Through Instruction and Experience in Accord with
Their Cognitive Development

Constructivists recognize and respect cognitive development as an important consider-
ation in learning. Piaget (Elkind, 1976) describes children as progressing through stages of
cognitive development, with their capacity for abstract thinking increasing with age. The
young thinker may have difficulty dealing with the more abstract aspects of inquiry. Since the
inquiry processregquires considerable abstraction, thereisaneed to accommodateinquiry tasks
to the child'slevel of cognitive development. Although learning may not always occur in the
exact stages identified by Piaget, we gain insight into the cognitive development of the child
through hiswork.

Guided Inquiry is carefully planned, closely supervised, targeted intervention by an in-
structional team that leads children through inquiry learning from the early ages through their
teen years, with the goal of developing deep understanding and independent learning. Bruner
advocated introducing at an early age the ideas and styles that in later life make an educated
person. He called for a“spiral curriculum” that respects the ways of thought of the growing
child and trandatesmaterial intological formsthat are challenging enough to tempt the child to
advance (Bruner, 1977). Guided Inquiry is based on the idea of a spiral curriculum that chal-
lenges childrentolearn through inquiry compatiblewith their level of cognitive development.

Guided Inquiry iscarefully designed for learning in each stage of cognitive development.
In prekindergarten through fifth grade, inquiry learning involves children asking questions,
seeking answers, and sharing their discoveries with others. Children in middle school arein a
stage of transition to more abstraction in learning. These students explore ideas from various
sources and integrate those ideas into their own thinking. They are preparing for forming afo-
cused perspective within the process of information seeking that they can develop for sharing
and applying. Secondary school students' learning centers on the inquiry process, building on
the knowledge and strategies they have acquired throughout elementary and middle school.
Through these years, as students capacity for abstraction and independence increases, the
Guided Inquiry team gradually releases responsibility to them in preparation for learning, liv-
ing, and working in the information society.



Connecting to the Students’ World

| try to steer them toward something that will create a spark; toward books
they will make connections with, or things they will have questions about,
or ways they can use their own background knowledge.

—fourth-grade teacher

Asdiscussed in thelast chapter, Guided Inquiry isbased on current research, yet it isalso
grounded in the ideas of John Dewey. Both approaches agree that learning should be at the
heart of schools. All students deserve an education that teaches them to acquire and use infor-
mation to make informed decisions and intelligent choices and to continue to learn throughout
their lives. Itistimefor educatorsto think of schools as learning communities. The Guided In-
quiry approach is an alternative to the industrial age model and is based in learning.

Through Guided Inquiry students are able to incorporate what they have already learned
with new information, come up with theories of their own, and investigate their world. Stu-
dentslearn how to find information pertinent to their investigations and how to synthesize that
information to present it to others. Studentslearn to plan and make decisionsthroughout thein-
quiry process. These are important life skills in today’s world, and they can be learned in
schools.

In order for studentsto be able to create understandings of their own, educators must be-
gin by listening to them. In this chapter we address the important Guided Inquiry concept of
bringing the students' “outside of school” world and the curriculum together.

Building on Students Questions

Harada and Y oshina describe learning through inquiry as “ continuous, authentic, social,
hands-on” (2004, p. x). A natural and authentic process, inquiry learning guided by an instruc-
tional team can be a powerful tool to help students connect what they know from outside of
school to what they must learn in school. What do students know about the world? What are
they interested in? Arethere examplesfrom their world that could help them explain the curric-
ulum content of the class? How can we tap into those rich and varied experiences that they
bring with them to school ?

29
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In an inquiry approach, the questions that students address in schools are their own. Edu-
cators often puzzle over how to motivate studentsto learn the curriculum. When thelearningis
driven by students’ own questions and connectsto their own understandings of the world, mo-
tivation is natural and intrinsic. Through this approach what students learn in school helps
them to understand what they experience outside of school. And their outside experience is
called upon to help them make sense of what they are learning in school.

When the achievement of standardsis the only focus of the classroom, teachers often re-
sort to the difficult task of finding waysto make disconnected objectives more pal atable. How-
ever, when Guided Inquiry is at the heart of teaching and learning, there is no need to look
elsewhere for motivation. Students are internally motivated when the majority of learning co-
mesfrom their own real questions about curricular content. Guided Inquiry naturally incorpo-
rates students' own lives into the curriculum through their real questions and through what
Dewey caled an “organic connection” (1902, p. 201).

Wells (2000) describesa*“real question” in two ways. First, it isaquestion the answer to
which the teacher and students have atrue desire to know. Second, it is one that students could
take on and own by offering opinions based on the evidence from their own life experiences as
well as the resources they find. Real questions create an organic environment of inquiry in
which teachers and students come together because they honestly want to find out and learn.

Harste (1994) describes inquiry as an approach to learning in which teachers consider
their classrooms as communities of learners, and the inquiry of studentsis at the center of the
learning. Creating a classroom full of individual swho see themselves asacommunity of learn-
ersrequires attention on the part of the instructional team. An open, receptive environment is
key. Theinstructional team’ s philosophy on learning and how they interact with their students
play alargerolein the creation of that environment. When the central goal isthe formation of
new conceptsthrough the process of inquiry, and students and teachersare willing to break out
of traditional roles, acommunity of learnerscan be achieved. However, valuing students’ input
and ideas takes continual work in the art of teaching and listening that goes beyond the every-
day norm. Finally, an inquiry approach in a community of learners allows teachers and stu-
dents together to create “real questions,” allowing ample room for students' own queries.

Maniotes (2005) studied students’ conversations about literary texts to investigate the
ways they draw on their outside experience for learning in school. The following example is
from adiscussion in afourth-grade classroom in which the teacher had set up literature circles
to discuss avariety of booksthey had read. This group of fourth graders had read Superfudge
(Blume, 2003), and the character Fudge had just found out that his family was going to move.
Isaac, one of the students, had moved quite often in his nine years. He asked the group, “How
would youfedl, if youwere Fudge, about the move?’ Through the students’ answersto hisreal
guestion, Isaac learned a lot about his peers and had multiple responses to think about when
considering the character’s feelings in the text (Maniotes, 2005, p. 133):

Sheila: If | was around Fudge's age | wouldn't remember ’cause he is so little . . .
when | waslittle, | waslivingin Metro City and | hadto moveto Mountainveiw . .. . |
fed alittle strange.. . . when | move from one place to another.

Isaac: Hermione? (Hermione israising her hand.)

Hermione: | would feedd sad because when | moved from Metro City to
Mountainview, | lost my best friend Annie. She used to understand what | was going
through and we used to talk about everything. And we used to play together and do
everything together. And | just really miss her.
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Isaac: My third one was, have you ever moved from one spot to another and moved
back? Hermione?

Hermione: Yes, | have moved to places and then back. | moved to Oklahoma and
then to Metro City . . . and then to Nevada and then | came back to Metro City and
then | came to Mountainview.

|saac: James?

James. Once, | moved to Texas for like a year or two, and then | came back to
Mountainview and then | moved again and then | came back to Mountainview.

|saac: Sheila?

Sheila: | moved. | kept on moving from Metro City to Mountainview when | wasin
third and second grade. For mostly second grade, | was staying in Mountainview and
then | moved back to Metro City and then | moved back to Mountainview and then |
finally stayed in Mountainview.

Isaac: | want to answer that too ' cause first we lived in Rosemont, then we moved to
Texasfor ayear or two and then we moved back to Rosemont and then we moved to
Metro City then to Mountainview.

Analysis of this conversation reveals how they drew from their outside experience to
make sense of the text. | saac began this conversation with a question related to understanding
the character’ s feelings, because Fudge' s reluctance to move resonated with him. Thiswas a
real question that related to Isaac’ slife and, as he found out, to the lives of several of the other
students.

Sheila showed that she was interpreting the text and the character’s feelings. She also
drew on her own experiences to come up with atheory that Fudge wouldn’t recall much about
it because hewas so little. Hermione al so theorized that Fudge would be sad to misshisfriends.
Using their own life and cultural experiences, the students made sense of the text in answering
Isaac’ sreal questions. Through a question stemming from their own experience these students
were able to interact with the text in an organic connection, to empathize with the character,
Fudge, and to rdlate meaningfully to atheme in the literature.

Third Space: Merging Curriculum and Questions

The preceding dialogue is an example of third space interaction of persona experience
and curriculum content. There are two types of student experience. One is the varied experi-
ence of the individual taken from life outside school, which may be thought of as the first
space. The other isthe curriculum content of the classroom, identified asthe second space. Itis
important for educators to know how to help students use their cultural knowledge and experi-
encesfromeveryday lifeto help them understand the curriculum content. When both comeinto
play in equal amounts, that is the third space.
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Figure 3.1. Third Spacein Guided Inquiry.

Figure 3.1 represents the third space. The first space is the personal and cultural
out-of-school knowledge and ways of knowing. The second space is the officia curricular
knowledge and school waysof knowing. Thethird spaceiswherethetwo overlap and mergeto
create a new, hybrid form. Here students are flexibly and fluently using their outside knowl-
edge to interpret, understand, and make sense of in-school curriculum, ideas, and ways of
knowing. The broken lines represent a permeable boundary around the official and the per-
sonal ways of knowing, not fixed, but ever changing.

The notion of “third space” arises out of hybridity theory (Bhabha, 1994), which educa-
tion researchers have found calls for reconceptualizing classrooms as hybrid spaces. A com-
mon use of the term hybrid refers to a car that will run on electricity or gas. But the use of
hybrid in classrooms is more closely linked to hybrid roses. When two types of roses are
mixed, they create an altogether new form. Peach-col ored roses are ahybrid crossbetween yel-
low and pink. When wethink of classrooms as hybrid spacesthat use outside-of -school knowl-
edge to make sense of the curriculum, inside school knowledge, we find that new ways of
talking and learning occur in third space (Maniotes, 2005). This requires educators to pull
away from the either/or of child-centered learning or curriculum-centered teaching. In schools
thistension is more loaded than the scientific binary. Escaping from this binary has the poten-
tial to transform schools into reaching the third space. Within third space, students can con-
struct new worldviews rather than having to take on the teacher’'s perspective or those
mandated by the curriculum or textbooks.

The Students World as First Space

There are many definitions of this type of first space knowledge. Gutierrez, Rymes, and
Larson (1995) describe it as “unofficia” knowledge and define it as the local and cultural
knowledge of students. In their study, the unofficial included popular cultural references and
information of personal import. Moll and Greenberg (1990) described students' “funds of
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knowledge.” They stated that, “by mobilizing funds of knowledge we can transform class-
roomsinto more advanced contextsfor teaching andlearning” (p. 344). In order to mobilizethe
funds of knowledge, we must first recognize them. Through an exploration of community and
school learning, these researchers provided two examples in which children’s literacy was
used to mediate and analyze their interactions with the “living knowledge” brought to the
classroom by social networks.

Moll and Greenberg described one example in which a classroom took on an inquiry ap-
proach. The teacher chose the topic of building construction, knowing that many of the stu-
dents parentswere in thistype of work. The students used their literacy and research skillsto
find out about the history of construction. Later the parents came in to talk to the class as ex-
perts on construction. The addition of community experts to the unit was found to “contrib-
ute(d) substantively to the development of the lessons, to access their funds of knowledge for
academic purposes. Theirs was an intellectual contribution to the content and process of
classroom learning” (1990, p. 339).

What students bring to school with them in theway of knowledge about theworld iscom-
plex. In an ethnography of Latino students over four years, Moje and her colleagues (2004)
found that students’ “funds of knowledge” are complex and multilevel, containing the four
main categories of family, community, peer, and popular culture. Through their deep inspec-
tion of the students' funds of knowledge aswell astheir schoolwork, the researchersfound that
the gap between the curriculum and students out-of-school knowledge is not “as vast” as we
often assumeit to be (2004, p. 41). Thus, “what countsasvaid or worthwhileknowledge” was
more of an “epistemological distance” than areal difference between home and school infor-
mation (p. 41). Still, when teachers see unofficial knowledge as unwelcome or unimportant to
school learning, the distance expands. If teachers can tap into this knowledge that students
bring with them, asin Guided Inquiry, the effect can be quite powerful.

The Curriculum as Second Space

At times teachers get bogged down by mandated district and national curriculum goals
that hinge on designated standards and testing dates. While goals and standards can constrain,
they can also be hel pful giftsfor teaching. We discussin chapter 7 how the curriculum lendsit-
self to this Guided Inquiry approach.

When overused, official or second space that is focused on learning curriculum in isola
tion can be a great detriment to students and can stifle the many perspectives of a classfull of
people with different experiences (Mehan, 1979; Moje, Ciechanowski, and Athan, 2001; Tay-
lor and Dorsey-Gaines, 1988). Consider what is called the IRE sequence (O’ Connor and Mi-
chaels, 1996), common in traditional classrooms. When researchers looked at the talk in
classrooms, they found a pattern of initiate, response, and evaluate (IRE). Theteacher initiates
atopic, the student responds to that question, and the teacher then evaluates that response. In
this type of tak the teacher controls the discourse as well as the topic, and a very limited
amount of student talk takes place. Some have described this as “official discourse.” Rather
than taking on a conversational tone in classrooms, teachers often use this official mode of
communication. The problem with using such discourse is that it restricts the amount and
quality of student input.

Gutierrez, Rymes, and Larson (1995) provided an excellent example. In their study of a
ninth-grade social studiesclassroom, the mgjority of classtime was spent in the monologic, of-
ficial spaceswheretheteacher wasin control of thediscourse, the curriculum, and the learning.
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Inthis“traditional” classroom, the official discourse regularly displaced thelocal and cultural
knowledge of the students. Only oneview wasrepresented, consisting of the* correct” and pre-
determined answersto questions about the content of the lessons. Within such an environment,
that monologic discourse stifled conversation and a critical stance.

Remaining in the monol ogic does not always mean that the teacher isthe only onetalking.
Even when the students are involved, their contributions are often reiterations of information
and factsthat remain in the worldview of the teacher asthe students “fill in the blanks.” While
it isimportant for students to know facts and terms, using monologic space is not appropriate
for all, or even amagjority, of learning. Studentsoften loseinterest, asthe content seemsto have
little relation to their lives outside the classroom.

Itiscritical to see discourse as context dependent (Gee, 2000) and imbedded with ideol o-
gies. As Gee (1992) explains, stable patterns of discourse become socially accepted. Members
learn which discourses are valued and not valued by that community. In schools, students
quickly learn that the discourses that stem from their local and cultural knowledge are not val-
ued inthetraditional official spaces of the classroom. And thisrealization can lead to avariety
of role choices. Students can choose to pay attention and contribute to the official discoursein
explicitly predetermined ways, taking an interest in learning to appropriate the ideal student
role. On the other hand, they can act asif they are participating, for feigning interest is acom-
mon student achievement. Or they can “act out,” pushing against the boundaries of official
discourse, though the result is often negative for the student.

Though students become experts at what is required and expected of them within the
boundaries of the classroom, what happens when they need to take what is learned in school
and useitinthereality of their lives? We can meet our studentsin the middle or third space and
hel p them to make connections between curricular goalsand their lived experiences. Let’ scon-
sider an alternative to atraditional model.

Creating Third Space

Consider a class in which the students' input is as important as the curriculum in the
teacher’ seyes. Consider aclassroom inwhich students' contributions are more numerous than
theteacher’s. Consider aclassin which talk sounds morelike aconversation. Consider aspace
in which the knowledge that students have from the outside world consistently joins together
with the curricular content, helping them to inform their own worldviews. In Maniotes's
(2005) research into students conversations about literary text, she found considerable evi-
dence of third space. Following is an example of what third space can look like and
accomplish.

This example of third space is from afourth-grade book club discussion about The Lion,
the Witch and the Wardrobe (Lewis, 1950). It began with area question and moved into the
negotiation and joint construction of ideas as well as critique (Maniotes, 2005):
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Marisol: Would you believe if someone told you there was a different country in a
wardrobe?

Isabel: | wouldn't. Butif | did gointhere, | would. But | wouldn’t say what Peter, Su-
san, and Edmund said, “You can't keep telling alie, get over it!”

Pam: | KNOW. | thought that was kind of rude.
Isabel: Y eah.

Marisol: | would just kind of go into see, 'cause it’s kind of like fiction to say that
there is another country in awardrobeand . . .

Isabel: But if you actually saw it?
Pam: Yea. You'll believeit!

In conversation, many perspectives come out. This stretch of talk originated with
Marisol’ sreal question aimed at how the charactersfelt when they did not believetheir sister’s
claim that Narniawas in the wardrobe. Marisol is questioning the very premise of the fantasy
text here aswell. The conversation is marked with joint construction as the girls add substan-
tively to one another’ sideas. Mercer (2000) callsthis “interthinking,” which he defines asthe
“joint, coordinated intell ectual activity which peopleregularly accomplish using language” (p.
16). Isabel critiqued the character’ sactions and entered the role of the character by improvising
about what they might have said in her own termswith, “Get over it!” Pam agreed with | sabel
and added the categorization of their behavior asrude, and Isabel concurred.

Knowing the improbability of there being another land in the closet, Marisol agreed with
| sabel that shetoo would have goneinto seefor herself. Isabel then pushed Marisol’ sideaabit
further when she asked her question, implying that seeing is believing. This bit of dialogue
showsthese students engaged in conversation, adding to one another’ sideas and listening care-
fully to what each other had to say. Not only do they get the essence of what happened in the
book, they are ableto imaginethemselvesin the story even to the point of talking like one of the
characters, as well as critiquing the characters’ actions by replacing them with their own
hypothetical actions.

Through areal conversation, these students were able to investigate their own questions
about thetext that they were reading on their own terms. Their understanding of their world en-
tered deeply into their making sense of the text, including their own interpretations. Through
this conversation they are accomplishing many literacy goals, by using their own voices in
third space. Y ou may have noticed that the teacher was not even present in this sequence, and
yet the students used vocabulary that stemmed from formal or official ways of knowing (it's
like fiction) aswell as personal ways of knowing (get over it!) to get to the bottom of the real
guestion that Marisol posed. Asyou can see, in the third space students can accomplish morein
classrooms, but they must be able to have their voices heard.

Establishing a Community of Learners

To create third space it is necessary to develop a community of learners who feel free to
exchange their ideas with the teacher and one another (see Figure 3.2, p. 38). How do we help
studentsto feel comfortable sharing their outside livesin the school setting? Thisisnot aseasy
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asit sounds. In schools we often use language that is limited to a specific kind of teacher talk
and does not easily transfer to the outside world. Because of the structured setting of the class-
room, often students do not fed it is appropriate to bring in these external ways of knowing,
and they are often discouraged from doing so.

Establishing a Community of Learners

Model personal connections
Create a safe atmosphere
Encourage students to speak freely
Accept varied points of view
Listen toideas

Consider students' ideas carefully

Figure 3.2. Establishing a Community of Learners.

Encouraging students to speak freely is one way we can help them feel comfortable. An-
other isto build our classes as a community of learners, in which there are many and various
ways of talking and many and various experiencesto draw from. As students seethemselves as
intellectual beings, and that their ideas and outside knowledge are valued, they can begin to be
more comfortable volunteering in such away in the school setting.

Establishing the class asacommunity of learnerstakeswork. Teachersoften consider this
aproject at the beginning of theyear and, after afew weeks, decidethework isdone, but thisis
a continuing and yearlong effort. Some issues to consider are what the objective in doing this
is, what types of student groupingswill be used, whether students are learning from each other,
how the teacher should model for students by sharing outside experiences in school, how the
teacher should respond to students’ input, and how much students are talking compared to how
much the teacher istalking.

Advantages of Small, Flexible Groups

Inquiry learning isasocia process in which students learn from each other in a commu-
nity of learners. Students need many opportunities to collaborate. Small, flexible groups pro-
vide students with opportunities to collaborate with others and share the many perspectives
that they bring. Using small, interest-based groups through the inquiry process allows students
to co-construct knowledge while collaborating on projects. Small groupsalso give studentsop-
portunitiesto learn from the varied sources they are working with. (See Figure 3.3.)
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Advantages of Small, Flexible Groups

e More opportunities for student talk

e Close collaboration among peers

e Studentslearning from one another

e Opportunities for individual assessment of learning

Figure 3.3. Advantages of Small, Flexible Groups.

Whole classinstruction cannot accomplish thisintricate social collaboration, because stu-
dents need many opportunities to try out their ideas. Small groups provide each student with
many more opportunities to have aturn at talking and sharing. In these small groups the in-
structional team can interact with each student through interviewing, conferences, and
assessment for intervention.

Creating a community of learners requires an instructional team to think through what
they are asking studentsto do that promotes |earning and collaboration throughout the inquiry
process. The community of learners provides opportunities for students to work in the third
space and bring together their outside interests, experiences, and knowledge with the content
of the curriculum in the context of the school, creating an engaging forum for Guided Inquiry.

We can consider creating a community of learners for learning in third space on both
macro and micro levels. At the macro level, decisions are about curriculum and how subjects
areto be taught. The micro level considers the actual conversationsin the classroom and spe-
cific decisions about interactions.

Planning for Third Spacein Guided Inquiry

Onthemacrolevel are decisions about how to teach subject matter, in what sequence, and
through what methods. Each of these decisions on the part of the instructional team affects
whether studentsfeel part of acommunity. Some considerationsfor planning at the macro level
are how much lecturing and discussion will occur, who will lead the discussion, how students
will be assessed, whether portfolio and conferences will be used to track student learning, and
whether studentswill work in groups or as awhole class. These considerations determine how
much studentswill beincluded in thelearning process and the degree to which third space will
be created.

Embedded in Guided Inquiry are Kuhlthau’' s(2004) Six Cs. Theseareimportant tothein-
quiry process and are key methodsfor creating acommunity of learners. The Six Cs—collabo-
rate, converse, continue, choose, chart, and compose—are useful strategies when an
instructional team workstoward creating alearning community. They are discussed in detail in
chapter 9.

Conversations and discussions are an important part of making students feel at homein
the classroom community. Through opportunities to collaborate, students will converse.
Thinking and talking are very closely connected, and when students have opportunitiesto con-
verse they are able to think together in the co-construction of new knowledge. Helping young
children recall, paraphrase, summarize, and extend their knowledge through conversationsisa
key element in the inquiry process. At the macro level theinstructional team provides the stu-
dents with many and varied opportunities to have conversations.
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Conversing with the membersof theinstructional team also hasbenefits. Asweexplorein
depth in chapter 9, the Guided Inquiry approach incorporates teacher—student conferences to
check in on learning and guide students through the inquiry process. Conversations play a ma-
jor role in acommunity of learners.

Also at the macro level, the instructional team provides opportunitiesto nurture learning
by supporting it over time. Continuing learning through an extended inquiry project and help-
ing students to do so is an important objective of Guided Inquiry. In acommunity of learners
students have multiple opportunities and timeto reflect on what they have learned. When time
to reflect on learning isin the regular schedule, it shows students a commitment to thinking,
learning, and having big ideas. Providing timefor reflectionin class helpsto establish the com-
munity of learners, where value is placed on student learning. Also important to continuing a
project is providing opportunitiesfor students to make connections between information gath-
ered and known and to plan ways to share what they have learned. Heath, Boehncke, and Wolf
(2005) report the urgent need for studentsto have multiple opportunitiesto talk. Through mak-
ing plans and sharing ideas with adults working as facilitators in project development, young
people increase their language use and repertoire.

Another macro level decisionistheamount of choice studentshaveintheinquiry process.
Decisions related to choice include how to offer choice in the assignment, how to provide for
learning to choose what isimportant from texts, how to encourage choosing variousformatsto
move thinking forward, and how to develop the creation of charts for visual thinking.

Composing in journals takes place throughout the Guided Inquiry process. Journals pro-
vide aforum for getting ideas down and connecting them to new information. They also pro-
vide a way of communicating feelings through the inquiry process so that the instructional
team may intervene with assistance and instruction at the right moments. Journals help stu-
dents organize their thoughts and provide ajumping-off point for focused conversations about
their projects. Techniques such as summaries, two-column note taking, and sticky notes are
other forms of writing that help students to communicate and organize throughout the inquiry
process.

Strategiesfor Creating Third Space

Strategiesfor creating third space can be considered at the conversational level. This sec-
tion discussesthe details of conversationsto consider therole of teacher talk in the creation of a
community of learners. In an in-depth case study of oneteacher, who was able to generate au-
thentic academic conversations regularly, Maniotes (2005) found that the teacher consistently
used three strategies to encourage students' input: modeling, conversing, and listening. Creat-
ing acommunity of learnersat al grade levelsrequiresthat teachersmodel their own thinking,
encourage students in support of conversations, and listen to students with an ear to making
connections to the curriculum. A close examination of this teacher through many classroom
discussions and conversations offers a useful example for micro level planning. Because we
don't often think about how the subtle nuances of our speech affect our students' ways of re-
sponding, it isimportant to consider some specifics here. Each strategy is discussed in detail to
consider the important role of the teacher’ stalk.
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Modeling

Modeling is a powerful tool used to gently guide students in the direction the teacher
wants them to go. As Gallas (1995) explained, establishing an “| wonder” context helps chil-
drengetinto a“let’ sfind out” mode. Theinstructional team setsthis“ | wonder” mode by being
open to their own puzzlement and wonderings as well as that of the students. In Guided In-
quiry, questioning is shared by all members of the learning community. Teachers modeling
their own questions helps students get into the “I wonder” mode.

In Maniotes's (2005) research the teacher, rather than giving students a direction to do
something, often just showed them how. She modeled ways that hel ped students focus on the
text when that was needed. She also modeled how to share her own personal responses, show-
ing the students that this was not only all right to do, it was expected of them.

The teacher modeled all kinds of behaviors and talk through these conversations. She
modeled how to think about atext, including backing up arguments, using cross-textual refer-
ences, integrating new vocabulary into ideas, using what one aready knows to make sense of
new information, demonstrating how to do a specific task, and thinking in meta-cognitive
ways.
Rather than tell the studentsthat they should include their own personal connections, she
modeled this for them. Forty percent of her modeling highlighted her own personal contribu-
tions. For example, the teacher model ed real-world book club behavior, “ That’ swhat | am go-
ing to do in my book club tomorrow, talk about what we should read next.” In addition, she
shared stories about her own childhood, “Y ea, | used to feel that way about my brothers too.
Even though they annoyed me, when they weren’t there | missed them, even though | knew that
if they were there, they probably would be bugging me” (2005, p. 220). Using modeling in
many forms was a very useful tool to show students how to have a conversation as a
community of learners.

Encouraging

Acknowledging and giving credit to students for making appropriate remarks or bringing
personal knowledge into the school setting isanother important role the teacher plays. Almost
one-quarter of the teacher’s comments were remarks encouraging students when they were
headed down the right path. Focusing on the positive things students were doing was a useful
conversational tool that the teacher used over and over again. The teacher’ s praise for her stu-
dents came often and in many forms (Maniotes, 2005):

» “Neat! That's pretty cool. So in away she’'s lucky. She'sgot alot going for her ... ."
» “That was areadly good point, and | was going to ask the same question.”

» “Good way to say it, Bud!”

« “| am so impressed that you picked up on that.”

« “] dso redly enjoyed how he shared his connections from his own life.”

In these exampl es the teacher is praising both academic ways of talking and sharing con-
nections from outside with the other members of the community of learners. Sharing personal
information can build trust, and of courseit takestrust to share such information. Encourage-
ment from the teacher to share these types of things and apositive reception to sharing personal
information has a considerable impact on the learning community environment.
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The teacher made it a point to encourage the students to talk. Rather than taking control
and making evaluative statements, which tend to stop the conversation, the teacher had away
of inviting students back into the conversation. Following is an example.

Inthisclassastudent, Isabel, was moved by the The Watsons Go to Birmingham—1963 to
describe her father’ sracism. In this segment she described atimewhen her father got into trou-
ble at school for making racist comments (2005, p. 224):

Isabel: Yea, like my dad. He got busted for it. In school, because he went to school in
Florida, and there was alot of people from like the country . . . and al those places.
And hegot introuble. And he had detention for like two daysor aweek or something.

Teacher: Yea, it'sjust not theright thing to do, isit? So it kind of makesyou rethink
the whole idea of using those words.

| sabel: He told me that, as alesson to learn.
Teacher: Asalesson to learn?
Isabel: Learn from other people’ s mistakes.

Teacher: Good! I'm glad that he can teach you that. That’ s pretty brave of himto ad-
mit that he makes mistakes, huh?

| sabel; He made aton of mistakes.

The teacher used this technique repeatedly during the conversation. She first said, “It's
just not theright thing to do, isit?” The question “isit” at the end opened the dialogue back up
to Isabel after the teacher made an eval uative statement about | sabel’ sstory. Later, she used an
involvement-promoting “huh?’ at the end of her statement to draw I sabel back into the conver-
sation once more. The teacher made another evaluative statement, this time positive, and then
provided |sabel away back into the conversation. If the teacher did not use the “huh?’ at the
end of her conversational turn, it could have seemed asif shewere evaluating I sabel’ sfather in
order to conclude the discussion. But instead, the teacher consistently opened the conversation
back up to the students rather than having the final say.

Encouraging studentsto support one another through conversation is moreimportant than
you may think to get students to see themselves as acommunity of learners. Another essential
aspect islistening.

Listening

There are many ways that teachers can show students that they are listening. Eye contact
while they are speaking and overt listening behaviors are important. Also important are the
statements that the teacher makes following students' comments. Many conversational moves
can show that you arelistening, such as repeating students’ words, clarifying the content, para-
phrasing, summarizing, and synthesizing. Theseall makeyou look likeacareful listener. How-
ever, there have been studies showing that when teachers do these things, they must do so
cautiously or they may give the wrong message.

As Maybin concludes, when teachers repeat and reformulate students' ideas as through
paraphrasing, “it could be argued that the discourse. . . ismonologic rather than dialogic. There
isin effect only one voice speaking” (1999, p. 467). By rewording what the student says, the
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teacher can seem to be controlling the conversation by taking the words and changing them.
Such paraphrasing or rewording can show a devaluing of students own ideas. This would
work againgt al effortsto create a community of learners. However, it depends on how you
word your response. Consider the following example.

The way that the teacher worded her paraphrasings in the Maniotes study has a different

fedl. Her statementswere, “Yea, so...,” “Ah,so...,” or“Oh, so. . ..” These kinds of con-
structions havethefed of emphasizing what someone said while simultaneously clarifying the
meaning.

Following is a conversation from Maniotes' s (2005) study of a group of fourth graders
discussing the book Because of Winn Dixie (DiCamillo, 2000).

Isaac: Um. Gloria Dump she she said that that’s um. those “ That’s where | keep all
my ghosts um of my bad things.” And Opal said, “Y ou did all those bad things?’ But
shesaid, “No | did more.”

Teacher: Say that part again.

Isaac: She said um. Opal asked if shedid all um. each thing in the bottle. And Gloria
Dump said that um. I’ ve done more.

Teacher: Oh. So the bottlesdon’t represent ALL the bad things she' s done? Interest-
ing. Anybody want to add to that?

|saac: | want to add!

As you can tell by Isaac’s hedging in the first line, he is having trouble explaining his
point. First theteacher requeststhat he say it again, as hishedging has obscured hisidea. By the
end of hissecond turn, he has explained the conversation between Opal and Gloria, when Glo-
ria confessed that she has done even more regretted acts than are represented by all the bottles
on the tree. The teacher recognized that this was Isaac’s point and reworded his response,
showing that she understood his meaning.

Her “Oh so” construction showed him that she was trying to get the gist of what he was
saying. Her paraphrasing also worked to simplify Isaac’ s response for the group. Through this
act of paraphrasing, the teacher showed Isaac that she was listening and understood what he
was working so hard to convey. The praise, “interesting,” after her rewording shows that the
teacher agrees with thisideaand values hisresponse. Then her final question bounces the con-
versation back to the group, and at the end of the segment Isaac jumps at the chance to add
more.

The teacher’ s construction gave the students’ words more power and clarity. As Maybin
suggests, it isusually the teacher’ s voice that is highlighted through reformulation of thought.
Y et in the case presented above, it was clearly the students' voices that were brought to the
fore. Therefore, instead of guiding their voicesto imitate her own or to reflect the official space
of the classroom, as Maybin describes, this teacher’ s paraphrasing had an altogether different
effect. Her constructions emphasized the students’ voicesin the classroom. By holding up stu-
dents' ideas, the teacher effectively encouraged the conversations by careful listening.

Being an effective facilitator of discussionsis an art that even an expert teacher has to
work at. The previous examples show that creating acommunity of learnerstakes hard work at
the micro level in the classroom. But with careful attention to honoring students questions,
taking timeto let musing lead to connections, modeling, listening, and encouraging studentsin
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conversations, teachers can establish a solid community in which members learn from one
another in third space.

Oncethe classis established as a community, many things can be accomplished through
Guided Inquiry. Within that community, students are naturally motivated to answer their own
authentic questions and discover new information. Guided Inquiry begins with valuing stu-
dents' out-of-school knowledge.

i_earningfrom Informational Texts

Although the examples of third space from Maniotes' s research are of elementary school
studentsinvestigating literature, they provideinsight into developing third space that appliesto
all kinds of reading, viewing, and listening. Information literacy is closely allied to the tradi-
tional literacy of reading and reading comprehension, particularly of informational texts, ex-
pository texts, or nonfiction. (In this book the terms informational texts, expository texts, and
nonfiction are used interchangeably.) Guided Inquiry employs the powerful combination of
both literary and expository texts. The nature of inquiry isgrounded in finding information, so
informational texts are central to the task. However, literature in avariety of media can make
the curriculum context come alive for students. For example, reading a vivid historical fic-
tional account of an event at the beginning of the inquiry process draws studentsin, builds a
common background, and sets the stage for the inquiry unit.

Many students need assistance in getting meaning out of expository texts. A recent source
identified a common problem in reading informational material:

To the casual observer these kids were reading well. They chose books effortlessly.
They read and shared in conferences and during sharing times. They were enthusias-
tic about the novel sthey read, and yet, when they read textsthe teacher had chosento
set the stagefor social studiesand sciencelearning, wewatched many struggleto un-
derstand and then discuss what they read. Most were competent oral readers. They
pronounced words correctly, missed few words, and sounded out words they didn’t
know. But many were so disconnected from the meaning of the text, especially ex-
pository text, that they were often unaware of the essence of what they were reading.
(Keene and Zimmerman, 1997)

Oneteacher observed that, “ These kids are fluent readers and many of them really liketo read,
but it's asif this fog bank rolls in when they’re hit with challenging nonfiction” (Keene and
Zimmerman, 1997, p. 83). This problem iscommon at all stages of reading development. Stu-
dents need guidancein how to make connections between informational textsand what they al-
ready know. Guided Inquiry provides opportunities for students to discuss in third space the
meaning and importance of expository texts.

Through Guided Inquiry theinstructional team helps students to overcome the feeling of
being unconnected with informational text. Through the inquiry process, students learn to
“choose” what isimportant or pertinent to their question. Keene and Zimmerman call this de-
termining importance in texts. In the interventions of Guided Inquiry, described in Chapter 9,
the instructional team guides students to address their questions by choosing pertinent infor-
mation and sharing their learning and forming new questions in a community of learners
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throughout the inquiry process. Thus, by the very nature of the process students are learning
this essentia literacy skill under the guidance of the instructional team.

Inquiry Circles: Learning in Small Groups

The studentsin the Maniotes study who werefound to engagein third spacewereworking
in literature circles. The teacher employed an interpretation of literature circles described by
Harvey Daniels (1994). Literature circles provide small groups of students with structure asa
springboard for conversations. The structure isin place to help conversations grow out of the
work they do independently on acommon text. Thisisan excellent model for creating an envi-
ronment in which students are responsible for independent learning through a guided ap-
proach. Theteacher moves studentstoward independence by assigning them jobsto keep them
focused. Each time the students meet, the jobs are rotated within the group. Gradually, as stu-
dentslearn what isacceptablein aliteraturecirclethey are ableto do thison their own and need
less structure.

Thisis an excellent model for small group instruction using nonfiction texts as well. In
Guided Inquiry thesearecalledinquiry circles. Studentsworking in the same areaof aninquiry
unit are grouped together. During each Guided | nquiry session studentswork independently on
tasks that prepare them for group discussion of the topic at hand. Daniels (1994) calls these
tasks jobs. Each member of the circle has a specific job to do before the meeting.

Whilelearning how to participatein literature circles, each student in the group takeson a
different job. Theideaisthat each student learns how to do each of the jobs, being responsible
for only oneat atimeuntil all are proficient at each task. Jobs are rotated to give studentsan op-
portunity to practice each type of task independently. In inquiry circles each task represents
one aspect of inquiry that students need to learn. Prior to an inquiry circle students prepare for
their parts. When the group comes together, they have a host of ways to look at one text or
source of information.

Inquiry Circle Jobs

Title Tasks
WORD HUNTER Finds key words and definitions
EVALUATOR Evaluates the source
MESSENGER Summarizes big ideas and main points
QUIZ KID Raises questions
CONNECTOR Makes connections between self, texts, and the world
NOTE TAKER Takes specific notes on content
IMAGE MAKER Creates a visual scheme of the ideas

(flow chart, graphic organizer, drawing)
INTERPRETER Asks, “What does it mean?” and “Why is it important?”

Figure 3.4. Inquiry Circle Jobs.
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In preparation for theinquiry circle discussion, studentsrecord their work for their jobina
section of their inquiry journals. Each student a so recordsthe citation of the source of informa
tion at the top of the journal page. The word hunter finds key words to share with the group.
The evaluator judgesthe value of the source. The messenger looksfor important ideas and ma-
jor paintsfor discussion. The quiz kid creates questions for the group to consider. The connec-
tor finds connections with other sources and with what he or she already knows. The notetaker
makes notes on specific details. Theimage maker makes drawings and charts of ideasfound in
the information source. The interpreter considers the larger issues of why thisinformation is
important and relevant to the topic. Other jobs may emerge asthe inquiry proceeds, tailored to
particular projects and age levels.

Oncestudentsare proficient at each job they can take on more than onejob to preparefor a
group meeting. For example, in the Maniotes study, as students felt more and more comfort-
able with the tasks, they took them on themselves. Once they learned the jobs, the students
looked at each text with all eyes open and completed four or five of the jobsfor one reading or
group meeting. Thisisidea and makes for the most engaging and interesting conversation.
When each person hasadifferent job the group meeting can tend to be like around robin rather
than a conversation.

It isimportant to strive for a conversation. When students understand the procedures and
jobsthey can critique one another and go back and forth. For exampl e, they may havefound the
same information in more than one source and can share that in theinquiry circle. Or perhaps
they have found conflicting information that prompts them to go back and examine the sources
moredeeply. If studentsareall doing different tasks, it islesslikely that these comparisonswill
arise. Itisimportant for students to engage each other during these meetings. Performing mul-
tiple jobs in preparation for the meeting hel ps students to interact in richer conversations.

It took considerable effort for the teacher in the Maniotes study to get studentsto that in-
dependent and self-moativated point in literature circles. There were many times when the
teacher had to remind them that it was very important to have thiswork done before the group
met. If a student did not complete the work, the group didn’t have al the information they
needed, and the discussion fell short of the students expectations. Getting students to under-
stand the reason for thisindependent work becomes easier asthey discover the great conversa-
tions and collaboration they can have when al jobs are thoroughly completed before the
mesting.

Another benefit of inquiry circlesfor teachersisthat they provide an efficient context to
plan for assessment. In Guided Inquiry, inquiry circles are set each week around independent
work time. The group decides on the meeting dates as a deadline for their independent work.
Instructional teams plan to step into groups and listen, taking assessment noteswhilethe group
is meeting. The team schedules individual conferences when the students are working inde-
pendently in preparation for group meetings. Structurally, inquiry circles fit well into the
Guided Inquiry approach and hel p theinstructional team intervene with groups and individuals
and assess students while they are working.

Inquiry circles differ from literature circles in that there are many forms the groups can
take. In literature circles the students are all working around the same text. Inquiry circles can
be accomplished in many different ways. The students might al be reading the same texts or
using the same source. I n this scenario each student in the group would perform adifferent task
with that same source, approaching it from many angles. Having all the students examine one
source provides arich context for discussion, critique, and synthesis of the information. In an-
other scenario the students work at a similar aspect of theinquiry, but using different sources.
Reading level, number of texts available, computer time available, student interest, and vary-
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ing independence with group work, among other student concerns, may all come into play as
theinstructional team decides what is best for their students at any given time. These two sce-
nariosarejust some of the possibilities. Studentscould work in pairs, or at timesacircle may be
composed of different aspects of theinqguiry to consolidate information and learn from one an-
other. Just as the structure of the groups may vary, the jobs a'so may vary depending on what
the instructional team sees that students need. Jobs are in place to teach students the expecta-
tionsfor the learning aswell as how to do the tasks required of that particular inquiry. Thein-
structional team can take on inquiry circles with a flexible approach as they examine their
students’ learning needs.

A modd like inquiry circles, in which students have specific jobs leading them to a con-
versation around these tasks, helps groups know what is expected and provides a context for
richer and moreinvolved discussions. Arranging inquiry circlesin thisway ultimately leadsto
synthesis of ideas, amain objective of Guided Inquiry.

Staying on Task

The Maniotes (2005) study recognized the delicate balance of student talk and curriculum
inthird space. Maniotesfound that third space fell acrossarange of responses. Therewasthird
space emphasizing the personal, third space emphasizing the curriculum, and third space that
fell inthe middle, where the students’ ideas and the curriculum were very well balanced. Each
was drawing from the other to form richer understandings.

Student talk that isunrelated to the content of the curriculum may be unproductivefor cer-
tain goals of learning. However, it may be essential for thistalk to occur occasionally to pro-
mote social learning. Social talk can work to build trust and a level of comfort that students
need in order to make comments about their personal lives. As mentioned earlier, context has
everything to do with what people are willing to bring to a conversation.

A community of learners provides acontext for third spacewith ahigh level of trustin all
members. If the conversationisawaysin theteacher’ scontrol, studentsdon’t have an opportu-
nity to use their own constructs about the world to help them understand the course content.
Thisbalanceistricky, but achievable. The hardest part for the instructional team isfirst allow-
ing studentsto bring in outside information. The instructional team creates a setting in which
students are comfortable contributing in real and natural ways.

Often the concern arises that students might get off track. Thisiswhy Guided Inquiry is
essential. Studentsmust be guided into knowing what is expected. Theinstructional team helps
studentsdraw the line and know what is acceptablein conversations. Studentslearn how to of-
fer personal examplesin relation to learning in appropriate ways, within awide range of con-
texts. Often this type of intellectual conversation is not within students experience. The
instructional team guides students toward this balance by helping them make connections be-
tween outsideinformation and curricular content. By making linksaccessibleand prominentin
conversation, the instructional team models how to stay on track. Modeling and listening to
students areimportant aspects of thislearning aswell asacommitment to interactive conversa-
tion in classrooms. Guided Inquiry strives for a balance of third space, which takes continual
commitment and effort.



46 3—Connecting to the Students World

Guided Inquiry: An Alternativefor All Students

In Kozol’ s The Shame of the Nation (2005) he lays out the great disparitiesin American
education today. It appears that there is a grand opportunity for Guided Inquiry to reshape
schools. Kozol describes how schoolsin the neediest and poorest populations return again and
again to the scientific model of teaching, which stems from the industrial age, of training stu-
dents as laborers. Students are being limited by the very nature of the courses offered and ap-
proaches to education taken in these schools. Rather than looking at students with different
potential asthey come to school, schools are training them to work in the bottom segments of
the workforce. All our children deserve opportunities to reach their fullest potential, and we
can make this happen.

An aternative approach to the industrial age model, an inquiry approach based in learn-
ing, provides students with opportunitiesto maneuver in the complex world of information in
which we live. With these inquiry skills under their control, students have many opportunities
to reach their fullest potential in their understanding of the world and in their future work,
whatever type of work that might be. A Guided Inquiry approach offersthis alternative.

Throughout this chapter we have mentioned the importance of theinstructional team. The
following chapter discusses who the members of the instructional team are, and what their
rolesarein the Guided Inquiry process.
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Everyone was doing the part he or she can do best. No one of us could do this alone.
—middle school reading teacher

Twenty-first-century schools call for rethinking how the learning environment is orga-
nized to prepare students for the global information society. For the most part, 20th-century
schools were organized on afixed model of one teacher with a class of 25 or more students.
These schoolswere designed to prepare studentsfor alocalized, industrial society. Elementary
school children were assigned to asingle teacher, who taught all subjectswith little outsidein-
volvement or enrichment. Middle and secondary students were assigned to lock-step subject
area classes, meeting with each teacher at the same hour each day. Resources were mainly
within the classroom, with school libraries providing collections of materials that varied in
quality and quantity from school to school.

Intoo many instancesthisrigid structure of school staff and inflexible organization of the
school day continues into the first decade of the 21st century. Too often school is unrelated to
students’ real-world experiences. The old model does not lend itself readily to an inquiry ap-
proach to learning or take full advantage of the varied experience of the educational staff of the
school. The old model does not make good use of the resources avail able outside the school in
the local community or the vast resources available in information technology. The old model
does not adequately prepare students for independent learning in an information-rich environ-
ment, which is essential for living and working in the information age.

The global information technology of the 21st century requires students to be able to
adapt, contribute, and thrive in arapidly changing world. To prepare students for living and
working in this environment an instructional team guides them through a constructivist ap-
proach to learning in the inquiry process. While you read this chapter, think about the instruc-
tional climate provided for the students in your school. Is your school organized to provide
studentswith the ability to learn from avariety of sources of information in the 21st-century in-
formation environment? Does your school take full advantage of the varied expertise and spe-
cidizationinsidethe school and in the outside community? Doesyour school provideaclimate
for collaboration and team instruction?

47
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Taking Advantage of Expertisein the School

A flexible team approach to teaching is essential for addressing current needs and for im-
plementing Guided Inquiry. A flexible model for the information age school incorporates a
constructivist approach to learning with an environment for creating “third space,” in which
the curriculum meets the students' world in dynamic, interactive, deep learning. In Guided In-
quiry, a core team plans the inquiry, but an extended team is necessary for success. The ex-
tended team may not work on the inquiry throughout, but rather enter when the coreteam feels
they are needed. Administrators, teachers, and librarians all play important roles in making
Guided Inquiry work. The teamsinclude alliances outside the school with community partners
in public libraries, museums, and other institutions. Each member of ateam isaspecialist, of-
fering his or her unique expertise to meet the specific needs of studentsin a particular unit of
study.

Team teaching is not anew ideain education, but it needs considerable revision to be ef-
fectivefor implementing Guided Inquiry. The main purpose of teaming in Guided Inquiry isto
take full advantage of the varied expertise of the school faculty to provide optimal learning op-
portunitiesfor students. Guided Inquiry mobilizesteachersand librariansinto flexible instruc-
tional teamsto collaboratein planning and implementing inquiry learning, bringing all of their
special expertise to meet subject area curriculum objectives and information literacy goals as
well as meeting the specific learning needs of the students. Flexibility isimportant in organiz-
ing teams to take full advantage of the varied expertise and knowledge of the members of the
school staff to enhance student learning

Three-Member Instructional Teams

Although two-member collaborations, between one librarian and one teacher, are com-
monly used, three-member instructional teams are highly desirable for the most productive
collaborative planning and teaching. Three people working together to design and guide in-
quiry offer a synergy for sharing ideas and creatively planning and solving problems. These
three peopleform the core Guided Inquiry team. Important work oninquiry teamssuggeststhat
three-member teams function best for gaining the full advantage of collaboration. A basic in-
structional team isasubject areateacher and the school librarian. The third member joining the
team may be a second classroom or subject area teacher or any of the other specidistsin the
school. There may betimeswhen you are able to collaborate successfully with more than three
people. However, too many subject areas with diverse objectives may merely clutter and con-
fuse the inquiry, actually obstructing rather than enhancing learning. More is not necessarily
better in Guided Inquiry.

Instructional teams may be made up from any combination of the whole range of experts
inside the school, including subject specialists, reading specialists, learning abilities special-
ists, technology specialists, and music, art, and dramateachers. While each member of thein-
structional team has a particular specialization, all members are knowledgeable about the
inquiry process and work together to develop information literacy concepts for lifelong
learning.
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Build your instructional team carefully and thoughtfully, with full knowledge of the cur-
riculum standards to be met and the abilities of your students. Ideally, the third member of the
team will contribute that ingredient that makes the collaboration really meaningful. For exam-
ple, some students may benefit substantially by having areading specidist join theteamto as-
sist them in reading and comprehending texts. Other inquiry units may be enhanced by
incorporating a second subject area of the curriculum for interdisciplinary content. At other
timesan art, music, or dramateacher may be brought into theteam to devel op the product of the
inquiry or important content knowledge. A technology specialist may join the team to work on
computer and multimediaaspects of theinquiry. Flexibility of theteam isimportant for provid-
ing what is needed for the best |earning for the studentsin aparticul ar context. Teams may need
to add additional specialists at timeswhen their expertiseis needed, including experts outside
the school at the public library, museums, and in the community. Teams may piggyback each
other, carrying atheme developed in one subject areainto another area of the curriculum or to
meet another curriculum standard in the same area. For example, an investigation into science
may require mathematics proofs or include a cost and risk and benefit analysis, where students
are asked to design and implement a sol ution and eval uate the solution to ascience problem. In
these instances the content areas of mathematics and science substantially complement one
another. Teams including both disciplines can help students through all the facets of the
inquiry.

School Librariansin Information Age Schools

School librariansaretheinformation specialists of information age schools. They provide
resourcesthat areindispensablefor learning how to learn in the information age. They provide
thelaboratory for developing information literacy. They play avital role oninstructional teams
for planning and guiding inquiry.

Although anumber of schoolshad librariesin the early part of the 20th century, the school
library only began to take an active role in student learning in the 1960s and 1970s. The term
media center wasadopted in recognition of expanding resourcesin thelater decades of the cen-
tury. Thetitleof “librarian” was changed to “library mediaspecialist” to acknowledge the mul-
timedia resources that the media center provided. In some placesthetitle “teacher librarian” is
used to stress the active teaching role of the school librarian. A new title could again be con-
ceived to recognize the information specidist role, but “ school librarian” seemsto capture the
essence of the role in the information age school. In this book “school librarian™ or simply
“librarian” is used.

The school librarian isan essential member of every Guided Inquiry team. Librarians pro-
vide access to the variety of resources required for learning through inquiry. As resource ex-
perts, they provide an organized collection of materials inside the school and coordinate
resources outside the school, including online materials and those available in the surrounding
community in public libraries and museums, as well as subject experts. Thisrich information
environment is established by librarians and is their unique contribution to student learning in
the school.

Unfortunately theinherent role of thelibrarian in an information age school is often over-
looked or undervalued and the library is commonly one of the first places to experience cuts
when budgetsaretight. Gary Hartzell (2002), arespected educator of administrators, identifies
the problem as “occupational invisibility.” He explains the invisibility factor thus:
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[t [is] difficult for others both inside and outside education, to see the depth,
breadth, and importance of what mediaspecialistscontribute, or should be contribut-
ing, to schools and schooling. Ironically, the nature of school library media work
tendsto help sustain the perception. First because librarians are engaged in empow-
ering others, their contributions ultimately are absorbed into a teacher’slesson or a
student’sproject . . . . Library mediaspecialists deliver servicesthat empower others
to be successful in their jobs and their contributions get swallowed up in the activi-
tiesof these people. Teachersand studentstake what mediaspecialistsgivethem and
fold it into their own thinking patterns, work products, and performances. The inte-
gration is so complete that it is difficult to distinguish the extent of the specialist’'s
contribution in the finished work. Ultimately the student sees the research project,
examination success, or performance quality as something he or she putstogether as
an individual. Teachers empowered by library media materiadls and assistance
ultimately see astheir own the teaching act in which they employed the specialist’s
contributions. (p. 95)

The mgjor school reform initiatives have neglected to envision the full potential of the
school library asavital component of information age schools. It isillogical to imaginean in-
formation age school without a fully functioning library serving as the information center.
Guided Inquiry cdlsfor rethinking the function of the school library and the librarian rolein
transforming K—12 education to meet the demands of the 21st century.

I mplementing a Team Approach to Guided Inquiry:
What Research TellsUs

We turn once again to research to inform our practice. This section discusses important
findings of studies that investigated the implementation of the information search processin
school settings. The studies identified elements in the school environment that contributed to
problems and successesin implementation that have significant implicationsfor implementing
Guided Inquiry. The findings reveal the importance of collaboration among an instructional
team and identify critical rolesfor each member. For afull report of these studies, see Kuhlthau
(2004, ch. 9).

Parti cipantsin these studieswere school librariansand teacherswho attended Information
Search Process Training Institutes held at Rutgers University, as well as at other locations
across the United States, Canada, and Sweden. Although the length of the workshops ranged
from one day to one week, each consisted of three essential components: firsthand experience
in researching a topic, reflection on the process being experienced, and discussion with col-
leagues about ways to guide students in the process. At the close of the institutes participants
showed considerable changein their perceptions of the mission of thelibrary, understanding of
the information search process, and commitment to adopting a process approach with their stu-
dents. With this new perspectivethelibrarians and teachersreturned to their respective schools
to implement inquiry programs based on the ISP approach, also referred to as the process
approach.

In afollow-up study (Kuhlthau, 1993a) participants were sent questionnaires about the
progress of their implementation of the process. Librarians and teacherswere asked to respond
to the following questions: What worked well? What problems did you have? What advice do
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you have for people starting the approach? What are your future plansfor the approach in your
school ? After two years of collecting responses, certain patterns began to emerge.

Factors That I nhibit Success

Some programs seemed to be stalled, while others had achieved considerable success.
Participants in the stalled programs cited three primary inhibitors: lack of time, confusion
about roles, and poorly designed assignments (see Figure 4.1).

I mplementation Inhibitors

* Lack of time
+ Confusion about roles
¢ Poorly designed assignments

Figure 4.1. Implementation Inhibitors.

Lack of Time

Lack of timewasevidenced intwo forms. Onewaslack of student time on thetask. There
was not enough time for students to work through the process under the guidance of the in-
structional team. Second wasinsufficient planning time for development of team guidance and
instruction. Teachersand librarians had no time set aside for planning and littletimeto devel op
the joint aspects of their teaming efforts. Essentially they assumed traditional roles because
they lacked the appropriate time to be more inventive and explore ways that they might work
together to help studentsdevel op skillsfor seeking and using information within asubject area.

Confusion of Roles

Thelack of timefor planning may have contributed to ancther problem, abasic confusion
over roles. No clear notion of who was responsible for what was devel oped beyond the tradi-
tional rolesof librarian as resource gatherer and teacher as assignment giver. Theresimply was
not sufficient time to identify new roles. There was aso no recognized or articulated role for
administratorsto play. In fact, most administrators were not involved in any way.

Poorly Designed Assignments

The third problem that became evident in the stalled programs was assignments that did
not encourage inquiry learning. In fact, some assignments actually seemed to impede learning.
Assignmentswere primarily designed by the teacher, with thelibrarian joining in sometime af -
ter initiation and frequently much later in the process. Many assignments were “added on”
rather than being an essential component of the course of study and directly integrated into the
subject curriculum. To make mattersworse, the assi gnments were sometimes given at the most
inconvenient timein the school year, such asthe week before winter break. Even the most en-
lightened teachers seemed to regard library assignments as enrichment activitiesrather than as
learning essential concepts and developing the basic skills of information literacy needed to
address emerging questions.
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Factors That Enable Success

It was more difficult to identify the underlying characteristics of programs that were
judged to be successful. To investigate and identify the more subtle e ements of successful im-
plementation, a longitudinal case study of one program was conducted over a period of four
years. Three sitevisitsand five phoneinterviewstook place during the study. Focusinterviews
during the site visits were the primary method for investigating the administrators’, teachers',
and librarian’ s perceptions of what was taking place. In the focus interviews each participant
was asked to respond to the following prompts. (For further detailed description of this study
see Kuhlthau, 2004, ch. 9.)

Describe your program and how it is different from what you have done before.
» What worked well?
» What problems have you encountered?
« What role did you play in the program?
 Tell an anecdote of process learning that you observed.
» What are your plans for the future of this program?

The study revealed four basic enablers of successful implementation (see Figure4.2). They are
discussed in detail below.

Implementation Enablers
» Constructivist view of learning
e Team approach to teaching

» Competence in designing process assi gnments
»  Commitment to developing information literacy

Figure 4.2. Implementation Enablers.

Constructivist View of Learning

A mutually held constructivist view of learning compatible with the process approach that
provided the foundation for actively engaging studentsin inquiry was an important e ement of
success. Constructivist learning was clearly articulated and readily understood by each mem-
ber of the instructional team. They agreed that students come to a learning situation not as
“empty vessels’ or “blank slates’” but with arange of personal constructsformed from prior ex-
perience, and that learning takes place by building on what they aready know. Theteam had a
mutually accepted philosophical base from which to work.

Team Approach to Teaching

A team approach to teaching, with administrators, teachers, and school librarians playing
essential roles on the instructional team, was identified as an important element of success.
First and foremost, implementation was reveal ed asateam effort. Thefaculty of the school was
found to have extensive experience in team instruction. The administrators fully endorsed the
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instructional team approach. Each member of theteam had aclearly defined roleto play. Genu-
ine mutual respect and appreciation for each other as contributing members of the team was
evident.

Competence in Designing Assignments

Competence in designing process assignments and in guiding student learning through
those assignments was found to be another element of success. The instructional team was
committed to improving learning. They were ready to experiment with methods rather than ex-
pecting to be handed a packaged formulato follow. They used their competence and expertise
to design, assess, and redesign the program. They were open to innovation and ready to assume
professional responsibility for designing interventions and instruction to improve student
learning. They were willing to let go of old ways of doing things to take the risk of trying
something new and to accept the extrawork involved.

Commitment to Developing Information Literacy

A shared commitment to developing information literacy and motivating studentsto take
responsibility for their own learning was identified as another eement of success. The team
was not preoccupied with “teaching for thetest.” They had aclear understanding that they were
preparing studentsfor higher level thinking and problem solving. They were committed to de-
veloping skills for locating and using information for lifelong learning as well as to teaching
subject content.

Roles of Team Membersin the Case Study School

The subject area coordinator articul ated the goal s and set the philosophical framework for
the process approach. He explained to the instructional team how the approach fit into the cur-
riculum and was tied to the school’s goals and objectives. One school goal was to develop
higher level thinking, and the coordinator explained that “the information search processisour
way to achieve thisgoal.” The coordinator articulated the constructivist view of learning and
was able to describe how the ISP approach was compatible with this view, and that it was an
extension and enhancement of thewriting processthat had been in placefor anumber of years.

The principal showed considerableinterest in the project. He valued the | SP approach as
integrating thelibrary program acrossthe curriculum because of theimpact he observed on stu-
dent learning. He was particularly impressed by the collaborative work of students. He ob-
served that “everyone was on task” and that students were “giving each other advice.” The
principal saw merit in the ISP approach and advocated its adoption.

The assistant principal of the school, who was responsible for scheduling, provided the
environment for teaming and the opportunity for team planning. As he stated, he “hel ped with
thelogistics.” By arranging the scheduleto alow for the teachersand librarian to have prepara-
tion periods at the same time, he provided the time for planning and working together during
the school day.

The principal gave the project credence. He conducted required formal observations of
teachers and librarians as they worked with students on projects in the school library. He
showed the studentsthe importance of the project by talking to them about their work ashe met
them in the course of the school day. In something of an understatement, he said hisrolewasto
“show alittlebit of interest.” The administrators provided the climate for teaming and the time
for planning, and promoted, recognized, and rewarded faculty involved in the | SP approach.
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The teachers provided the context and content. They worked in conjunction with the li-
brarian to design the assignment to foster inquiry through the stages of the | SP. They were par-
ticularly pleased with student engagement and achievement. One veteran teacher related that,
“this was one of the best experiencesin my 18 years of teaching.” Teachers concentrated on
identifying problems, designing instructiona strategiesto aid students, and nglearning.

The reading and study skills specialist guided students in using information, which was
found to take more time and energy than anticipated. She served as an additional professional
for coaching studentsin reading, note taking, and writing about emerging ideas. She was dedi-
cated to the team approach and enthusiastically described the outcome of cooperation among
theinstructional team. “ Everyone was doing the part he or she can do best. No one of us could
dothisalone.” Her expertise in hel ping students devel op the skills needed to understand infor-
mation onceit had been located was an important contribution to the instructional team.

Last, but certainly not least, thelibrarian provided the resources, defined the | SP, and was
the unifying force in directing the program. The principal described her as, “the person who
getsit going and keepsit ontrack.” Sheinitially explained the | SP to administrators, coordina-
tors, and teachers and then spent afull year laying the groundwork for implementation. In addi-
tion, she provided a creative climate in the library. As one of the teachers said, “ She wantsthe
library used and loves it when the place is crowded.” The librarian initiated and facilitated the
| SP approach, keeping student learning as the focus.

Inthisresearch theidentification of inhibitorsand enablers provided insight into the prob-
lems and successes of implementing Guided Inquiry. A constructivist view of learning and a
team teaching approach were found to underlie successful implementation. The instructional
team collaborated on designing assignments that involved studentsin the inquiry process and
developed information literacy.

Roles of the Guided Inquiry Team

Each member of the Guided Inquiry team has arole; taken together they provide apower-
ful learning environment for students. The effect of thismutual effort is described by ateacher
who commented that, “ Everyone was doing the part he or she can do best. No one of us could
do thisaone.” Theroles of administrators, librarians, and teachers inside the school and com-
munity experts outside the school combine to provide a dynamic environment for student
inquiry.

Working asan instructional team isnot easy. Professional training and experience enable
ateam to work together smoothly and to benefit from each others' expertise and talents. How-
ever, there are bound to be differences of opinion from timeto time; these can actually serveto
make the collaboration stronger by requiring the whole team to rethink what they are doing.
This rethinking is necessary in guiding students through an extensive inquiry unit. Different
peopl e approach decision making in different ways. These many ways of looking at something
make the collaboration stronger if each member of the team respects the contribution of the
others on the team. Myers Briggs character and temperament types (Keirsey and Bates, 1978)
may be helpful in enabling the team to become aware of different work stylesthat can provide
bal ance on the work team but cause conflict if not understood. For example, some people strive
for closure and may pressto make decisions quickly, while otherslike to keep things open and
may avoid making a definite decision. These two types of decision makers can be in constant
conflict on ateam. However, when they are aware that their differences can bring balance to
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the team, they can work together to move the project forward. Respect for each others' exper-
tise and consideration of different work styles enable members of a team to build on their
strengths.

The various contributors to Guided Inquiry teams play different roles, providing arich
learning environment for students. Following is a discussion of some of the roles that make
Guided Inquiry a success.

Role of School Administrators

Although school administrators are not actually working members of the Guided Inquiry
instructional team, they are essential to its success. Their influenceiscritical in al four of the
enablers for successful implementation. Guided Inquiry depends on administrators who view
learning as a constructive process, encourage and reward ateam approach to teaching, support
the staff in effortsto gain competencein designing process assignments, and are committed to
fostering and developing information literacy.

The philosophy of learning of district superintendents, school principals, subject area su-
pervisors, and curriculum coordinators establishes the learning environment and instructional
climate of the school. Administrators with a constructivist view of learning are likely to sup-
port inquiry learning and promote a team approach to teaching. The school principal provides
the climate for teaming and time for planning. Time for team planning and working together
during the school day can be provided by coordinating the scheduled preparation periods for
teachers and librarians. Subject area supervisors and curriculum coordinators who recognize
that inquiry learning is tied to the curriculum goals and objectives are likely to promote an
inquiry approach as an excellent way to meet curriculum standards.

School librarianstake on acentral role when administrators recognize the essential contri-
bution libraries make to student learning. The contributions of the library are often folded into
student and teacher success, but that should not cloud administrators' perception of their value
(Hartzell, 2002). Where administrators recogni ze information literacy asanimportant life skill
for their students, the milieu is right for Guided Inquiry. Administrators who realize that the
ability to locate, evaluate, and use information from avariety of sourcesisanecessary life skill
for students understand that the library is essential in the information age school.

Administrators al so provide support in practical ways. They offer teachers and librarians
opportunities for professional development to design and implement Guided Inquiry. Admin-
istrators give inquiry learning credence by showing interest in students’ work and through in-
formal visits as well as scheduled formal observations.

As leaders of the schools, administrators are charged with transforming schools for
21st-century learning. They provide thevision, inspiration, and rewards that sustain inquiry as
an approach to learning that can revitalize their school. Too many past initiativesin collabora-
tion have been from the bottom up, with thelibrarian teaming with one teacher on acurriculum
unit without any direct support from or even notice by the administrator. Guided Inquiry re-
quirestop-down leadership aswell as bottom-up commitment. All school personnel need to be
committed for the program to be successful and sustained over time.
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Role of Teachers

Guided Inquiry issuccessful when teachers seeitsvaluefor their students. A commitment
to the four enablersfor successful implementation isa primary component of inquiry learning:
Teachers, with aconstructivist view of learning, team approach to teaching, competence in de-
signing process assignments, and commitment to devel oping information literacy, areready to
collaborate with schoal librarians to establish Guided Inquiry.

The Guided Inquiry instructional team is made up of a school librarian and teachers. On
theinstructional team at |east one of the teachersisasubject specialist, who definesthe content
and curricular objectives to meet local and national standards. Thisroleis essential for every
Guided Inquiry unit. Theteacher, in consultation with the school librarian, identifies standards
that may be best met by inquiry learning. One of the teacher’ smain responsibilitiesisto select
the curriculum standardsthat the studentswill address and master over the course of theunit. In
addition, the teachers partner with the school librarian to plan and provideintervention on con-
tent and conceptsintheinquiry process. Linking the content to the curriculum standards occurs
in every stage of inquiry as new issues, ideas, and questions arise.

When an interdisciplinary approach to inquiry is adopted, a second subject teacher will
jointheteam. In secondary school, combining two subjects can offer abroad perspectiveonthe
issues and topics under investigation. It isimportant that all three members of the team be in-
volved from the beginning in discussing the selection of the curriculum standardsto be met and
al the planning that follows. An interdisciplinary approach is natural in elementary schooal,
where classroom teachers are responsible for many subject areas. Two classroom teachers at
the same grade level may chooseto collaborate on one unit of study. A problem with such col-
laborationinthe past wasthelack of materialsfor studentsin two classesto use. However, with
the expanded access to resources through technology it may be more feasible to collaborate
across a grade level. Two different grade level teachers may aso join together, with the stu-
dents studying the same topic but offering very different perspectives and approaches to the
topic. In a multiage collaboration, older students can assist younger students as reading bud-
dies or study buddies. Both groups can benefit from the information and understanding they
gather throughout the process. These kinds of projects highlight the benefits of seeing not only
the classroom but the school as alearning community.

Special areateachersareagreat asset to theteam, bringing their expertiseto theinquiry of
students. Music, art, and drama teachers add a creative dimension to the inquiry. Technology
teachers can provide needed guidance in the use of computers, video, and film for both re-
searching resources and producing a product. Other specialists may be availableto add content
expertise, such asteachersof health, careers, sports, or industrial and domestic arts. All of these
teachers bring their speciaization to enhancing inquiry, making it more interesting and
engaging for students.

Other specialistsin the school may be available to assist with reading, writing, and learn-
ing. Tailor the team to the students needs. The third member of the team can strengthen the
learning environment for specific students. Reading teachers and learning abilities specialists
may be needed. They canidentify problemsand design differentiated instructional strategiesto
aid individual or groups of students.

Course assignments drive the educational program of the school. Assignmentsthat center
on inquiry go beyond fact finding to devel op the higher level thinking of analysis and synthe-
sis. Competence in designing assignments is one of the four essential enablers of successful
implementation. As the initial invitation to inquiry, the assignment determines the way stu-
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dents proceed through the inquiry process. Designing inquiry assignments and developing in-
tervention to guide student learning is ateam effort. While each member of the instructional
team has a particular speciaization, all members are knowledgeabl e about the inquiry process
and work together to develop information literacy concepts for lifelong learning.

Role of the School Librarian

The schooal library is the information resource center for implementing Guided Inquiry,
with the school librarian as the indispensable member of the instructional team. Although the
teams are flexible, with different teachers taking part in different inquiry units, the school li-
brarian is a necessary member of every Guided Inquiry team.

Roles of the School Librarian
Resource specialist » Develops school library resources
= Provides Internet resources
* Provides contacts with community resources
Information literacy teacher = Teaches concepts for information access,
evaluation, and use
* Maintains long-term relationships with students
from year to year
= Fosters constructivist learning environment
Collaboration gatekeeper * Coordinates Guided Inquiry team
»  Keeps communication open
= Uses flexible managerial skills
= Communicates with community

Figure 4.3. Roles of the School Librarian.

The schoal librarian has three main rolesin Guided Inquiry: resource specialist, informa-
tion literacy teacher; and collaboration gatekeeper (see Figure 4.3). Asthe resource specialist
the school librarian provides access to resources for the inquiry both inside and outside the
school. The schooal library provides a collection of high-quality, engaging materials that sup-
port and enhance all areas of the school, well organized for efficient access by students and
teachers. The librarian, aware of changes in the curriculum, is continually updating and im-
proving the collection to meet the needs of the students in the school as well as selecting re-
sources available through the network of computer technology. The librarian provides access
to awide variety of well-selected multimedia resources for viewing and listening, available
on-site and through the Internet. The librarian provides the contacts with local community ex-
perts in the public library, museums, and other community agencies who can share their
knowledge with students.

School librarians are active participants in the implementation of the educational plan of
the school. As members of the instructional team, they are involved in al phases of designing
instruction, from setting goals and objectives, to designing interventions and activities, to es-
tablishing means for assessing learning. They incorporate constructivist learning theory into
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teaching methodology to foster individual construction and learning. As teachers of informa-
tion literacy, school librarians select the standards and information literacy concepts that stu-
dentswill address and master over the course of each unit. Emphasisis placed on the process of
learning from avariety of sources of information.

The librarian helps students understand basic information literacy concepts and develop
the ability to apply those conceptsin the process of information seeking. Thelibrarian provides
opportunities for students to understand the inquiry process from the inside. Students are en-
couraged to reflect on their own efforts and learn ways that their process might be effectivein
futureinformation use. Thelibrarian teaches students strategiesfor working through the stages
of theinquiry process, incorporated with strategies for locating, evaluating, and using sources
of information.

The school librarian actsasthe “ gatekeeper” of theinstructional team, taking responsibil-
ity for ongoing communication with all partnersto keep collaboration going throughout thein-
quiry process. In the case study the librarian was described as the “catalyst” for “getting it
going and keeping it ontrack.” The gatekeeper roleisessential in Guided Inquiry. Thelibrarian
brings together resources from the school and from the community outside the school. The li-
brarian’ s communication with experts outside the school provides extensive resources for the
inquiry unit. The gatekeeper role requires considerable flexibility and managerial skill, both
critical to the success of the inquiry unit.

Role of Expertsin the Community

Expertsin the community outside the school may be called upon to expand and enhance
inquiry learning. Public librarians are natura partners, and the public library frequently is
called upon to help students with their research. Unfortunately this often occurs without ad-
vance notice from the school, resulting in an overload in the public library and thus causing
misunderstandings and even friction. Guided Inquiry requires that public librarians be in-
cluded in the planning of inquiry units as adjunct members of the instructional team. Public li-
brarians specializing in child and youth services may be invited to provide resources for
reading, listening, and viewing to supplement the school library collection. The school librar-
ian as gatekeeper makes these contacts in consultation with the other members of the
instructional team.

In thisbook we emphasize the special contribution of museumsto Guided Inquiry. Chap-
ter 5 describes how these resources may be used to enhance the curriculum. Although often
overlooked, museum resources can bring life and excitement to an inquiry unit. Museum staff,
particularly museum educators, are valuable contributorsto inquiry learning. In smaller muse-
ums where a museum educator is not on staff, the administrator or curator may be the contact
person. Museums provide real objects as primary sources for students to see and sometimes
even touch. In addition, online museum collections bring aworld of resourcesto the student in
the school library or classroom. Theseresources are highly effectivefor capturing students' at-
tention and imagination at various pointsin the inquiry process, called zones of intervention.
Field trips, actual or virtual, allow studentsto see specific objectsor aparticular collection that
bringslifetotheinquiry at theright timein the process. A caveat isthat atypical museum field
trip may take on too much in onevisit. Although it istempting to try to see everything of inter-
est, thisis counterproductive. Museum visits should address a specific objectivein the inquiry
and serve aparticular purpose. Concentrating on the part of the museum collection that specifi-
caly informs student inquiry is of significant and lasting value. These resources need to be
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used wisely, or they merely clutter the inquiry with extraneous material. The right resource
used at the right time can bring insight and spark student learning.

Itisimportant for public librarians and museum workersto have a clear understanding of
the students’ inquiry task. In addition, it is beneficial for them to understand the stages of the
inquiry process and to know what stages students are in when they interact with them. The
school librarian communicates this essentia information to outside resources.

People who have special expertise in the subject of inquiry are another valuable outside
resource. Community memberswho are experts may be invited to comein and share their ex-
pertise. This can be an exciting real-life experience for students. In addition, the Internet pro-
vides access to experts outside the local community, giving the students the authentic
experience of communicating with someone they have read about and whose opinion they re-
spect. Some people arewilling to travel and will make asignificant effort to meet with students
and interact with them about their work. Outside experts can greatly enhance the authenticity
of school inquiry.

Other People Who Influence | mplementation of Guided Inquiry

A number of other people may influence the success and sustainability of Guided Inquiry.
Parents are important stakeholdersin their children’s education. They are aware of the chang-
ing world and want their children to be prepared for success. Parents can be most enthusiastic
supporters when they see the engagement and interest their children have in school and the
learning they have achieved through Guided Inquiry. In addition, parents are a potential re-
source as experts who can share their life experiences.

Another influential group of stakeholdersare governing officialsand policy makersat | o-
cal, state, and national levels. These people are involved in decisions that have a major impact
on shaping schools in the 21st century. Boards of education are the primary decision makers
for school policy and have great influence on how funding is alocated. It isimportant that al-
ternatives to the 20th-century model be clearly understood by policy makers at all levels.

Building the Guided Inquiry Team

The information age calls for a new model, an instructional team of teachers bringing
varying expertise to create a collaborative learning environment. The core Guided Inquiry
team identifies members of the extended team for different tasks and portions of the inquiry
process. Theflexibility of theteam isan important component of the new model. Whoisonthe
Guided Inquiry teamisdetermined by the specialization called for by the curriculum and by the
specific needs of the students (see Figure 4.4). The school librarian partners with a subject
teacher, and together they call on the special expertise of other staff membersto providearich
learning experience for students. The team workstogether during the planning and implemen-
tation of theinquiry unit. The school should be organized around aflexible team model rather
than afixed, lock-step structurefor delivering all instruction. Guided Inquiry teamsarebuilt on
the requirements of the curriculum and the needs of the students to provide adynamic inquiry
environment for learning from a variety of sources.
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The Guided Inquiry Team

Understands the constructivist approach
Embraces the team approach to teaching
Includes administrators

Considers inquiry central to curricular learning
Commits to developing information literacy
Allocates time for team planning

Defines clear roles for each team member
Designs assignments that enable and enhance inquiry learning
Allocates time for extended learning

Commits to guiding students through learning
Adopts a flexible approach

Endorses innovation and creativity

Throughout this book instructional team is used synonymously with Guided Inquiry
team. However, the term “instructional” may be somewhat limiting. Instruction isonly one of
theinterventions provided by the Guided Inquiry team. Chapter 9 discussesinterventions care-
fully planned by the team to develop research competency and subject knowledge as well as
fostering cooperative learning, reading comprehension, language development, and social

skills.

Figure 4.4. The Guided Inquiry Team.




Resources for a Rich Learning
Environment

When | use an interesting resource like an object or a story | am

often surprised that children who usually have the most behavior
problems are more engaged and have insightful thingsto say.
—second-grade teacher

High-quality resources are a stimulus for inquiry learning. Guided Inquiry takes students
beyond the predigested format of the textbook into learning from a variety of sourcesto con-
struct their own understandings. Students learn to think about subject content apart from pre-
scribed responses or preset solutions. They are guided through a process of construction that
enables them to build on what they already know and to arrive at adeeper understanding of the
concepts and problems underlying a subject. At the same time, they learn how to learn in an
abundant information environment, one that is comparable to the world outside the school.

The rich learning environment begins with a collection of high-quality resources inside
the school. Thiscollection isenhanced by awide range of resources outside the school. Guided
Inquiry bringsinside resources and outside resources together. Resources in the school library
are expanded by materialsin the community from the public library, local museums, other se-
lected services, various sites, and experts. Resources outside the school are further expanded
by connection to the World Wide Web.

There are many reasonsto employ arange of resourcesfor learning. Different types of re-
sources provide different kinds of information. Different kinds of information lead to a more
thorough investigation into atopic. For exampl e, when students encounter sourcesthat provide
different points of view, they begin to think of information as something that may be adapted
and used in a more persona way.

Different types of resources aso provide different experiences for learning. When stu-
dents encounter a combination of media, they begin to see how various resources reinforce
each other to build their depth of understanding. Using avariety of resources opens opportuni-
tiesfor many ways of knowing and learning about a curriculum topic. For example, afictiona
story about ahistorical event, an encyclopediaarticlewith facts about the event, avideo film of
the event, anonfiction account of the event, amuseum exhibit of artifacts and objectsfrom the
event, and an expert’ s experience related to the event give students many ways of learning and
building lasting knowledge about that one event.

61
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A combination of resources provides experiences that enrich the learning environment.
School librarieshaveincorporated audio and visual materialswith booksfrom the earliest days
of the 20th century. By the middle of that century, many school libraries were granted federal
funding to devel op multimediacollectionsthat transformed school librariesinto mediacenters.
The important emphasis on providing resources that offer a wide range of experiences for
learning continues into 21st-century schools. Computers have extended the availability of re-
sources enormously. They provide access to avast collection of multimediainformation from
around the world.

Different Ways of Knowing

Howard Gardner’s (1983) “multiple intelligences’ explain that each person has some
combination of eight different kinds of ability: linguistic, musical, logical-mathematical, spa-
tial, bodily-kinesthetic, interpersonal, intrapersonal, and naturalistic. While schools havetradi-
tionally favored the linguistic and logical over the others, Gardener’'s work offers more
comprehensiveways of thinking about human talent and potential. A wide variety of resources
offer opportunitiesfor studentsto employ their multipleintelligencesto experiencing different
ways of knowing and learning. Although many resources call for the linguistic intelligence of
reading texts, others draw upon musical, kinesthetic, and naturaistic intelligences. Audio, vi-
sual, and tactile resources are incorporated with texts to make use of all the senses for adeep
learning experience.

Students may have a propensity to learn from specific types of sources and strategies.
Some students learn easily from books and printed materials, while others need more visual
stimulation and physical activity. Concrete experiences offer opportunitiesfor studentstointe-
grate new ideas more easily. Using a variety of resources allows students to have a chance to
excel in accordance with their own innate talents. They a so have opportunitiesto stretch their
abilitiesand develop new ways of learning. All students benefit from using avariety of media
that expand their ways of knowing. They gain experience in gleaning information from all
sorts of sources. Guided Inquiry also calls upon interpersonal intelligence for engaging in the
community of learnersandintrapersonal intelligencefor self-awarenessin theinquiry process.

A good selection of materialsin the school library isan important base for inquiry. How-
ever, resources outside school arejust asimportant asthoseinside the school. Just astheinside
sourcesare carefully selected, those outside the school need to bethoughtfully chosen aswell.

A wealth of community resources have been underused in schools. The collection at the
public library expands the school library collection of materials and increases access to com-
puters. People in the community offer expertise that makes student inquiry come alive. Muse-
ums provide objects and artifacts that make the inquiry more real. This book particularly
emphasizes museum collections as an integral resource that has been underused for inquiry
learning. Museum objects and exhibits are important and easily accessible sources for inquiry
learning at any grade level that are frequently overlooked.

With the abundance of information today there are ever-increasing resources available to
information seekers. Guided Inquiry draws on a range of resources, from the library, to the
Internet, to the community. It incorporates selected high-quality books and carefully chosen
online databases with museum collections and other community resources as basic sources of
information for learning. These resources may be adapted to local situations and student needs
by the instructional team.
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The School Library asan Inquiry Lab

The schooal library is an inquiry laboratory that functions as an exploring space, practice
room, and workshop. Itismorethan astorage room for old books. Thelibrary needsto function
as an active inquiry space where students and the instructional team can work together for ex-
tended periods of time. There should be areas for small groups to work together aswell asa
gathering place for the class as a whole. The library also needs to function as an individual
learning space whereindividual studentsfeel welcometo pursuetheir interests, questions, and
independent learning.

Some people think of alibrary as a place for books; even architects use this notion when
designing school libraries. Certainly, providing aplace for acollection of booksand other ma-
terialsis an important part of the library function. It isimportant to have ample shelving and
storage cabinetsto hold the organized collection of materials. Material s should be easily acces-
sibleto all students. Books should be stored at aheight and in an arrangement that are appropri-
ate for the age of the students in the school. Computers should be available for individual and
small group use.

But thinking of thelibrary asaninquiry lab isabetter way to plan for afacility that can ac-
commodate and stimulate student learning. School libraries should be flexible spaces with
movable chairs and tables to be arranged for all kinds of learning activities. There should be
spacesfor reading and study, but also need spacesfor conversing. Thelibrary needs some quiet
spaces for individual work and one-on-one conferencing, some spaces for conversation in in-
quiry circles, and some large gathering space for class instruction.

School Library Resour ces

Theschooal library collectionisthe foundational resource for inquiry learning. The collec-
tion is made up of books; genera encyclopedias and other reference materials, including spe-
cial encyclopedias, dictionaries, and atlases; as well as a sdlection of magazines, videos,
computer software, and other multimedia materials and licensed databases. Each item is care-
fully selected by the librarian in consultation with the teachers and students based on reviews
and previews to ensure the highest quality and age appropriateness. The collection isbased on
the curriculum being taught in the school and is selected with inquiry unitsin mind. It can be
thought of as a living organism that grows and changes. The areas of the collection that are
highly used should be constantly replenished with new, interesting items, and old, worn mate-
rials should bereplaced. The collection should be kept in good order, with catalogsfor locating
materialskept up to date. All of thisisaccomplished through thelibrarians' expertise, time, and
attention with the aid of well-trained technical and clerical assistants.

In the 1990s some school systems were under the misconception that the Internet would
replace the library and make library materials and the ability to locate and use them obsol ete.
Actually, the opposite has proven to be the case. Books, both fiction and nonfiction, continue
to be major sources of information and ideas that students can find, evaluate, and use. Library
skills, more broadly conceived as information skills or information literacy, are essential for
learning in the information age. In the rush to bring technology into the schools, funds ear-
marked for books sometimes were diverted to the purchase and installation of computers. This
unfortunate choice depleted library collections and even in some instances diminished the
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number of teaching and library faculty. Wenow see computersasatool for information search-
ing but not as a replacement for books or libraries. However, computers have opened the
school to the outsideworld and provided opportunitiesfor accessto an abundance of resources.

Resourcesin the School Library

Books: fiction and nonfiction
Encyclopedias and other reference materials
Magazines and online subscriptions
Licensed databases

Multimedia: videos, computer simulations

Figure 5.1. Resourcesin the School Library.

Guided Inquiry draws on many types of materials from the school library collection. Fic-
tion isan important source of ideas and vicarious experience. I ntroducing studentsto engaging
fiction is an effective way to offer experiences that they could not otherwise have. Literature
has served this purpose throughout the ages. Through Guided Inquiry, studentslearn to follow
up on the ideas and questions that arise from their reading of fiction, which leads them into
nonfiction books and a whole range of other sources. There is a relationship between fiction
and nonfiction that is important for students to become aware of and experience in their
reading.

Books are essential for inquiry learning. The school library collection providesarich as-
sortment of reading and reference materias, including fiction, poetry, biography, information
books, encyclopedias, dictionaries, atlases, and other reference books. Some of these materials
arein hard copy onthelibrary shelvesand some are available online. Thelibrarian, in consulta-
tion with teachers and administrators, will decide what to have available in house and what to
accessonline. Itiswiseto haveat least one general encyclopediaavailablein hard copy, witha
number of othersonline. Taking advantage of statewidelicensingisan efficient way to provide
access to high-quality, current materials. Magazines and journals and other periodicals are
available through statewide licensing arrangements with companies such as EBSCO. The li-
brarian will need to decide which periodicals to make availablein hard copy. Databases con-
taining difficult-to-find material sthat are not in books or common magazines are also available
through statewide licenses. Licensed databases are an excellent resource for school libraries
because they have been selected by professional librarians. These databases provide materials
that are superior to and more efficient for studentsto use than random searches of theInternet.

Computers in schools have brought aworld of resources into the school library. But we
must not ignore the extensive investment in time and funding that computers require. The
problemsinherent in using computersin schools must be faced squarely at the start. Thereisan
ongoing expense and effort in updating of computer hardware and keeping it running. Al-
though computers can provide a wide range of resources outside school, the ongoing mainte-
nance must be acknowledged and addressed. The Internet provides an abundance of
information of widely varying value and accuracy. When sources are carefully selected and
targeted for specific inquiry tasks, they add considerable value to the resource base. Caution
must be taken not to rely too heavily on computersin Guided Inquiry. Use of computers should
be kept in perspective in relation to the many other resources that are important for student
learning.

Traditionally, students are guided to use encyclopedias, then books and magazines. First,
encyclopedias provide an overview of atopic with basic facts and background information.
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Next, informational books offer detailed facts, different perspectives, and development of
ideas. Magazines provide information on current topics and issues. This sequence introduces
studentsto the layers of information that build knowledge. Computer resourcesfit into this se-
guence. Without guidance, students often fail to see the difference between sources. They use
the computer indiscriminately for all purposes, often with unsatisfactory results. With guid-
ance, students are led to use online encyclopedias, selected periodicals, and databases through a
licensed service rather than doing indiscriminate searches of random Web sites. Web sites and
Web logs may be okay for students to check after they have built some knowledge about their
topic from selected resources within the library collection and beyond. McNally’ s (2005) study
of use of the Internet for inquiry projects revealed that the Internet was not as useful as students
had first thought and that they used it as one source among others, inside and outside the school
library. A balance of sources, incorporating online computer sources with informational texts,
literature, objects, and experts, provides arich, full experience for inquiry learning.

In Guided Inquiry we often begin with a compelling fiction story that raises many ques-
tionsand leadsto lots of “tell me more” topics. Sometimes aprovocativefilm or atrip to asite
or museum exhibit or an expert’s story can be used as a starting point. It is essential that the
starter inspire and motivate studentsto want to find out more. Bud, Not Buddy (Curtis, 1999), a
favorite novel among upper elementary students, is a good example of an inquiry starter.
Curtis' s engaging characters entice readers to consider the time period and setting of the text,
the Great Depression. An orphan boy successfully seeksto find hisfamily, who turn out to be
major playersin the big band circuit of Detroit. For Guided Inquiry the text can be read a oud
while engaging students in conversations about the time period. Students may rai se questions
about the music of the times, steam locomotives, and life during this era. They may want to
know more about Brer Rabbit and orphanages, or who Herbert Hoover was, and why were
there places called “Hoovervilles.” When a piece of literature is rich, like Curtis's Bud, Not
Buddy, and students are encouraged to voice their wonderings throughout the reading, their
guestionslead naturally into inquiry. As Bud himself states, “1t’'s funny how ideas are, in alot
of ways they're just like seeds. Both of them start real, real small and then . . . woop, zoop,
sloop before you can say Jack Robinson they’ve gone and grown a lot bigger than you ever
thought they could” (p. 70). Using excellent literature as a starter can have such an effect on a
Guided Inquiry unit.

Another exampleisthehistorical fictiontext, Fever 1793 (Halse Anderson, 2000), usedin
amiddle school. The conversation about the readings leads to an interesting inquiry. Fever is
the tale of ayoung girl, set in Philadelphiain the 1790s during the epidemic of yellow fever.
Halse Anderson intricately weavesinto the text many historical facts and interesting aspects of
life, medicine, and race relations of the time. Using Fever 1793 as a starter can shape the in-
quiry into astudy comparing thelife and times of thelate 1700sto today. Questions arisefrom
thetext about medicine, palitics, everyday life, the handling of amajor health disaster, and how
groups such as African Americans came together to help each other. An added benefit of qual-
ity historical fiction isthat it shows that authors must research their time period deeply before
writing. In this particular text Halse Anderson explainsin the afterword the details of her re-
search into this historical event. She suppliesthe answersto her questions, which providesthe
studentswith amodel for their owninquiry. Many questionsfor the studentsto seek answersto
remain, and the stage is set for an engaging Guided Inquiry unit.

Literature can be used to enliven various stages of the inquiry process. For example, in-
quiry can lead students into reading literature. Secondary school librarian Carol Collins uses
Guided Inquiry to interest her reluctant intercity juniorsin reading The Great Gatsby (Fitzger-
ad, 1925). She teamswith the English teacher to guide students asthey investigate the lives of
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popular sportsfiguresand music performers. Thisinquiry project setsthe stage for making the
required reading more relevant to the students’ lives. Once these students begin to see similari-
ties between the lives of current pop culture figures and the characters in the novel, they be-
come more interested in reading and discussing this work of fiction. The teacher has been
amazed at the improvement in students' participation and engagement in the required reading
when inquiry is undertaken to provide background knowledge.

R@ources Outside the School

Contemporary learning requiresthat students be able to make use of resources beyond the
school aswell asthoseinside the school library. The Internet makes avast world of resources
available. Museum and community resources provide real-world applicationsfor school-based
inquiry. Experts on a subject can share specia information relevant to the inquiry. Ob-
ject-based learning in the classroom provides a concrete basis for abstract understandings.
When students make use of varied resources such asthese, the school becomes avibrant work-
placeinwhich learning isconnected to theworld outside the classroom. In thisway, Guided In-
quiry engages students in strategies and understandings for lifelong learning.

Resour ces Outside the School

Internet

Public library
Museums
Community resources
Experts

Objects

Figure 5.2. Resour ces Outside the School.

Using the Internet for Guided Inquiry

The Internet has opened up aworld of resources for research. Every year there are more
and better resources availableto the general public through Internet access. However, students
must learn judicious use of such resources. Too often students areleft on their own with inade-
guate skill to evaluate them. They often copy material directly from Internet sources, some of
which are of dubious accuracy and value. In Guided Inquiry the instructional team selects
high-quality resources from among databases, Web sites, and online libraries and makes them
available to students. Students learn to distinguish between reliable and unreliable resources.
Information literacy involves understanding the kinds of information avail able on the Internet,
discriminating between sources, and choosing those most appropriate for the task at hand.

Oppenheimer warns that, “The World Wide Web—the uber-program of the modern
age—is a useful if not invaluable research source for al of us. But we al must realize that
opening the Internet’ s door to youngsters al so requires teachers to accept additional responsi-
bilities. This does not just involve watching out for pornographic or violent material; that’ sthe
easy part. It also concerns watching what values and beliefs students develop about what
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knowledgeis; how it’ sbuilt; how it’ sused; and what it demands of them, as studentsand ascit-
izens’ (2003, p. 395). Thisisthe difficult task that Guided Inquiry takes on.

Public Libraries

Public librariesarelearning institutions. The close rel ationship between the public library
and the school library isfounded in their parallel missions. The public library servesthewhole
community, while the school library serves a special segment of that community. The school
library collection reflects and respondsto the school curriculum. Thedifferent objectivesof the
twoinstitutions have often strained rel ations. However, the children’ sand youth services of the
public library serve the same constituents as the school library. Partnerships between the two
institutions are important for Guided Inquiry.

Three major aspects of public library services enrich inquiry learning: the collection, the
facility, and the staff. We have discussed the valuable contribution of partnerships with the
public library staff and the use of the public library facility, particularly at times when the
school is closed and the schooal library is not available for students.

Inthischapter we turn our attention to the public library’ srolein providing arich range of
resources for student inquiry. The public library collection extends and enhances the school li-
brary collection by offering students many more sources, professionally selected and orga-
nized for access. The public library aso frequently provides Internet access and other
computer use that is essential for students who do not have computers at home. The public li-
brary upholdsitslong and honored tradition of meeting the needs of those citizens who other-
wise would not have access to technology. The “digital divide” is addressed in many
communities by access to computer technology in the public library.

Museums

In education, museums are often overlooked as areal resource. They are designed to be
places of lifelong learning. When students do not learn to access these rich resources during
their school years, it isless likely that they will turn to museums later in life as places for en-
richment or learning. Guided Inquiry uses museum collections as one of the main resourcesfor
arich learning environment.

A museum isalearning institution likealibrary. The American Association of Museums
(AAM) provides the following definitions on its Web site (www.aam-us.org.):

American museums are infinitely diverse. The AAM Code of Ethics for Museums
notesthat their common denominator is making a“unique contribution to the public
by collecting, preserving, and interpreting the things of this world.” That code also
acknowledges the variety of sizes and types of museums: “Their numbers include
both governmental and private museums of anthropology, art history and natural his-
tory, aguariums, arboreta, art centers, botanical gardens, children’s museums, his-
toric sites, nature centers, planetariums, science and technology centers, and zoos.”

The International Council of Museums (ICOM) defines a museum as:
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A non-profitmaking, permanent institution in the service of society and of its
development, and open to the public, which acquires, conserves, researches,
communicates and exhibits, for purposes of study, education and enjoyment,
material evidence of people and their environment.

The federal government, in the Museum and Library Services Act, defined a mu-
seum as:

A public or private nonprofit agency or institution organized on a permanent
basisfor essentially educational or aesthetic purposes, which, utilizing aprofes-
siond staff, ownsor utilizestangible objects, cares for them, and exhibits them
to the public on aregular basis.

These definitions make clear that museums are educational institutions. They exist to col-
lect, preserve, and shareinformation about objectswith scholars and the general public. Muse-
ums hold objectsin trust for the public and have the mission to share the research they conduct
with the public. It isunfortunate when students are deprived of museums as | earning resources
and when schools neglect to use the information available in museums. In a democratic soci-
ety, museums should not betreated as elitist institutions, but should beasaccessibleto adl asare
public libraries.

Museums have much in common with libraries. Both institutions exist to care for and
make accessible acollection that isuseful for theincrease of knowledge. Through the Museum
and Library Services Act, the U.S. government acknowledged this shared mission and created
theInstitute of Museum and Library Services (IMLS) asthe primary funding agency for the na-
tion’smuseums and libraries. The IML S states its mission as*“to grow and sustain a*‘Nation of
Learners because life long learning is essential to a democratic society and individual suc-
cess.” A review of featured projects supported by IMLS (www.imls.gov/profiles/) reveals the
learning potential when schools, libraries, and museums collaborate. Peopl e outside of the mu-
seum field may not be aware of the museum as aresearch institution. Each museum has a spe-
cial emphasis, with amission to provide accurate and up-to-date information about the subject
of its collection. Because museums are conservative institutions, they are conscientious about
the accuracy of information that they distribute about their collections.

The objectsin museums may beworksof art, natural or scientific objects, cultural objects,
or objects of historical interest. When museum professionals speak of objects they may bere-
ferring to photographs, documents, images, and other ephemera, such as ticket stubs, menus,
and playbills that document events or record information about a particular time period. The
primary way of providing accessto museum objects and the scholarly discussion of expertshas
historically been the museum exhibition. Because exhibitions are physically restricted to alo-
cal audienceor thosewho can physically visit them, museumsare devel oping Web resourcesto
expand accessto their collections. The Internet isincreasingly providing adifferent type of ac-
cess to museum collections and research. This access does not take the place of avisit to the
museum and an encounter with actual collections, but provides information that is very
valuable.

A museum may be thought of asaresourcein three ways: asacollection, as exhibits, and
as programs. Exhibitions have traditionally been the way that museums provide access to the
objects and information contained in their collections. Increasingly, museums have begun to
provide direct accessto their collectionsonline. Thedigital collection usually containsimages
of and scholarly information about the objects held at the museum. Museums often also offer
public programs for various audiences. These programs have been mainly availablelocaly to
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people who can visit the museum. Increasingly, programs for school, family, and adult audi-
ences are also available on the museums Web sites. Museums, then, can be a resource for
learning locally, regionally, nationally, and even internationally.

Museums on the I nternet

When considering sources for Guided Inquiry, it is essential that students have accessto
high-quality, accurateinformation. Increasingly, museums, archives, and libraries are creating
Web sites at which the public can access information that was formerly only available to
high-level scholarsin a given field. Many of these Web sites include sections specialy de-
signed for use by students, teachers, and other educators. These Web sites are valuabl e assets
for Guided Inquiry. For instance, when studying the Underground Railroad, students and
teachers can visit the National Underground Railroad and Freedom Center's Web site at
www.freedomcenter.org. Thisisamuseumin Cincinnati, Ohio. If you livenearby you can visit
the museum and take advantage of itsprogramsfor students. However, if you do not liveinthat
area, you can find useful and accurate information on the Web site, such asatimeline, alist of
Underground Railroad sites in each state, and stories of people associated with the Under-
ground Railroad. Since the museum has amission to study the Underground Railroad, you can
be fairly certain that the information found at the museum’s Web site is accurate and reflects
current scholarship. The same cannot be said for many other sites on the Web.

All accredited museums have amission statement that will giveyou agood ideawhether a
particular museum studies the subject that isrelevant to aparticular inquiry. It isimpossible to
list every museum with good Web sitesfor students and teachers, as museums are continually
updating, revising, and improving their Web presence.

A few museums, archives, and online libraries have Web sites that have been so consis-
tently of high quality and easy to use that they are worth listing here:

» TheLibrary of Congress (www.loc.gov) hasan extensivedigital collectionthat includes
sections designed especially for students and teachers. Most notably, American
Memory (http://memory.loc.gov/ammem/index.html) provides historical photographs,
sound recordings, and images of objects in the collection that are organized in easy-
to-usetopicssuch as African American History, Architecture/L andscape, Environment/
Conservation, and Government/Law. The site includeslesson plans and ideasfor using
the collection.

The National Archives (www.archives.gov) has a collection of historical documents,
letters, photographs, and other primary sources. |n addition to the Declaration of Inde-
pendence and the Constitution, the collection includes famous photographs by Ansel
Adams and Dorothea Lange and other important documents. Y ou can order copies of
any of these documents for educational use.

* The Smithsonian I nstitution (www.si.edu ) isanetwork of museums on avariety of sub-
jects. Themain Web site can take you to the Web site of each individual museum. In ad-
dition to the well-known National Museum of American History, National Museum of
Natural History, and the Air and Space Museum, the Smithsonian includes museums of
African art, Asian art, American art, postal history, and more. The Smithsonian has a
main Web site for education (www.smithsonianeducation.org) that includes lesson
plans for using objects in the Smithsonian’ s collections.
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» The American Association of Museums has a directory of member museums that is a
useful index of museums organized by subject or geographic location (http://iweb.
aaam-us.org/membership/MemberDirectorySearch.aspx). These museums are accred-
ited by the AAM, which guarantees a high level of professionalism and accuracy.

Object-Based Learning

Object-based learning isthe main method of teaching used by museum educators. Objects
can a'so be valuable resources for learning in the school environment through Guided Inquiry.
One only has to watch PBS' s Antiques Roadshow to see the intrinsic interest that objects can
hold. It is hot only the monetary value of the abjects that intrigues us, but also the stories that
the expertscan tell about them. The use of objectsiskey to providing experiencesfor engaging
multipleintelligences. Using objectsin teaching provides opportunitiesfor spatial understand-
ing, bodily-kinesthetic ways of knowing, and other intelligences, depending on the object. Us-
ing an object engages the senses, which increases interest and leads to individuals creating a
personal connection to thelearning. Asthe students engagein sensory exploration of an object
related to the subject being investigated, they make their own observations and connections.
Objects are concrete. When students manipulate the objects, they can use the physical
information to inform and help develop abstract ideas.

Objectscan createavaluablelink to theworld outside of the school and so they areanatu-
ral way to encourage “third space.” Each object will initiate different reactionsin different peo-
ple, depending on peoples’ experiences and association. Often students have an easier time of
speaking about an object than about other information. In object based learning, observations
and associations with the object are acceptable so long as they are grounded in what is
observable about the object.

Many educators are familiar with using objects as props in teaching. When objects are
used as props, they are not the focus of an investigation, but they may provide atangible con-
nection to a metaphor related to what the instructor wants to convey. Props bring interest and
color to what might otherwise be adry subject.

For instance, at the beginning of the year ateacher might use a basket as a metaphor for
the community of learners. Shetellsthe studentsto noticethat the basket ismade up of individ-
ual reedsthat are woven together to create an object of use and beauty. The classroom commu-
nity is like the basket, and the individuals are like the reeds. The individuals in the class will
work together, helping one another at different points. Each individual is important to the
whole. The reeds are woven together in apattern. This patternisliketherulesin aclass. If one
reed ismissing or not working according to the pattern, the whole basket is affected. When the
pattern is followed and the reeds work together, the basket is complete. Just like in the class-
room, when all of the individuals cooperate and work together, we can create a wonderful
learning environment.

This object lesson requires students to understand aminimal amount about the actual bas-
ket in question. The basket isthereto create amore vivid image for the students. Certainly the
metaphor of the basket providesconcreteimagery for the studentsto consider the more abstract
idea of acommunity of learnersand why rulesareimportant in it. The use of aprop providesa
concrete way to illustrate a point.

The same basket could be used for an object-based lesson. An object-based lesson starts
with simple collection of data on the physical characteristics of the object. After the data have
been gathered, the students can analyze and interpret them according to what the subject of the
inquiry is. An object may beinterpreted according to scientific study (materials), historical or
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cultural information (who madeit, when and why), mathematical information (dimension, vol-
ume, density), or aesthetic or artistic consideration (design).

A socia studies class studying Native American life before and during the colonial era
might use an American Indian basket asaninquiry starter. The Guided I nquiry team might start
by passing the basket around and asking each student to say a different word to describe the
basket. These words can belisted on awhite board. The studentsthen categorize the words ac-
cording to which are facts and which are personal observations. Then the students may be di-
videdinto four groups. Each group isasked to draw two columns on apaper and list factsin one
column and observationsin the other. After thistask iscompleted, the studentsraise aquestion
about the basket, such as, “Who made it and for what purpose?’ Students try to answer the
guestion using evidence from the fact side of the chart to support their claim. At the end of the
exercise the students write what questions they still have about the basket and things they do
not know. The groups consult other sources to investigate their remaining questions and pre-
pare a presentation to report back to the whole class on what they found out.

An object may be explored in relation to scientific, historical, and design considerations.
A student can explore aman-made object to determine how or why it was made, what materials
or processeswere used initsproduction, why it wasfirst invented, or other purposesfor which
it could be used. Natural objects can be explored for information about the material, how it was
formed, what uses it could be to people, and its relationship to other known objects.

The use of objectsin inquiry helps make an abstract idea concrete. For example, mathe-
matics classes in elementary and middle school often study tessellation patterns by reading
about tessellation and drawing the patterns. Students understand tessellations much more eas-
ily by manipulating pattern blocks onto patternsfrom abook. What is not made clear about tes-
sellations by using the pattern blocks is where a person might encounter tessellations in the
world and why anyone might be interested in them. By manipulating actual ceramic tiles, stu-
dents' sensesare engaged physically and the concrete experience hel psto make sense of acom-
plex subject. An authentic object in a real-world setting holds greater interest than abstract
ideas or classroom props. The pattern blocks are useful props for practicing tessellations, but
they are not nearly asinteresting asthe real tiles or the artwork. Guided Inquiry opens up these
topicsfor studentsto investigate and share with the class asacommunity of learners. For exam-
ple, by finding photos of tilesin LaAlhambra castlein Spain or another real-world setting, the
students can beinspired by the wonder and beauty of the patterns. By investigating the artwork
of M. C. Escher, the students can see how an artist played with tessellations. Museum visits ei-
ther physically or virtually can bring real-world authenticity to abstract concepts. Objects have
the power to inspire students, to demonstrate real-world settings for abstract ideas, and to
provide cultural context for learning.

Community Resour ces

Theloca environment can provide many resourcesfor bringing the outside world into the
school to enrich the learning environment. This is crucia to the relevance of learning. The
school should not exist in avacuum without a connection to the community inwhich itissitu-
ated and the greater world beyond. By taking students outside the school to visit community re-
sources and by bringing experts from the community into the school, students can make
connections between what they are learning and life beyond the school. When students' real
lifeisdisconnected from their school life, they are not intrinsically motivated to learn the sub-
ject, and they need external motivations. Community resources such as museums, government
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agencies, and businesses can provide places for fieldwork to be done and from which experts
can visit the school to work with students and the Guided Inquiry team.

Museums as Community Resour ces

Itisnot anew ideato plan field tripsin conjunction with aunit of study. Teachers often
consider scheduling afield trip to a museum, historical site, zoo, botanical garden, or nature
center when planning a unit. However, the museum is often an afterthought. The museum is
treated as adestination vaguely connected to the subject being taught. Often field tripsare con-
sidered the prize for completing a unit of study. For thisreason, field trips may be considered
frivolous time out of the classroom. Administrators or overburdened teachers will often cut a
field trip if additional time is needed to prepare for classroom activities or testing.

In Guided Inquiry, afield trip isintegral to the inquiry process. Students may visit amu-
seumn exhibit at the beginning of aunit of study for an introduction to the variety of ideas about
acertain subject. In that case the museum isajumping off point for studentsto begin to formu-
late their questions and wonderings. A group of students may visit an exhibition to gather in-
formation just as they would from alibrary source. To use a museum exhibition as aresource
effectively, the Guided Inquiry team must carefully plan and prepare students before making a
museum visit.

Museum exhibits contain information on many different subjects. Exhibitions tell their
storiesthrough objects, images, photographs, and text written by expertsknowledgeablein that
field. Because exhibits are densely packed with information, it is better to visit one exhibit at a
time than to attempt to visit an entire museum. Students can gain the most from visiting an ex-
hibit when amember of the Guided Inquiry team previews the exhibit and considers a strategy
for using it with them. It may bethat only part of an exhibit ispertinent to theinguiry. It may be
that the exhibition isso large that students should divideinto small groups, each group concen-
trating on gathering information about one aspect of the subject. When they return to school the
groups can form inquiry circles for sharing the information they have gleaned.

Often museums employ education staff who can assist the Guided Inquiry team and pro-
vide support materias for the exhibitions. Museums also often have information about their
exhibitions and collections available on their Web sites. Their Web sites often al so offer mate-
rials for teachers to use as background and lesson plans for pre-visit and post-visit activities.
When exhibits are used in amoreintegrated manner, the studentsregard them as alearning tool
and not just as a day out of the classroom.

Creating a Link with the Community

Other community resources can make excellent field visit destinations for Guided In-
quiry. A class or small group could visit government offices, local businesses, or utilities. To
make the most of these field trips, the Guided Inquiry team and students should meet to decide
the purpose of the trip and prepare for their work. Will the studentsinterview people that they
meet? What questions will they ask? Will the students gather information by observation?
How will they record the information they gather? This kind of focused field trip is part of the
inquiry process. The inquiry circle jobs presented in chapter 3 may help the group focus on
how to distribute the tasks needed accomplish their work.

For example, amiddle school socia studies class studying immigration and the proce-
dures for gaining citizenship might visit the local government office where immigrants ap-
ply. To prepare for the visit the students consider questions about how an immigrant applies
for citizenship. What is the process? What are the challenges? A visit to the office gives a
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more visceral understanding of what it might be like to apply for citizenship. Is the environ-
ment welcoming or confusing? What services are availablefor peoplein thissituation? A clerk
in this office could be interviewed about the application process. This*“expert” may also have
storiesto tell about interacting with people going through the process. Stories have the power
to engage students emationally in away that makesthe process morereal. A civicslesson then
has more meaning than alist of stepsin aprocess. Inquiry circle conversations about the expe-
rience are an excellent means of reflecting on the experience and raising questions for further
inquiry.

Bringing in Experts

Experts are an underutilized resource in the school. They can be called on to give a short
lecture on a subject related to an inquiry unit. Expertsin the subject of the Guided Inquiry can
give pertinent information at the point when it is needed. The advantage of using an expert
rather than written sources is that students can interact with the person, asking questions and
carrying on conversation. Thiskind of presentation can be engaging and informational aswell
as informal. Many members of the community are willing to do a short presentation on their
work or a hobby related to a unit of study. Parents and friends of the school can contribute to
Guided Inquiry in thisway. Museums often have staff memberswho arewilling to providethis
type of outreach.

For the middle school socia studiesimmigration unit examplein the previous section, an
expert who could beinvited to speak to the class might be animmigrant who is currently apply-
ing for citizenship or someone who has recently gone through the process. This expert could
talk not only about the steps in the process, but also about how it feelsto apply for citizenship.
He or she could answer questions about what challenges and opportunities were encountered
and speak about his or her experiences and the emotional aspects of the process. Studentswho
have an opportunity to interact with such an expert would benefit from an insider’ s experience
of this citizenship lesson rather than merely memorizing the steps in the process. This
experience would bring seeking citizenship to life.

Expertscan a so be used for morelong-term projects, providing mentoring and apprentice
opportunities. For instance, if working on afilmmaking, journalism, or exhibition design pro-
ject, it would be beneficia to have an expert come to work with the students to provide assis-
tance on an ongoing basis.

The Guided Inquiry team can identify possible experts during planning. They may al-
ready know of people who have expert knowledge or experiencesto share. An expert may bea
local artist, a person with a special collection or talent, or someone with significant experi-
ences. Theinstructional team can call on friends or parentsto share interests or hobbiesrelated
to the subject of inquiry. At the beginning of theinquiry unit, the team can prepare a short sur-
vey for family membersto indicate interests and willingness to talk to the class. Often people
may not consider their own hobbies or vocations valuable expertise unless asked specifically
about them. Thelibrarian may keep arecord of expertsrelated to curriculum content who were
willing to sharein thisway in the past. Theteacher may send home aparent survey at the begin-
ning of the year to find out about parents otherwise unknown expertise. The survey results
could be integrated into planning for inquiry units during the year.



74 5—Resourcesfor a Rich Learning Environment

Using the Range of Resourcesfor Guided Inquiry

When the full range of resourcesis used for Guided Inquiry, with the school library asthe
inquiry laboratory, a powerful learning synergy is evident. An example from a third-grade
class studying scientific classification demonstrates this synergy. Thisinquiry unit took place
over severa class periods. To start the inquiry, an expert from the community was introduced
to the class to share his extensive and impressive collection of shells. Students were given an
opportunity to ask questions about the shells. “Where did you find them? How do you organize
your collection? How did you get started collecting? What is your favorite one?’ The expert
talked about how he went from just picking up shells he liked to creating a collection that was
organized and complete.

The next sessionswere held in the school library, with students sitting in small groups or
inquiry circles at tables in the center of the library. Each inquiry circle was given a group of
shells and asked to come up with alist of physical characteristicsthat could be used to sort the
shells. Thistask is very simple because the students could interact with the shellsand list sim-
ple characteristics such as size, shape, color, texture, and design. Then the students were asked
to choose one of these characteristics and sort the shells. Hereit was evident that having the ac-
tual shellsto sort was helpful, asthey defined more specific categories such as rough, smooth,
and rough-smooth. Asone student said, “ At first we just had rough and smooth, but then some
of the shellsdid not fall neatly in either category. Wedecided to create anew category for those
shells.” The exercise made the students consider the categories more deeply and required
critical thinking and cooperative work.

The teacher then introduced the idea of scientific classification. Scientists sort living
things by their physical characteristicsin much the sameway the students had sorted the shells.
Animals that have shells are called mollusks. Mollusks can be separated into two categories,
gastropods, those that have one shell, and bivalves, those that havetwo shells. Theteacher then
asked the students to sort the shells by these categories. To help them, the librarian showed
where they could find field guidesto shellsin the library. Each circle collected the data about
the shells at their table. The datafrom each inquiry circle were then compiled as a bar graph.

At the end of this session students were asked to review what they had learned about
shells. They were also asked what el se they would liketo learn. Thelibrarian listed their ques-
tionson awhite board. The questionsincluded: “Where do these shellscome from? Where can
| find shellslike this? Are these shells worth anything? What are the animals that live in these
shells like? Do people use shells for anything?’ It was determined that each inquiry circle
would take one of these questions to investigate.

Students were given several more sessions in the library to investigate their questions.
They used encyclopedias, atlases, and informational books. They were encouraged to sharein-
formation relevant to other inquiry circles asthey found it.

They decided to create asmall exhibition of what they had learned about classification of
mollusks and invite parents to come. The students in each inquiry circle worked together to
create their exhibition. They created |abels with information about their shells, placed objects
on plastic cup pedestals, and cut colorful paper to create backgrounds. Parents and family
members wereinvited to the opening of the exhibit and students acted asthe expert explainers
for the family visitors. The students explained what they had learned to other classesin the
school, who were invited to visit the exhibition.
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Guided Inquiry has the power to excite students about using resources for learning. The
Guided Inquiry team selects avariety of sourcesfor each inquiry unit that enhance the content
of the curriculum and devel op specific information skills and concepts. In addition, the team
selects sources that match thelearning level of the studentswhile challenging them to improve
and expand their literacy skills.

The school library collection providesthe basisfor each inquiry unit. The Guided Inquiry
team first selectsfrom avariety of mediain the school library. Next the team considers sources
outside the school that will enhance both students' knowledge of the subject and their under-
standing of the range of sources available. Using the Internet opens access to abroad range of
information outside the school. The Guided Inquiry team selects relevant, high-quality data-
bases and Web sites from the Internet.

Sources from the community enliven the inquiry process. Public libraries and museums
provide accurate, reliableinformation from varied sources. Studentslearn to glean information
from less common sources, such as objects, photographs, and documents. Field trips to the
public library, local museums, and other community resources such as government offices or
businesses can be arranged at critical points during the inquiry process. Experts on the topic
can beinvited from the community to share their knowledge.

The Guided Inquiry team introduces students to a range of rich learning resources and
guides them through inquiry learning. The varied sources enliven the project and help to pre-
pare students for the kind of inquiry they will encounter in the world outside school.






Information Literacy Through Guided
Inquiry

When students come in as freshman they think that research is just another
requirement. ‘ You go out on your own and you do it. Research is something
you are assigned to do.” By the time they are juniors they have a sense of
ownership and think of research as a life skill. As seniors they have confi-
dencein doing it themselves. They see research as an integral skill.

—nhigh school principal

Many school librarians have adopted information literacy as the watchword of their con-
tribution to the education of students. However, teachers and administrators are often confused
about just what information literacy is and how it isdifferent from computer literacy or media
literacy, and why it is important. What is information literacy? How do students acquire it?
How important isit?

Call for aNew Typeof Literacy

Inthelate 1980s, librariansin many countries around the world began to noticethat anew
literacy was needed to access and useinformation sourcesin the rapidly growing technological
information environment. The term information literacy began to be commonly applied to this
type of ability. The American Library Association responded by organizing the President’s
Committee on Information Literacy, headed by Patricia Breivik, with representatives from all
segments of education. The main purpose of the committee was “to define information literacy
withinthe higher literaciesand itsimportance to student performance, lifelong learning and ac-
tive citizenship.” The final report is aclear statement of information literacy that contains the
following description of an information age school:

The school would be more interactive, because students, pursuing questions of per-
sonal interest, would beinteracting with other students, with teachers, with avast ar-
ray of information resources, and the community at largeto afar greater degreethan
they presently do today. One would expect to find every student engaged in at least
one open-ended, long-term quest for an answer to a serious social, scientific, aes-
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thetic, or political problem. Students’ quests would involve not only searching print,
electronic, and video data, but also interviewing peopleinside and outside of school.
As aresult, learning would be more self-initiated. There would be more reading of
original sources and more extended writing. Both students and teacherswould befa-
miliar with the intellectual and emotional demands of asking productive questions,
gathering data of all kinds, reducing and synthesizing information, and analyzing,
interpreting, and evaluating information in al its forms.

In such an environment, teachers would be coaching and guiding students more and
lecturing less. They would have long since discovered that the classroom computer
with its access to the libraries and databases of the world is a better source of facts
than they could ever hopeto be. The would have come to seethat their major impor-
tance liesin their capacity to arouse curiosity and guide it to a satisfactory conclu-
sion, to ask the right questions at the right time, to stir debate and serious discussion,
and to be models themselves of thoughtful inquiry. (American Library Association,
1989, p. 8)

At the time this description of an information age school was written it was considered a
dream for the future. This picture views information literacy as embedded in an informa-
tion-rich inquiry environment.

Information Literacy Standards

A decade later the American Association of School Librarians (AASL) and the Associa-
tion for Educational Communicationsand Technology (AECT) published information literacy
standards for student learning as part one of Information Power: Building Partnerships for
Learning (AASL and AECT, 1998). This publication defines information literacy in three
standards, with indicators of students who have achieved them:

Standard 1: The student who isinformation literate accesses information efficiently
and effectively.

Indicators: recognizes the need for information; recognizes that accurate and com-
prehensiveinformation isthe basisfor intelligent decision making; formulates ques-
tions based on information needs; identifies a variety of potential sources of
information; develops and uses successful strategies for locating information;

Standard 2: The student who is information literate evaluates information critically
and competently.

Indicators: determines accuracy, relevance and comprehensiveness; distinguishes
among fact, point of view and opinion; identifiesinaccurate and misleading informa-
tion; selects information appropriate to the problem or question at hand.
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Standard 3: The student who isinformation literate uses information accurately and
credtively.

Indicators: organizesinformation for practical application; integrates new informa-
tioninto one' s own knowledge; appliesinformation in critical thinking and problem
solving; produces and communicates information and ideas in appropriate formats

Two additional areasof the AASL standardsareindependent learning and social responsibility.

A Concepts Approach to I nformation Literacy

Guided Inquiry takesinto account the ALA Presidential Committee on Information Lit-
eracy Final Report (1989) and the information literacy standards developed by AASL and
AECT (1998). However, in Guided Inquiry information literacy augmentsthesein severa im-
portant ways. First, Guided Inquiry takes aconcept approach to information literacy. Second, it
integrates these information literacy concepts into inquiry units in the same way that curricu-
lum standards are met through inquiry learning.

Certain basic information literacy concepts underlie the wide range of information-seek-
ing tasks. The concepts approach presented here has been developed specificaly for the
Guided Inquiry program. These concepts are introduced, reinforced, developed, and applied
throughout students' school yearsin aninquiry learning environment. The concepts defined in
this chapter are transferable to other situations of information seeking and use.

All three areas of the AASL information literacy standards—information literacy, inde-
pendent learning, and social responsibility—are developed through Guided Inquiry. This
chapter concentrates on the three standards that emphasize access, eval uation, and use of infor-
mation. Guided Inquiry introducesgeneral conceptsthat underliethe ability to locate, evaluate,
and use library materials and the wide range of resources available through digitized informa-
tion technology and in thelocal community. (See Figure 6.1, p. 80) Understanding these basic
concepts provides students with the foundation for independent inquiry that is necessary to in-
formation literacy. These concepts are developed gradually over the course of students
prekindergarten—12 education.

Conceptsfor Locating, Evaluating, and Using I nfor mation

Guided Inquiry promotes a high degree of independence in searching for, selecting, and
using information over the course of the students’ schooling. A conceptual approach to teach-
ing information skillsis adopted to introduce students to underlying concepts that are transfer-
ableto awiderange of situations and contexts. The program does not attempt to teach al there
isto know about information searching and information technology. There are many thorough
texts available that describe methods and lessons for teaching detailed information and library
skills that you may choose to supplement this program to meet the specific needs of your stu-
dents. The Guided Inquiry information literacy concepts are afoundation for developing high
levels of proficiency and for adapting to new systems and sources that are emerging at arapid
pace. These concepts can be built over the years by integrating your school library program
with the curriculum through Guided Inquiry.
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Information Literacy Concepts

LOCATE * Library as lab for information literacy

*+ Trails and paths—browsing, monitoring, chaining,
differentiating, extracting

+ Types of scarches—preliminary, exploratory,
comprehensive, summary

EVALUATE | « Evaluating formats for reading, listening, viewing, and
experiencing

* Structure gives clues for evaluating sources

* Five characteristics for evaluating sources—expertise,
accuracy, currency, perspective, quality

USE * Determining importance, relevance, and pertinence

* Forming a focus

* Deciding what is enough

* Managing inquiry—taking notes, recording references

* Interpreting facts and organizing ideas

+ Sharing with a community of learners

Figure 6.1. Information Literacy Concepts.

Conceptsfor Locating

Thefundamental concept of accessisthat the vast and various sources of information may
be organized to enable a person to locate a specific piece of information or particular material.
The main concepts related to locating information specifically developed in Guided Inquiry
arethelibrary aslab for information literacy, trails and paths, and types of searches. (See Fig-
ure 6.2.) These concepts provide students with abasi ¢ understanding of how informationisor-
ganized to enable people to locate the materials and information that they want and to access
them from alibrary or information system.

Conceptsfor Locating

e Library aslab for information literacy

e Trailsand paths. browsing, monitoring, chaining, differentiating,
extracting

e Typesof searches. preliminary, exploratory, comprehensive,
summary

Figure 6.2. Conceptsfor Locating.

Library asaLab for Information Literacy

The school library is an integral part of an information age school. It provides a wide
range of resources for learning and serves as an inquiry lab. These two functions are essential
componentsfor learning in theinformation age. The school library providesacollection of ma-
terials that supports and enhances the curriculum and facilitates access to the vast information
resources outside the school, on the Internet and in the community. A critical function of the
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school library, however, is as alaboratory for learning how to locate, evaluate, and useinfor-
mation in awide range of situations. Guided Inquiry implementsthe school library asalab for
information literacy.

Theschool library istheidea placefor studentsto learn the basics of information literacy
and to apply and practice their knowledge. Digital libraries and online databases are rapidly
transforming access to materials previoudly only availablein libraries. Students also learn the
difference between an organized collection that has been selected and classified by librarians
and information specialists and the vast information accessible on the World Wide Web. Un-
derstanding the concepts underlying organization for accessisimportant for taking full advan-
tage of the resources of traditional libraries, digitized online collections, and the Web.

An Organized Collection

An organized collection is based on a classification system that is commonly acombina
tion of a phabetical and numerical codes that provide accessto the materialsin the collection.
The school library is an excellent laboratory for learning how a classification system works.
The Dewey Decimal Classification System is an example of one classification system. When
studentsthink of Dewey Classification asamodel of the waysto classify information and ma-
terials so that specific items may be retrieved, they can adapt this knowledge to other systems
of classification. Students can be led to think of other classification systems that they know,
such as the organization of a supermarket, department store, newspaper, magazine, or sites
they access to download music to their iPods. One problem with “teaching Dewey” isthat un-
less a concept approach is used, students have difficulty transferring their knowledge to other
classifications systems, such as Library of Congress, indexes in reference sources, indexesto
periodicals, or the organization of an online database. Understanding the concepts of
classification facilitates transference to other systems, both online digitized collections and
in-house print collections.

Title and Author Access: When You Know the Name

Title and author access are important features of a classification system. Thisisthe most
straightforward means of access. The main concept is that when one knows the title of a book
or other specific material, finding it in an organized collectionisafairly simpletask. Titlesand
authors are arranged in alphabetical order. An author’ s fiction books will be together on ali-
brary shelf orinadigitized collection and listed together in a catalog. Books can belocated by
looking up the title or the author in the catalog. Alphabetizing beyond the first letter is a
complex skill that enablestitle and author access.

Subject Access. Words That Lead to | nformation

The most important and commonly used concept for |ocating sourcesin an organized col-
lection is subject access. Subject access provides the location of materials on a topic without
knowing the precisetitle or the specific author of the source. Subject accessisakey concept in
inquiry. Guided Inquiry provides sequential interventions for developing students’ under-
standing of concepts underlying subject access such askeywords, subject headings, and search
terms that facilitate locating information. Students often have difficulty locating materias by
subject. Theterm that they use may not be the term used in the library catalog or in the online
database. Librarians find that students online searches are commonly seriously flawed, con-
sisting of natural language searches rather than Boolean connectors, which lead to more
relevant information (Whelan, 2006).
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Many studentsthink that every term may be used to locate information. They often inter-
pret not finding something as an indication that there is nothing on that topic. They need to
learn to think of alternative terms that may be appropriate subject headings and search terms.
Keyword searching requiresthe identification of descriptors. When students are guided to find
out about their topic in general reference sources, such asan encyclopediaand dictionary, early
in aninquiry process, they identify who, what, when, and where in relation to their topic. The
answers become descriptorsthat can be used as subject headings when they are ready to search
catalogs, periodical indexes, indexes in books, and other access tools.

A common problem identified by librarians is that periodicals, journals, encyclopedias,
and informational books are often overlooked. Many students' research is reduced to Google
and Internet searches. Asonelibrarian noted, “1n short, kidswere going to their favorite search
engines, typing poorly constructed searches and sorting through the thousands of hitsthey got”
(Whelan, 2006).

In Guided Inquiry, as students progressthrough the stages of theinquiry processand learn
more about their topics, they are guided to become aware of search terms, keywords, and sub-
ject headingsthat describe more precisely what they arelooking for. Their information horizon
isexpanded by understanding evolving subject accessthrough the stages of theinquiry process
and by gaining greater familiarity with awide range of quality resources.

Indexes: Tools That Lead to I nformation

Understanding the concept of subject accessisagood foundation for learning that indexes
aretools that apply subject access for locating important sources that otherwise may be diffi-
cult to find, such as periodicals and journals. Indexing is afundamental concept that underlies
locating information in awhole range of sourcesthat are not in alibrary catalog, aswell asfor
locating information within sources. In Guided Inquiry children in the third through fifth
grades are introduced to the concept of indexing by using indexesin booksto find specific in-
formation. When thereis not an entire book devoted to atopic, many young students assume
that thereisno information on that topic. Even after determining the citation that pertainsto the
specificinformation needed, students may have difficulty locating theinformation on the page.
When middle school studentsturn to apagein abook listed in an index, many expect to seea
heading or subheading on the topic. If they do not immediately notice an indication of the
topic, they often assume there is no reference to the topic on the page. Students need to under-
stand that an index lists insignificant references to a topic as well as substantial information.
Older studentsbecome more proficient at using subheadingsinindexes. They learn that it takes
some digging to find the useful information. Over time, through instruction and experience,
students learn to use indexes for locating specific information.

Trails and Paths. Finding the Way

Guided Inquiry encourages students to think of inquiry as ajourney; they need to find a
trail through the information. The path that they choose may not be the same one that another
student would follow. The choices they make along the way about what information isimpor-
tant and interesting forges their trail from source to source.

The concept of trails and paths helps students to find their way through information.
Guided Inquiry introduces students to strategies developed in information science research.
The concept of following atrail or path though the information hel ps students devel op the no-
tion of a search strategy. Students develop expertise in locating information through their
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understanding of the information-seeking concepts of browsing, monitoring, chaining, differ-
entiating, and extracting (Ellis, 1989).

Browsing is semi-directed searching in an area of potential interest. In an extensive study
of browsing, Rice, McCreadie, and Chang define browsing as“the process of exposing oneself
to aresource space by scanning its content and structure, possibly resulting in awareness of un-
expected or new content or pathsin that resource” (2001, p. 258). Browsing incorporates | ook-
ing through collections of materialsin the library and scanning digitized collectionsand online
sources. Itisagood way to get asense of possibilitiesat the beginning of theinquiry process. It
is akin to a preliminary search for offering ideas of ways to shape the inquiry. In Guided In-
quiry young children are made aware of their own browsing asastrategy for finding interesting
things to read and facts to report. Older students apply their knowledge of the structure of
sources for browsing through tables of contents and indexes and their understanding of subject
access by using keywords and subject headings to scan for possible leads and idess.

Monitoring ismaintaining awareness of developmentsin afield through regularly follow-
ing particular sources (Ellis, 1992). It involves identifying a few core sources and checking
them from timeto timeto seeif anything pertainsto the area of interest. Monitoring isapartic-
ularly good strategy when the area of inquiry is a current topic and the inquiry is expected to
take place over an extended period of time. In Guided Inquiry monitoring is introduced as a
strategy for inquiry unitsthat require current information and are studied over several months.
Students may be a erted ahead of timeto keep an eye on a certain topic to prepare for an inten-
sive inquiry project. For example, students in fifth grade may monitor weather patterns over
several months to track changes. Older students may monitor a particular news story as it
unfolds.

Chaining is awell-established search strategy in library and information science that in-
volvesfollowing up onleadsfrom citationsin sourcesthat have been useful . Referencesin use-
ful materialsare checked asleadsto other sourcesthat may al so be of use. Thereferencesin one
source provide atrail or path to other sources on the sametopic. In Guided Inquiry young chil-
dren make early use of chaining by looking for books by afavorite author. This sets the stage
for applying chaining in middle and secondary school.

Differentiating is using differences between sources as afilter on the nature and quality of
the material. It involves comparing and selecting sources by noticing differences between the
quality, expertise, accuracy, currency, and perspective of the information within the sources
(discussed in this chapter in the section on waysto evaluate sources). The sources students se-
lect and the choices they make through differentiating depend on their prior experience and
former constructs. Guided Inquiry helps students learn how sources differ and ways to make
good choices for their inquiry.

Extracting is systematically working through aparticular sourceto identify material of in-
terest. Bates (1989) uses the metaphor of berry picking to describe how people select informa-
tion from here and there. Asin berry picking, not everything is extracted from a source; only
some items of information and certain ideas are selected for use. What is extracted from one
source leads the path to the next source of information. In Guided Inquiry students learn that
selecting information to extract from a source takes place all the way along theinquiry process
and not only at the end of a search when they are preparing to present their learning.

Many online systems incorporate these strategies in their search capabilities. As Choo
explains:
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If wevisualizethe World Wide Web asahyperlinked i nformation system distributed
over numerous networks, most of the information seeking behaviors categories in
Ellis'smodel are already being supported by capabilities available in common web
browsers. Thus a user could use the browser to reach a search engine to locate
sources of interest (starting); follow hypertext linksto related information resources
in both backward and forward — linking directions (chaining); scan the web pages of
the sources selected (browsing); bookmark useful sources for future reference and
visits (differentiating); subscribe to e-mail based services that alert the user of new
information or developments (monitoring) and search a particular source or site for
al information on that site on a particular topic (extracting). (2006, p. 62)

Students who understand these strategies are prepared to make full use of the search capabili-
ties of the technological information environment. Guided Inquiry prepares students to de-
velop their own search strategy for finding their way through avast amount of information that
is fundamental to information literacy.

Four Types of Searches: Searching Along the Way

Guided Inquiry emphasizes developing thoughts and ideas about a topic, issue, or prob-
lem astheinquiry progresses. Different types of searches have different purposesthat are use-
ful at different times in the inquiry process. Students often expect to conduct one
comprehensive search, with the unfortunate result that the exploration stage is rushed through
without gaining sufficient ideas to formulate afocus, and the collection stage is bogged down
by general material not pertinent to the focus of theinquiry. In Guided Inquiry studentsgain a
clear understanding of different types of searchesto accomplishthetasks of the different stages
of theinquiry process. Students are introduced to four types of searches. preliminary, explor-
atory, comprehensive, and summary. They learn to combine and adapt these to their own in-
quiry needs. The concept of different types of searches for accomplishing different objectives
in the inquiry process isimportant for information literacy.

A preliminary searchishelpful inthevery early stagesof theinquiry process. Inaprelimi-
nary search studentsgain an overview of the general topic and an estimation of the amount and
type of materia available. Thisinformation is then used to select the general area or topic of
their inquiry.

The purpose of an exploratory search isto explore ideasto gain abetter understanding of
the genera topic and to identify ways to focus the inquiry. In the exploratory search informa
tion is gathered to define and extend the topic and lead to a focused perspective.

A comprehensive search is useful after considerable background information has led to
ideas about forming afocus. In the early stages of inquiry acomprehensive search tendsto bog
down students' thinking in detail that is overwhelming and confusing. A focused perspective
formed through the exploratory search provides a “guiding idea’ for the comprehensive
search. The purpose of the comprehensive search isto collect specific, pertinent information on
the focused perspective of theinquiry.

A summary search is conducted in the presentation stage at the close of the inquiry pro-
cess, when students are preparing to share their learning. Its purpose isto recheck information
for anything missing or that may have been overlooked.
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Conceptsfor Evaluating

The purpose of evaluating sources of information isto select what will be most useful for
accomplishing the task at hand. Although usefulnessisthe underlying criterion for evaluating
and sdlecting asource, there are many waysto judge usefulness. Evaluation of sources has be-
comeincreasingly difficult and complex because of the vast range of information, particularly
online. Guided Inquiry introduces students to severa criteria to apply for selecting useful
sources for their inquiry: considering the format, structure, and characteristics of sources to
help them make intelligent choices. (See Figure 6.3.) Using these criteria, students compare
sources to determine which will be most useful for their inquiry task.

Conceptsfor Evaluating

e Evauating formats for reading, listening, viewing, and
experiencing
Structure gives clues for evaluating sources
Characteristics for evaluating sources—expertise, accuracy,
currency, perspective, quality

Figure 6.3. Conceptsfor Evaluating.

Choosing Formats for Reading, Listening, Viewing, and Experiencing

A fundamental concept for evaluating sources is that information comes in a number of
different formats. Thereareformatsfor reading, listening, viewing, and experiencing aswell as
multimedia formats that incorporate several or al of these The range of formats includes
books, magazines, journals, newspapers, databases, Web sites, videos, objects, and people. A
format may be thought of as a package or container for the information. Different formats ac-
commodate different ways of knowing and modes for learning.

Students need to think about the whole range of formats in their search for information.
Through Guided Inquiry they learn to consider the entirelibrary as an information source with
avariety of materialsin different formats. They learn to take into account the many resources
outside the school, in their local community and through the Internet. They learn to consider
how each type of format might inform them about their topic and to evaluate what will be most
useful for them at a particular point in the inquiry process.

Guided Inquiry employsthe school library asalaboratory for learning about the many differ-
ent formats of information for reading, listening, viewing, and experiencing. Students learn to ap-
proach alibrary search from anumber of different points of accessto locateinformationin different
formats. They dso learn to expand their inquiry through museums and expertsaswell asfilmsand
television, many of these digitized for online access. They learn to apply the format of materiasas
evaluation criteriafor choosing materials that are most useful for their own inquiry learning.

Structure Offers Cluesfor Evaluating I nformation

Sources are structured in a variety of ways, and understanding these differences enables
students to evaluate the usefulness of a source for their inquiry tasks. In Guided Inquiry the
concept of different structuresislearned and applied through examples such as parts of abook,
construction of databases and Web sites, organization of reference sources, and variety of gen-
res. Understanding of these basic structures of print materials is expanded to other formats,
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such as those in museums and various media. Learning the structure of a source provides stu-
dents with ways to find relevant information in it as a means for evaluating its usefulness.

Evaluating a source by the way it is structured is an important concept that enables stu-
dents to making intelligent choices in their information seeking and use. In Guided Inquiry
young children are introduced to the concept of structure of sources through becoming ac-
guainted with the parts of a book. This sets the foundation for learning the structure of the
whole range of print materials, including periodicals and reference sources, as well as those
available electronically, such as databases and Web sites.

Understanding the concept of structure a so builds competence in using awhole range of
sources. Many students limit their information use to afew familiar sources, overlooking ex-
cellent materials such as reference sources. In Guided Inquiry students learn that a reference
sourceisreferred to for specific information and is not intended to be read all the way through.
They learn to use the structure of the reference source to locate, eval uate, and use information
for their inquiry. Elementary school children learn about the structure of general reference
sourcesand achieve competence at using general encyclopediasand dictionaries. They become
acquainted with subject encyclopediasin science and social studiesand other curriculum aress.
Building on thisfoundation, middle school studentsfind that reference sources are particularly
useful inthe early stages of inquiry, when they have little knowledge of their topic. Secondary
school students can determine which reference source is best for gathering a certain type of
information that fits the topic and stage of their inquiry.

Guided Inquiry usesdifferent genresto enhancethelearning experience. A variety of gen-
resof literature are introduced throughout elementary school and applied to inquiry learningin
middle and secondary school. The division of fiction and nonfiction is important but some-
times overemphasi zed. Through Guided Inquiry ideas and information are derived fromfiction
aswell as expository texts. For example, historical fictionisan excellent way to bring life and
reality to the events in aremote time period. The various types of fiction, including mystery,
fantasy, science, historical, adventure, sports, readistic, and humorous, are used as prompts for
further inquiry in informational materias. Other genres, such as poetry, essays, music, short
stories, plays, films, letters, and interviews, aswell as pictures and objects, are incorporated in
the rich resource environment of inquiry learning.

Five Characteristics for Evaluating Sources

Sources of information have certain distinct characteristics that enable people to select
thosethat are most useful for them. Guided Inquiry introduces studentsto five criteriafor eval -
uating sources and judging the usefulness of information for their inquiry tasks: expertise, ac-
curacy, currency, perspective, and quality.

Expertise is the knowledge of the author. Students at an early age can consider who the
author isand what qualificationsthe author has. Guided Inquiry |eads studentsto recognize ex-
perts on a subject and to notice sources that are credible, comprehensive, and complete. They
are guided to materials they can understand in credible secondary sources that explain an ex-
pert’s work when the original source may be too difficult to comprehend. Expertise is valued
for its usefulness and relevance in the inquiry process.

Accuracy isthe factua correctness and authenticity of a source. Students may be misled
by misinformation, particularly in sources they find on the Web. With their limited prior
knowledge of atopic, they may have difficulty spotting errors. Guided Inquiry |eads students
to question whether facts are correct and if the material isfreefrom obviouserrors. They learn
to recognize whether sources are thorough, sound, and sufficiently detailed for their inquiry
task.
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Currency is the date of publication or presentation of the material. Many research topics
require material from a specific time period. Students can make the mistake of searching inthe
wrong place for the wrong time period. In Guided Inquiry they learn to establish whether their
topic is a present-day, ongoing issue that requires the latest, most up-to date information, or
something that took placein the past. Students|earn the sources for the most current informa:
tion and how to find information on topics from the past.

Perspectiveisthe point of view and outlook of the author. Students need to become aware
of the difference between sourcesthat present an opinion or position and those that are primar-
ily factual. Guided Inquiry hel ps students recognize material presented with aparticular frame
of reference or slant and to learn when these sources are useful and when they are confusing
and limiting. In thisway they can respect an author’ sway of 1ooking at something while being
aertto biasthat distortsfactsand restrictsfairness. Basictoinformation literacy isthe ability to
distinguish between afactual report and an opinion piece and to select wisely from arange of
perspectives.

Quality isthe value and merit of an information source. It implies excellence in the writ-
ing, composing, and presentation of material aswell asitscontent. Quality material isclear and
understandable. Itiswell written and articulate. It isorganized in apurposeful way. Quality isa
summation of the other four evaluation characteristics. Guided Inquiry helps studentslearn to
recognize quality in both composition and content through familiarity with a variety of
well-chosen materialsin the library collection and selected outside sources.

Thesefive concepts are at the very core of evaluating sources. In Guided Inquiry they are
applied to the whole range of materials and resources for making judgments about what to use
ininquiry. Itisessential for studentsto know these concepts and to apply them throughout their
inquiry learning. A person who can apply these concepts to evaluate sources in the vast infor-
mation environment istruly information literate and educated for the information age.

Conceptsfor Using

Once a source has been located and evaluated for usefulnessit istimeto put it to use for
learning through inquiry. Guided Inquiry develops students ability to use avariety of sources
for learning through a comprehensive program of concepts, strategies and techniques that en-
able them to find meaning and gain deep understanding. These include determining impor-
tance; forming a focus; deciding what is enough; managing inquiry by taking notes and
recording references; interpreting facts and organizing ideas; and sharing with community of
learners (see Figure 6.4).

Conceptsfor Using

Determining importance, relevance, and pertinence
Forming afocus

Deciding what is enough

Managing inquiry: taking notes, recording references
Interpreting facts and organizing ideas

Sharing with a community of learnersl

Figure 6.4. Conceptsfor Using.
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Determining I mportance: From Relevance to Pertinence

Theability to determineimportancein aninformation sourceisessential for learning from
avariety of sources and isabasic skill for information literacy. Many teachers have observed
that their students have difficulty deciding what to choose asimportant from the informational
textsthey read. Even studentswho are proficient readers often have difficulty when it comesto
finding meaning in expository texts (Keene and Zimmermann, 1997). In Guided Inquiry stu-
dents learn to determine importance from information texts aswell asfiction textsin the early
grades through deep discussion of what they recall, summarize, paraphrase, and extend from
their reading. They learn not to take everything from atext but to choose only those things that
areimportant to them. Thisis the beginning of understanding how to useideasto create some-
thing of their own, of utmost importance in avoiding blatant copying and plagiarizing. Deter-
mining importanceis particularly significant as students move from learning to read to reading
to learn. Older students learn to choose information by considering how it relates to their re-
search task and to select and extract information that hel ps them to accomplish what they have
set out to do. The model of the ISP shows that the early stages of the inquiry process call for
finding information that is relevant to the genera topic and the later stages require only infor-
mation that is pertinent to the focus of theinquiry. Studentscometo recognizethat determining
what isimportant in atext changes from relevance to pertinence as the inquiry progresses. An
important component of information literacy is the ability to select what isimportant in avast
information environment.

Forming a Focus

The stages of the ISP give students a sense of the sequence of tasks they need to accom-
plish, frominitiating, to selecting, to exploring, to forming, to collecting, to presenting. One of
the essential tasksin theinquiry processisforming afocus. Thefocusisformed from what the
student haslearned inthe exploration stage. It may be atheme or apoint of view or an aspect of
thetopic that isthe creative formulation of the student. The focusisthe turning point of thein-
quiry, which movesthe student from seeking general information to seeking pertinent informa-
tion on his or her particular perspective. It serves as a guiding idea for the collecting and
presenting stages. Devel oping afocused perspective makes each student’ sinquiry abit differ-
ent. The best guard against copying and plagiarismisthe students' clear understanding that in-
quiry isa creative process in which they will be constructing, learning, and creating their own
products.

Guided Inquiry employs the full inquiry process in middle school and concentrates on
forming a focus with students in their preadolescent and early adolescent years. Inquiry for
younger children consists primarily of fact finding and reporting. While the instructional team
encourages some interpretation of facts, the full inquiry process is developed and reinforced
later, in middle school. In secondary school students apply the full inquiry process throughout
the curriculum. They learn to clearly distinguish between aright answer and a point of view.
They become proficient at analyzing and synthesizing information from avariety of sourcesto
present their perspective on aproblem, topic, or areaof inquiry. Theconcept of forming afocus
during the inquiry process enables them to gain control and proficiency in learning from a
variety of sources of information.

Deciding What Is Enough

The concept of enough involvesthe deceptively simple question, “What isenough?’ The
guestion of what isenough may have seemed fairly straightforward when aperson could gather
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all there wasto know on atopic in a contained collection. It is quite a different matter in the
present information environment. Understanding what isenough is essentia for finding mean-
ing in the vast information available. Enough relates to seeking meaning in a quantity of infor-
mation by determining what one needs to know and by formulating a focus on which to build.
Guided Inquiry helps studentsto judge for themselves when they have enough information to
make sense. They learn to decide what is enough to accomplish the task at hand. Applying the
concept of enough in each stage of the inquiry process, the instructional team guides students
in determining what is enough to recognize an information need; what is enough to select a
general topic; what isenough to explorefor background and ideas; what isenough to form afo-
cus; what is enough to define and extend the focus; what is enough to accomplish the task that
prompted the information seeking; and what is enough to share what has been solved, learned,
or created. Being able to decide what is enough isimportant for information literacy.

Managing Inquiry: Keeping Track Along the Way

Managing inquiry to keep track of ideas, information, and sources along the way requires
techniquesfor taking notes and recording references. Guided Inquiry introduces and develops
management techniques in elementary school that are extended, reinforced, and applied in
middle and secondary school.

Notetaking isan essential skill for gathering ideas and collecting information throughout
theinquiry process. Asstudentsread, they need to record ideas and factsthat they regard asim-
portant and plan to use. Many students have difficulty deciding exactly what to take down in
their notes. They frequently either make the mistakes of attempting to write down everything
or of taking sparse notations that are not useful when they refer back to them. Note taking re-
guiresadegree of abstracting, askill students acquire asthey mature. Introducing asystematic
method of note taking is helpful. Some teachers recommend the use of cards; others prefer
notebooks. In Guided Inquiry note taking is matched to the stages of the inquiry process, and
journals are used for keeping track. Journals are introduced in the early stages of the inquiry
process for jotting down thoughts about the topic and progress of the inquiry. The journal be-
comes anotebook for listing ideas during the expl oration stage and for recording important in-
formation related to the focus in the collection stage. The journal may be in the form of a
handwritten note book or aword processing computer file, or some combination of the two.

The computer is an excellent tool for keeping track of sources and for recording citations
to references. However, asection of ahandwritten journal canwork just aswell to keep alog of
sources. Guided Inquiry introduces elementary studentsto the idea of identifying their sources
of information by adding the question “Where do | find out” to their inquiry guidelines. By
middle school, students are advised to keep detailed citations of all their references in each
stage of theinquiry process. In the early stages, when they are browsing for ideas, students of -
ten think that they don’t need to take down the citation of every sourcethey use. Without alog
of sources, they readily lose track of what sources they have used and have difficulty finding
them again later when they want to go more deeply into some of the initial ideas they came
across. Even though they are advised against making too detailed notes in the early stages,
which may bog down their inquiry, they will need to make precise citations of al the sources
they use. Techniques for note taking and recording references are essential for managing
inquiry and using a variety of sources of information.
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I nterpreting Facts and Organizing | deas

The objective of inquiry learning is not merely to collect facts but to reflect and interpret
those facts to construct deep understanding. When students view their research projects as a
fact collecting exercise, they missthe most important element of inquiry, the interpretation of
the facts for learning. The research assignment itself is sometimes the source of the copying
and plagiarism problem. When students view the object of inquiry as pursuing their own un-
derstanding, blatant copying rarely occurs.

Guided Inquiry developsbasic inquiry abilitiesthat help studentsinterpret facts and orga-
nize ideas. Recall, summarizing, paraphrasing, and extending are introduced in the early
gradesto build competence in using information for learning. In middle and secondary school,
studentsapply these abilitiesto interpreting facts and organizing ideasin their inquiry projects.
Guided Inquiry provides waysfor students to devel op their ideas through the interpretation of
the facts they collect. Students’ journals/notebooks contain their determination of important
information collected from the resourcesthey have used. Theinstructional team employsinter-
vention strategiesthat foster reflection on the facts students have sel ected asimportant through
opportunitiesto collaborate, converse, continue, choose, chart, and compose. These six inter-
vention strategies, discussed in detail in chapter 9, provide practical waysfor interpreting facts
and organizing ideasthat |ead to construction, learning, and getting ready to sharethat learning
with their community of learners.

Sharing with a Community of Learners

Through Guided Inquiry theinstructional team creates acommunity of learnersin which
students learn together and |earn from each other. The audience for student inquiry isnot only
theteacher but thewholeclass. Thisissubstantially different from amoretraditional approach
to research assignments, in which the student produces a product for the teacher to grade. In
many instances studentswork on their own and the teacher isthe only person who actually sees
the finished product. In Guided Inquiry the student’ s product of inquiry isopened to the whole
community: fellow students, the entire instructional team, and sometimes the whole school
community. One of the important objectives of Guided Inquiry is to expand the knowledge
base of al studentsthrough collaborating and sharing. Studentslearn about awide range of as-
pects of the area of the curriculum from each member of the class. In thisway acommunity of
learnersis created with each student contributing to the knowledge base, providing aforum for
the development and exchange of ideas. Theinstructional team enables and guidesthis process
for the utmost benefit of all students.

Guided Inquiry facilitates students learning from each other throughout the inquiry pro-
cess by providing ongoing opportunities to collaborate. Sometimes students work in pairs,
other times in small discussion groups, at other times alone, and sometimes with the entire
class. These opportunitiesfor working together provide ameansfor construction and learning.
Studentstry out their ideas and obtain responses and suggestions from othersin their commu-
nity. They become aware of where they need to dig more and recognize further questions that
need to be addressed. Thisgroup interaction fosterscritical thinking that leadsto deep learning.

In Guided Inquiry the community of learners provides an environment for inquiry learn-
ing through elementary and secondary school. In elementary school students are involved in
asking questions, seeking to know more, and sharing discoverieswith others. In middle school
students explore ideas from various sources, integrating those ideas into their own thinking in
preparation for forming a focused perspective that they can develop for sharing and applying.
In secondary school the community of learners provides aforum for an exchange of ideas and
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active engagement in analyzing, synthesizing, drawing conclusions, and identifying further
guestions and problems. Devel oping and facilitating acommunity of learnersisaprimary goal
of Guided Inquiry.

Information Literacy Through Guided Inquiry

This chapter has presented major concepts that underlie information literacy and how
these are learned by students through Guided Inquiry, from the very youngest child in
prekindergarten to the graduating senior in secondary school. At the beginning of the chapter
we raised the question of the importance of information literacy. This chapter has shown that
information literacy formsthe basis of how peoplelearn in the information environment of the
21st century. By combining the underlying concepts of information literacy with major subject
area curriculum standards, Guided Inquiry prepares students for living and working in the
technological information society.






Meeting Content Area Curricular
Standards Through Guided Inquiry

My kids gained an entire grade level and | attribute that
to theinquiry projectsin thelibrary.
—middle school teacher

Guided Inquiry is especially pertinent for modern schools because it integrates informa-
tion literacy standards with content area standards. Chapter 6 described information literacy
standards and concepts that are integral to the Guided Inquiry approach. This chapter presents
content area standards that can be met through Guided Inquiry alongside information literacy
concepts and skills.

There are limitless possibilities for meeting content area standards through Guided In-
quiry, and the national standards reinforce that potential. The content of Guided Inquiry is
drawn from many areas of the curriculum. In this chapter we consider the national standards of
the corecurricular areas of English language arts, mathematics, science, and social studies. The
standardsin each of these disciplinesarein linewith the principlesunderlying Guided Inquiry.
These mgjor fields are in agreement that students learn best by connecting new knowledge to
what they aready know and by engaging and motivating students through active learning.
They stress and encourage a constructivist approach to teaching and learning that is central to
Guided Inquiry.

Curriculum Area National Standards

National curriculum standards have been devel oped in many subject areasto establishin-
structional guidelines for schools across the country. Like the information literacy standards,
developed jointly by the American Association of School Librarians (AASL) and the Associa-
tion for Educational Communications and Technology (AECT), the national education organi-
zations in each discipline have developed subject area curriculum standards, thoughtfully
crafted by teachers and scholars specializing in each discipline. Each set of standards presents
high expectations of achievement for students. Consideration hasbeen given to learning within
the discipline, ways of meeting curriculum objectives through the practice of teaching and
learning. Guided Inquiry draws on the national standards asimportant benchmarks for student
learning in current subject area curricula.

93
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Schools are charged with preparing studentsfor the workplace, citizenship, and everyday
lifein arapidly changing information environment. Close examination of subject area stan-
dardsrevealsthat the designers have given careful consideration to the nature of informationin
the 21st century. They haveidentified what students should know and be able to do within the
discipline. The sheer volume of information, combined with its ever-changing nature, pre-
cludes requiring students to memorize large bodies of information. Of course there are times
when memorization isimportant and necessary. However, for the most part these standardsre-
guire studentsto examine thelarger questions of the discipline rather than memorize bits of in-
formation. The majority of the standards are positioned to be accomplished within an inquiry
approach.

Common Themesin National Standards

Examination of national standardsin English language arts, mathematics, science, and so-
cia studiesreveas someimportant commonalities. (See Figure 7.1.) First, acommon thread is
areflection of best practice on teaching and learning. In each area a constructivist approach is
stressed. Second, each arearecognizesthat with theinformation “explosion” thereistoo much
information to learn it all. Third, each subject focuses on broad areas to help students gain a
larger picture of the discipline through themes and big ideas. Fourth, all four standards recog-
nize that a change of approach is needed for 21st-century schools. The standards reflect this
change by encouraging meaningful instruction, through integration and problem solving.

Common Themesin Subject Area Standards

A constructivist approach to teaching and learning

Information explosion: too much to learn it all

Focus on broad themes and big ideas

Meaningful instruction through integration and problem solving

Figure 7.1. Common Themesin Subject Area Standards.

Guided Inquiry isuniquein that it combinesall of theseimportant aspects of teaching and
learning. Thisapproach recognizesthe need for achangein information age schools and works
to achieve a solution by integrating information literacy standards and content learning. In
Guided Inquiry students learn to locate, evaluate, and use information while learning the con-
tent of the subject area. Students learn to navigate information within a discipline. Guided In-
quiry providesinformation skills essential for 21st-century subject learning.

A common theme among subject area curriculais to develop deep understanding as the
major objective of learning. In each disciplinethereisan urgency to push for meaningful learn-
ing and afocus on making sense of big ideas related to the field. A large number of the stan-
dards in the four major disciplines are best accomplished through the organic and authentic
means of teaching and learning that Guided Inquiry provides.
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Choosing Standards for Guided Inquiry

One of thefirst tasks of the Guided Inquiry team isto select standardsthat can be best ac-
complished through an inquiry unit. It isachallenging task to plan for awell-balanced curricu-
lum to accomplish the many objectives required in the standards. The national standards help
in this endeavor by arranging objectives around comprehensive themes.

Most objectives in the national standards can be accomplished through an inquiry ap-
proach. Theintegrated, overlapping, holistic learning of Guided Inquiry can accomplish more
over the course of a school year than attempting to address each standard on its own. But cer-
tain standardslend themselvesto aninquiry approach morethan others. Objectivesthat require
extensive investigation and considerable reflection are best suited to inquiry learning. The
team may find that not all objectives are best met through an inquiry approach and need not be
forced into Guided Inquiry.

Tomost effectively achieve multiple objectivesthrough Guided Inquiry, it isnecessary to
plan avariety of learning experiences for students. Over the course of a school year inquiry
units should include different kinds of questions, lead to the use of avariety of sources, and re-
quire avariety of final projects. Extensive planning ensures a good balance of literacy skills
practiced, information literacy concepts applied, and content area themes addressed during a
school year and throughout a student’ s elementary and secondary education.

This chapter presents a description of curriculum standardsin core disciplines of English
language arts, mathematics, science, and social studies, with discussion of how these standards
may be met through Guided Inquiry. There are natural integrating pointsat which subject areas
complement and enlighten one another. In these cases integration between two or more sub-
jects can accomplish goalsin several curriculum areasin oneinquiry unit. For example, social
studies and mathematics standards encourage integration among subjects. In many instances
science and mathematics objectives naturally enhance one another. Language arts objectives
may be met through application within social studies and science content. There are many op-
portunities across curricular areas where integration is meaningful and worthwhile. In this
chapter we bridge the different areas and consider ways that work together to add value to the
learning in each area. However, there is also value in the Guided Inquiry unit that remainsin
one content area. Every Guided Inquiry unit adds the bonus of incorporating the often over-
looked information literacy as the core. The following sections explain how the standards of
each of the four core curriculum aress fit into a Guided Inquiry approach, beginning with
English language arts.

National Standardsfor English Language Arts

Central to a unit of Guided Inquiry is the use of the language arts. Students use the lan-
guage arts to ask questions, think through problems, locate and use information, aswell asto
report to others. Thereisasignificant overlap between the process of Guided Inquiry and what
students should know and be able to do according to the language arts standards.

The two mgjor organizations focused on English language arts education, the National
Council of Teachers of English (NCTE) and the International Reading Association (IRA),
came together to create the “ Standards for the English Language Arts.” Information regarding
these standards can be found at the two organization Web sites, www.ncte.org and
www.reading.org.
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Thelanguage arts standards stress the ability to uselanguagefor avariety of purposes: “A
central goal of Englishisto ensure that students are able to use language to address their own
needs aswell asthe needs of their families, their communities, and the greater society.” In par-
ticular, they recommend afocus on “four purposes’:

1. obtaining information,

2. literary expression,

3. learning and reflection, and

4. problem solving and application.

InaGuided Inquiry unit al types of texts and resources are used to investigate ideas, time
periods, facts, and problems. The vast majority of texts we encounter after schooling are non-
fiction, used to find information. Students need assi stance in knowing how to read and interpret
nonfiction aswell asfiction. When thinking about the texts a one, the process of inquiry andin-
vestigating questions is mostly centered on nonfiction texts. As this list shows, literature is
only one area on which we must focus. When wethink of English classes, we often assumelit-
erature study, which is an important part of culture and language arts. We see great value in
adding literary interpretation to a Guided Inquiry unit. Guided Inquiry is uniquein that it in-
cludesfiction to set the stage for inquiry or provide arich context from which the students can
engagein an inquiry study.

Obtaining Information

The language arts standards state that “ by learning to use many different media—traditional
and non-traditional, print and non-print—to collect and convey information, students become
aware of the range of possibilities available to them for communicating with others. Building
on the information gathering and presentation skills that students use routinely in everyday
life, teachers can strengthen students’ abilitiesto perform more complex and challenging tasks
to enhancelearning in other curriculaareas.” Thisisprecisely what the Guided Inquiry unit ac-
complishes. Asdiscussed in chapter 6, Guided Inquiry takes this learning further by incorpo-
rating information literacy concepts throughout the process. Through the teaching of
information literacy aongside language arts, students learn the much-needed processes of lo-
cating, evaluating, and using information while honing their language and communication
skills.

Literary Expression

In this approach to Guided Inquiry we incorporate all forms of literature. Literary inter-
pretation isapplied to deepen students understanding of theworld. Guided Inquiry useslitera-
ture to set a rich context for learning, to provide vivid descriptions of time periods, events,
places, and experiences that enhance informational learning. As discussed in chapter 3, stu-
dents are grouped in inquiry circles, where they engage in intellectual conversations about
sources of information for their inquiry. The Guided Inquiry team listensto students' ideas, en-
courages their connections, and models discussion techniques. Instruction is targeted to stu-
dents needs through flexible grouping, use of inquiry journals for reflection and
documentation, and participation in thoughtful conversations. Guided Inquiry providescontin-
uing opportunities for practicing and improving skills needed for literary expression and
interpretation.
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L earning and Reflection

Through Guided Inquiry students are provided time to reflect and learn through pursuing
their own questions. The standards state that, “ studentswho are encouraged to usetheir literacy
skills to pursue their own interests and questions are likely to discover this potential” of lan-
guage as a powerful instrument. Frequent opportunities to talk and write journals and small
group discussion may be especially productive to devel op asense of their own resourcefulness
and of the possibilities that language makes available to them, and are better able to set and
work toward their own goals.” Guided Inquiry hasthe capacity to show studentsthis potential
of language asthey work together to investigate problems and questions. Furthermore, it incor-
porates the use of journals and small group discussion as core componentsto help studentsre-
alize their own resourcefulness and actualize the possibilities of languagein real life.

Problem Solving and Application

The premise of Guided Inquiry isto assist studentsin the process of problem solving and
applying their understandingsto new situations. A description of the standards statesthat in or-
der “to respond to everyday situations and grapple with issuesthat concern them students must
be able to use language and pose significant questionsto becomeinformed, to obtain and com-
municate information, and to think critically and creatively. . . . The challengefor teachersisto
draw on students’ real needsfor language and use these asaplatform for learning and strength-
ening of their competencies.” This challenge is accomplished through a Guided Inquiry ap-
proach. In Guided Inquiry students are asking questions for real reasons, conversing to help
one another think through a problem or approach, and using language to plan and present
information to a greater audience.

Guided Inquiry aligns with the thinking of language arts professionals about what stu-
dents need to know and be ableto do in 21st-century schools. Examination of the 12 standards
reveals overlapping compatibility with Guided Inquiry.

12 Language Arts Standards

1. Studentsread awide range of print and nonprint texts to build an understanding of
texts, of themselves, and of the culture of the United States and of the world; to ac-
guire new information; to respond to the needs and demands of society and the
workplace; and for personal fulfillment.

(Item 2 intentionally excluded.)

Students apply awiderange of strategiesto comprehend, interpret, evaluate, and ap-
preciate texts.

4. Studentsadjust their use of spoken, written, and visual language to communicate ef-
fectively with avariety of audiences and for different purposes.

5. Students employ awide range of strategies as they write and use different writing
process el ements appropriately to communicate.

6. Students apply knowledge of language structure, language conventions, media
techniques, figurative language, and genre to create, critique and discuss print and
nonprint texts.
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7. Studentsconduct research onissuesand interests by generating ideas and questions,
and by posing problems. They gather, evaluate, and synthesize data from a variety
of sources to communicate their discoveries in ways that suit their purpose and
audience.

8. Students use a variety of technologica and informational resources to gather and
synthesize information to create and communicate knowledge.

9. Students develop an understanding and respect for diversity in language use, pat-
terns, and dialects across cultures, ethnic groups, geographic regions, and social
roles.

10. (Item 10 intentionally excluded.)

11. Students participate as knowledgeable, reflective, creative, and critical members of
avariety of literacy communities.

12. Studentsuse spoken, written, and visual language to accomplish their own purposes.

Although the language arts committee on standards was not aware of Guided Inquiry at
thetime of writing these standards, they align with what studentsaccomplish over the course of
aGuided Inquiry unit. (Standards 2 and 10 have been excluded because standard 2 focuses on
literature interpretation and standard 10 focuses on English as a Second L anguage students us-
ing their home language to develop competency in English. These could be accomplished
through aGuided Inquiry unit, but neither would probably bethe main function.) Ten out of the
twelve standards are clearly aigned and are best accomplished through the instructional
approach of Guided Inquiry.

These language arts professionals state that through every experience our language is
growing and that, “the students will best develop their knowledge skills and competence
through meaningful experiences and instruction that recognize purpose, form and content as
inextricably interrelated.” Guided Inquiry provides a meaningful experience through which
students have multiple and various opportunities to practice their language skills and abilities
through planning, researching, organizing, communicating with others, and sharing
information.

National M athematics Standards

The National Council of Teachers of Mathematics (NCTM) continually revises its na-
tional standards to ensure the highest quality and most up-to-date curricula. NCTM has re-
shaped this document over 10 years to come up with well-balanced, high standards. The
NCTM standards are currently used widely in the United States and Canada. Information re-
garding these standards can be found at the organization Web site at www.nctm.org.

The mathematic standards are arranged in six learning principles and ten standards.
NCTM isin accord with Guided Inquiry based on actively constructing new knowledge out of
prior experience and new resources. One learning principle states: “ Students must learn mathe-
matics with understanding, actively building new knowledge from experience and prior
knowledge.” This aligns with a constructivist approach and is best taught through
investigations and inquiry.
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Although people often consider math to be mostly memorization of facts (computational
fluency) and numeration, thereisamajor movement at the national level to incorporatethe pro-
cesses students go through when they attempt to solve mathematical problems. The national
curriculum reflectsthis movement. Many standards are devoted to direct instruction and mem-
orization, as they argue that, “without the ability to compute effectively, students' ability to
solve complex and interesting problemsislimited,” but the vast mgjority are problem-solving
skills and process-oriented concepts. At the youngest ages, prekindergarten through grade 2,
the standards ask that children be ableto understand situationsthat entail multiplication and di-
vision, such as equal groupings of objects and sharing equally. Understanding situationsis a
very different type of learning than knowing multiplication facts, and both need emphasis and
instruction. The standards that focus on understanding concepts lend themselvesto an inquiry
approach.

Mathematical inquiry can be set aside and taught on its own. However, there are many
connections between the mathematical and the science and social studies standards. Often
mathematicsisthe meansto understanding scientific problems. In socia studies, when consid-
ering problems of population and planning, mathematicsfitsright in. An approach that consid-
erslarger problemsthat place mathematical skillsin real-world circumstances have great value
in learning concepts for deep understanding and using numeration skillsin context.

Theten mathematical standards are described as having two larger goals. Thefirst fiveare
described as content areagoals: numbers and operations, algebra, geometry, measurement, and
dataanalysisand probability. The second five are described as goalsfor the process of problem
solving: connections, communication, reasoning and proof (these are 3 and 4), and representa
tion. All have their place in Guided Inquiry. The goals in boldface type are suited to inquiry
learning.

The standards state: “Instructional programs from pre-kindergarten through grade 12
should enable all studentsto” do what is discussed in each category below.

Numbersand Operations

« Understand numbers, ways of representing numbers, relationships among num-
bers, and number systems

» Understand meanings of operationsand how they relate to one another
» Compute fluently and make reasonabl e estimates

Algebra

« Understand patterns, relations, and functions

» Represent and analyze mathematical situations and structures using algebraic symbols
« Use mathematical models to represent and understand quantitative relationships

» Analyze changein various contexts

Geometry

« Analyze characteristics and properties of two- and three-dimensional geometric
shapes and develop mathematical arguments about geometric relationships
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» Specify locationsand describe spatial relationshipsusing coor dinategeometry and
other representational systems

» Apply transfor mations and use symmetry to analyze mathematical situations

» Usevisualization, spatial reasoning, and geometric modeling to solve problems

M easur ement

« Under stand measurable attributes of objectsand the units, systems, and processes
of measurement

» Apply appropriate techniques, tools, and formulas to determine measur ements

Data Analysis and Probability

» Formulate questions that can be addressed with data and collect, organize, and
display relevant data to answer them

» Select and use appropriate statistical methodsto analyze data
» Develop and evaluate inferences and predictionsthat are based on data
» Under stand and apply basic concepts of probability

Problem Solving

 Build new mathematical knowledge through problem solving

* Solve problemsthat arisein mathematics and in other contexts

* Apply and adapt a variety of appropriate strategiesto solve problems
» Monitor and reflect on the process of mathematical problem solving

In each of thefirst five areas, most goals can betaught through an inquiry approach. When
students are asked to solve problems and apply strategies, these are best accomplished in the
rich contextual setting provided in Guided Inquiry. For example, aclass hasread articles about
atown issue that is being debated. The town has acquired some land and is publicly debating
what to do with it. Thetwo proposals are a skate park and an affordabl e housing devel opment.
The housing could earn money for the town, and the park could as well. But which would be
better for the town? How much money could each bring in? How much would each cost to
build? How many apartments could be built according to local code for that space? This prob-
lem, considering the town’ s restraints and guidelines, would give the students an actual situa-
tion to think about while considering social, ecological, and practical implications of this math
problem.

The cost and possible profit of theintended uses of thisland isareal problem for students
to engagein. Oncethey havetheir statistics straight, they can create aproposal and makeanin-
formed decision to present at atown board meeting. Thisisthetype of rich context that Guided
Inquiry affords for applying mathematical skills.

The second five standards are even more related to inquiry, asthey are al related to the
processof problem solving. Again, the standardsin bol dfacetype are specifically well suited to
inquiry.
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Connections

* Recognize and use connections among mathematical ideas

 Understand how mathematical ideasinterconnect and build on one another to produce a
coherent whole

» Recognize and apply mathematicsin contexts outside of mathematics

Communication

« Organize and consolidate their mathematical thinking through communication

» Communicatetheir mathematical thinking coherently and clearly to peers, teachers,
and others

« Analyze and evaluate the mathematical thinking and strategies of others

» Usethelanguage of mathematicsto express mathematical ideas precisely

Reasoning and Proof

» Recognize reasoning and proof as fundamental aspects of mathematics
* Make and investigate mathematical conjectures
» Develop and evaluate mathematical argumentsand proofs

» Select and use varioustypes of reasoning and methods of proof

Representation

» Createand userepresentationsto organize, record, and communicate mathemati-
cal ideas

» Select, apply, and trandate among mathematical representations to solve
problems

» Use representations to model and interpret physical, social, and mathematical
phenomena

These areasrequire inquiry and are based on processes rather than learning specific num-
ber skills. Communicating ideas about math and the process that students go through to com-
plete a problem, as well as drawing connections to other content areas such as science and
socia studies, can all be woven into aGuided Inquiry unit. Representations allow studentsto
recognize connections and communicate them to others. Presenting an argument or scientific
idea with the mathematical proof behind is a process provided in an inquiry unit.

Math lendsitself to an integrative approach aswell as an inquiry approach. Mathematical
goals and standards are best addressed in the rich context of guided inquiry. ASNCTM recog-
nizes, often mathematicsis most rel evant when considering questions from other content areas
such as science or socia studies.
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National Science Standards

The National Science Teachers Association (NSTA) created the national science stan-
dards. Information regarding these standards can be found at the organization’s Web site at
www.nsta.org. When considering what students should know and be able to do, scienceteach-
ershad amajor problem to contend with. For many yearsthey attempted to present the minutia
of scientific facts and organized them so that the curriculum would build over the years of
schooling. In recent years the NSTA has come to a new conclusion. Scientific knowledge is
continually changing as scientific advances are made. This makes it difficult to keep the sci-
ence curriculum current. With thisrealization, NSTA adjusted its approach to teaching science
that shaped the standards and expectations for prekindergarten to grade 12 education.

A new approach is reflected in the standards and isin line with what the information sci-
ence community has been reporting about the vast and growing amount of information avail-
able. Thereisanew emphasisoninquiry in the current National Science Education Standards.
The new version of the standards reflects the notion that “though the content of science may
change and devel op over time the conceptual organi zation of sciencewill remain the same and
what is needed isto provide students with the knowledge, understanding and abilitiesthat will
improve their scientific literacy.”

The standards specifically stress areduction of learning facts in the content areas of sci-
ence and more emphasis on process, inquiry, deep understanding, and communicating idess.
NSTA suggeststhe study of fundamental concepts. Rather than covering material inaclass pe-
riod or two, they suggest extended investigations to promote deep understanding.

The organization states that, “ Students understandings and abilities are grounded in the
experiences of inquiry, and inquiry is the foundation for the development of understandings
and abilities of the other content areas.” NSTA encouragesa“multidisciplinary” approach and
“providing many opportunities for integrated approaches to science teaching.”

NSTA sets out eight categories of content standards:

Unifying concepts and processes in science
Science asinquiry

Physical science

Life science

Earth and space science

Science and technology

Science in personal and social perspectives
History and nature of science

The eight categories are a well-rounded perspective on what science istoday. Each area
helps students to understand science as afield as well as “how to do science.” For example,
“scienceasinquiry” isan equal standard to each of the domains of science. In keeping with the
new approach, students are expected to understand what science is and what scientists do, as
well as the history of science and social perspectives on scientific advances.
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Unifying Concepts and Processes

This category includes the big picture of science topics and the major schemes through
which al science can be understood:

Systems, order, and organization
Evidence, models, and exploration
Change, constancy, and measurement
Evolution and equilibrium

Form and function

These “integrative schemes’ provide natural application for Guided Inquiry. Each could
be the theme of aunit of itsown, or they could be considered the larger lens through which the
students make a closer inspection of another topic. Considering science as related to these
larger themes sets the curriculum up for inquiry as it presents ideas in the form of schemes
through which many topicsin science can be understood.

Science as |l nquiry

NSTA viewsinquiry as“basic” to science education, stressing that teachersfocus on con-
ducting inquiries and devel oping understanding. They recommend that teachers provide stu-
dents with opportunities to “think and act in ways associated with inquiry, asking questions,
planning and conducting investigations, using appropriate tools and techniques to gather data,
thinking critically and logically about relationships between evidence and explanations, con-
structing and analyzing aternative explanations.” Guided Inquiry is precisely this process.
When students investigate a science theme or problem through Guided Inquiry, they are
involved in all of these activities.

Physical, Life, and Earth and Space Sciences

Physical, life, and earth and space are the “ widely accepted divisions of the domain of sci-
ence.” Inthese areasthe standardsfocus on the facts, concepts, principles, theories, and models
that are important for all students to know, understand, and be able to use. Thisis a genera
overview of the K—12 standards and does not show the breakdown of area by grade level. An
examination of the standards reveals what can be taught through an inquiry approach.

Withinthe domainsof science, characteristics, properties, structures, and functionscan be
studied through an inquiry approach. Inquiry can begin with alarger question and move for-
ward into a specific investigation to understand that question in even more detail. Each of the
standards listed here can be accomplished through an inquiry approach.

Physical Science
* Properties and structures of matter
- Chemical reactions
* Properties of motion and forces

* Energy
- Transfer and conservation of
- Interactions with matter
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Life Science
 Characteristics, structuresand functionsof organisms, living systems, and the cell
« Lifecycles, heredity, and biological evolution
* Interdependence of organisms
* Populations and ecosystems
» Matter, energy, and organization in living systems
* Organisms and environment
- Diversity and adaptations of organisms
- Behavior of organisms

Earth and Space Science
* Properties of earth materials
* Structures of the earth system and energy in the earth system
 Objectsin the sky, earth’s history, geochemical cycles

» Changes in earth and sky, earth in the solar system, origin and evolution of the
earth system

* Origin of the universe

Science and Technology

Science and technology includes the process of design and investigates how science is
linked with technology. These are the main topics related to this category:

« Difference between natural objects and human-made objects
« Abilities of technological design
» Understanding of technology and science

These complement the “science as inquiry” standard. They call for “students to identify
and state a problem, including a cost and risk and benefit analysis, design and implement a so-
lution and evaluate the solution.” These tasks are a part of the inquiry process and call for
Guided Inquiry. In addition, science and technology directly relates to mathematics as well as
economics and is anatural areain which integration of subjects can enhance understanding.

Science in Personal and Social Per spectives

Thisareaof the standardsisespecially designed to hel p students devel op decision-making
skillsrelated to what they “will face ascitizensin today’ s society.” These could be termed cur-
rent issues in science and offer multiple possibilities for inquiry learning:

* Personal and community health

* Population growth (resources and environment)
* Resources, natura and other

» Environmental quality

* Risksand benefits
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 Natural and human-induced hazards
* Science and technology in local, national, and globa challenges

These social perspectives on science offer awide range of possibilitiesfor questions that
students have about the scientific advancesthat relate to their daily lives. These areas naturally
connect with the social studies and offer an opportunity for collaboration between these sub-
jects. Through Guided Inquiry students can engage in meaningful and powerful investigations
in this area of science that connects with their lives.

History and Nature of Science

NSTA agreesthat students must come to understand science as ahuman endeavor that re-
flects history and is an ongoing and changing enterprise. Thisarea of the standards |lendsitself
to Guided Inquiry. For example, an inquiry unit may begin with historical fiction and work its
way into the investigation of science as ahuman endeavor that is changing and ever evolving.
The history of science lends itself to integration with social studies and history curriculum.

In general, most science standards can be met through Guided Inquiry. There are aso
multiple opportunities to collaborate across subject areas within the science standards.

National Social Studies Standards

The National Council for the Socia Studies (NCSS) created the social studies standards.
These can befound at www.ncss.org. Just asin the other disciplines, the social studiescommit-
teeconsidered principlesfor teaching and learning to guideinstructioninitsarea. NCSS breaks
down the discipline into ten major themes on which performance objectives are based.

First the committee puts forth principlesfor teaching and learning. These principlesalign
with Guided Inquiry asdescribed inthisbook. They statethat social studiesteaching and learn-
ing are powerful when they are

meaningful,
integrated,
value based,
challenging, and
active.

Guided Inquiry ispowerful and meaningful under thisdefinition of teaching and learning.
Inquiry learning relates to real questions and the students' lives as well as the content of the
curriculum. Guided Inquiry isintegrated. Through aGuided Inquiry unit students are engaging
in information literacy, language arts, and content area questions. Through inquiry students
comeacrossthe* values, complexities, and dilemmasinvolvedin anissue.” By using many dif-
ferent types of sources aswell as engaging in conversation with their peers, students see vary-
ing positions and opposing points of view. Guided Inquiry is challenging. Students integrate
what they know about their world and what information they gather to create a new and inter-
esting perspective to share with others. Students are engaged in reflective thinking and deci-
sion making throughout Guided Inquiry as they narrow their focus, collaborate with others,



106 7—Meeting Content Area Curricular Standards Through Guided Inquiry

gather and interpret information, and create amethod of sharing. In these ways Guided Inquiry
provides a powerful context for social studies learning.

Ten Themes of the Social Studies Standards

Socia studies professionalsrecognize the need for anew type of learning in 21st-century
schools. They present these broad themes to guide instruction and enabl e teachers to make de-
cisions about how and what to teach their students. They see thethemesas* organizing strands
for socia studiescurriculum at every school level.” Social studies programs should include ex-
periences that provide for the study of

1. culture and cultural diversity;

the way human beings view themselvesin and over time;

people, places, and environments;

individual development and identity;

interactions among individuass, groups, and institutions,

how people create and change structures of power, authority, and governance;

N o g M w D

how people organize the production, distribution, and consumption of goods and
Services,

relationships among science, technology, and society;
global connections and interdependence; and
10. theideds, principles, and practices of citizenship in a democratic republic.

In the description of each of these standards, NCSS has set out questionsthat might be an-
swered through investigation. These questions are often appropriate for inquiry learning and
are included in the following discussion of the standards with regard to Guided Inquiry.

Cultureand Cultural Diversity

Culture and cultura diversity are important for students from a multicultural society to
understand. It isalso important to include multiple perspectivesthat “ derive from different cul-
tural vantage points.” An inquiry learning focused in this theme investigates questions like
these: “What are the common characteristics of different cultures? How does culture changeto
accommodate different ideas and beliefs? What does|anguage tell usabout culture?” Through
astudy of culture, students explore topics of geography, history, and anthropology, aswell as
sociology. These types of questions and others are good examples of an introduction to a
Guided Inquiry unit.

Time, Continuity, and Change: The Way Human Beings
View Themselvesin and over Time

Through this theme students consider and develop ahistorical perspective on problems
and events. Inquiry learning focused on this theme investigates questions such as these:
“What happened in the past? How am | connected to those in the past? How has the world
changed and how might it change in the future? How can the perspective we have about our
own life experiences be viewed as a part of the larger human story acrosstime?’ Thisthemeis
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ripewith possibilities for investigationsinto the past, examining relationships, points of view,
and events.

People, Places, and Environments

This theme entails the whole of geography. Considering the world under this lens, stu-
dents can think with ageographic perspective. Inquiry learning focusing on thisthemeinvesti-
gates questions such asthese: “Where arethingslocated? Why arethey located wherethey are?
What patterns are reflected in the location of things? How do landforms change? What impli-
cations do these have for people?’ This area of study helps learners make informed decisions
about relationships between human beings and the environment. These types of questions fit
well with an inquiry approach.

Individual Identity and Development

While studying identity and how people form identities, an examination of the influence
of culture, institutions, and groups is necessary. Students consider some of these questions:
“What influences how peoplelearn, perceive and grow? How do people meet their basic needs
inavariety of contexts?’ The nature of thistheme and most other of the social studiesstandards
isthat they overlap with other standards. In considering identity, studentswill come acrossin-
stitutional, cultural, and group influences on people. Inthisway the socia studiesstandardsare
overlapping and well suited to inquiry learning.

I nteractions Among I ndividuals, Groups, and Institutions

This standard integrates areas of psychology, sociology, anthropology, political science,
and history. Under this standard, students may ask questions such as: “What istheroleof insti-
tutionsin thisand other societies? How do institutions change? What ismy rolein institutional
change?’ These are important questions in a democratic society. An example from the early
gradesin the social studies standards explains how students examine and observe ant and bee
colonies and compare them to human societies. Older students might investigate particular in-
dividuals of the past to examine how they shaped a specific time period through political,
economic, or cultural means.

How People Create and Change Structur es of Power,
Authority, and Governance

Questionsthat arise from this standard include “What is power? What forms doesit take?
Who holdsit?How isit gained, used and justified? What is legitimate authority? How are gov-
ernments created, structured, maintained and changed? How can we keep government respon-
siveto its citizens needs and interests? How can individuals' rights be protected within the
context of majority rule?’ Inthisareathe students are dealing with government, politics, politi-
cal science, history, and law, among other social sciences. Y ounger students can create amock
community to investigate the need for rulesand laws aswell ashow to enforcethem. Older stu-
dents could examine the paths to independence taken by different countries. High school stu-
dents might consider the amendments to the U.S. Constitution or political cartoons.
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How People Organize the Production, Distribution,
and Consumption of Goods and Services

“What is produced? How is production to be organized? How are goods and services dis-
tributed? What isthe most effective allocation of the factors of production land, labor, capital,
and management?’ These are excellent questions when considering the theme of economics.
In a capitalist society these are important areas to be knowledgeable and informed about.
Through inquiry into this standard studentswould expand their understanding of economicsas
it relatesto their own lives and their world. For example, they might examine the different gas
price hikesto consider causes and effects. Students could create an assembly line and examine
supply, demand, labor, creativity, independence, and quality control issues. Students could ex-
aminethe historical perspective of an event, such as how wartime affected the economy during
that period.

Relationships Among Science, Technology, and Society

Thisstandard directly overlapswith the science standard of “ science and technology” but
has a social emphasis. Inquiry learning focused in this theme investigates questions such as
these: “Is new technology always better than that which it will replace? What can we learn
from past about how new technologieswill result in socia change, some of which isunantici-
pated? How can we cope with an ever-increasing pace of change? How can we manage tech-
nology so that the greatest number of people benefit from it? How can we preserve our
fundamental values and beliefsin aworld that is rapidly becoming one technology-linked vil-
lage?’ Inthisthemethe emphasisison the socia implications of technology. This could easily
be paired with ascience unit on technol ogy, with one group of studentsexamining socia impli-
cations while another considers the same topic from a scientific perspective. Theimplications
of technology for the past and present world are well suited to inquiry learning.

Global Connections and I nterdependence

Although the committee did not include questions about this standard, consider the fol-
lowing: “How do language, arts, music, belief systems and other cultural elements facilitate
understanding or misunderstanding? How are we as a nation economically dependent on other
nations? What are the basic human rights? What role should we play in guaranteeing that all
people have basic human rights? How are we locally connected to the greater global commu-
nity? How do our own stereotypes play into our understanding of the world? What are global
issues, and how do we addressthem?’ These are only afew of the many questionsthat fall un-
der this standard and are well matched with an inquiry approach.

Theldeals, Principles, and Practices of Citizenship
in a Democratic Republic

Living in ademacratic society, it isalwaysimportant for citizensto understand their roles
in society. Through this standard students might investigate these questions: “What is civic
participation? How can | be involved? How has the meaning for citizenship evolved? What is
the balance of rightsand responsibilities? What istherole of acitizen inthe community and the
nation, and as a member of the world community? How can | make a positive difference?’
M aybe even more pertinent to studentsiswhy they should get invol ved and what good it would
do. Giving students opportunitiesto act on their questions and get involved isa part of Guided
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Inquiry. When investigating rea -world problems, students become motivated to do something
about them. Through Guided Inquiry they are encouraged and guided to know what might
make the greatest impact and be appropriate for them to do to get involved as citizensin our
country. Thefinal project takes many shapes and forms, and many include becoming a part of
the solution to a problem.

The socia studiesthemes and standards are aligned with an inquiry approach. Each area,
as explained by the standards committee, is open ended and well matched with an inquiry
approach. The examplesand questions provided here are only the “tip of theiceberg” when
it comesto the possibilities of inquiry learning. Often socia studies teachers engage their stu-
dentsininquiry learning. However, many timesthe projects are built around the academic task
of creating a research paper. The Guided Inquiry approach creates a rich learning context
around which the projectstake on more meaning and build intrigue as studentsinvestigate their
own wonderings about topics. Guided Inquiry raises the bar on the traditional approach to
teaching socid studies and is aligned with the standards.

Students M eeting Standards

It is necessary to track each student’s learning. If students are working in small inquiry
circles, how does the instructional team know what each student is learning? There are many
aspects of the Guided Inquiry approach presented in this book that help the instructional team
to track and assist students' learning. Holding conferences and teaching through interventions
are discussed in depth in chapter 9. Products like charts and journals, which students create to
help them gather and synthesize information along their path, are tools to see into the mind’s
eye of the student. When paired with aconference with the instructional team, thesetoolsarea
powerful resource for ng student content arealearning. Of coursethefinal presentation,
inwhatever form, isauseful artifact to examine, but it should not be taken asthe sol e testament
to what each student haslearned over the course of the unit. Assessment during theinquiry pro-
cess is equally as important for knowing what students are learning as the evaluation of the
final product. Chapter 8 is devoted to assessment in Guided Inquiry.

This examination of the four major national standards reveals that there is great promise
inwhat students should know and be able to do. These standards pave the way for implement-
ing Guided Inquiry. In most cases, the national standards |lend themselves directly to this style
of teaching.






Assessment in Guided Inquiry

Sudentsimproved their skillsin critical thinking and information
seeking and this could be demonstrated on the SLIM.
—high school librarian

Guided Inquiry isan active processfor both studentsand instructors. It isbased on contin-
ual assessment and evaluation throughout an inquiry unit. Assessment and evaluation inform
theinstructional team about when students need intervention and what intervention isrequired,
aswell aswhat students have learned.

An important difference between assessment and evaluation is the formative function of
assessment and the summary function of evaluation. Assessment throughout the inquiry pro-
cess a erts the team to what students have already learned and what requires further interven-
tion and teaching as the inquiry unit progresses. Evaluation at the end of the inquiry unit
indicates what students have learned and achieved throughout the entire unit.

Evaluation of aresearch assignment traditionally has been the teacher’s grade of the re-
search paper. A grade on a paper is alimited indication of the specific learning that has taken
place in the inquiry. Evaluation of the end product rarely identifies specific weaknesses and
strengths in the inquiry process of students. This type of evaluation provides limited opportu-
nity for the studentsto reflect on the process and devel op their own growth potential.

The call for authentic assessment grew alongside the standardized testing movement in
the latter part of the 20th century as the need for assessing student learning became urgent.
Since 2000 there has been anoticeabl e increasein emphasi s on assessment in school library lit-
erature. Harada and Y oshina (2004) have been leaders in addressing assessment for inquiry
learning. They have included practical assessment strategies for each stage of inquiry in plan-
ning for elementary, middle, and high school students. They focus on four core fundamentals
related to assessment:

* Assessment isacritical tool to help students determine their strengths and weaknesses
and work on improvements.

» Assessment is an equally valuable means of analyzing and informing instruction.

» Assessment isnot evaluation; it isinfused throughout the learning and teaching experi-
ence rather than limited to final outcomes.

111
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» Assessment is not an add-on; it is integral to effective teaching and learning. (Harada
and Y oshina, 2005)

Although it isimportant to be able to evaluate what students have learned at the end of an
inquiry unit, even more important for Guided Inquiry is consideration of formative assessment
along the way. Guided Inquiry depends on following progress throughout the unit and model-
ing, guiding, and instructing at critical zones of intervention. Theinstructional team plans for
assessment throughout the inquiry processto identify students evolving needs and adjuststhe
plan accordingly to ensure that students are receiving guidance and instruction for deep
learning.

Guided Inquiry isbased on formative assessmentsthat provide studentswith prompt feed-
back and timely intervention during theinquiry unit as an important component of the learning
process. Assessment methods, such as conferences, observation, and student journals, indicate
what has been learned and what hasn’t. The information gathered in these settings indicates
what intervention is necessary and timely for each student at the various stages of the inquiry
process. These types of assessments enable all members of the instructional team to make in-
formed decisionsfor guiding and instructing students. The purpose of assessment isto identify
what learning has taken place and where students need guidance, advice, and instruction.

Complexity of Assessing Inquiry Learning

In previous chapters we discussed the complexity of inquiry learning, with many kinds of
learning going on at the sametime. Studentsareinvol ved simultaneously inlearning about cur-
riculum content, information literacy, the learning process, literacy ability, and socia interac-
tion. They are locating sources of information and choosing what is useful, relevant, and
pertinent for their project. At the sametimethey are experiencing the process of learning from
the information in these sources that is described in the model of the ISP. They are learning
content from the sources and devel oping subject areaknowledge. They are also developing lit-
eracy skills by comprehending what they are reading, articulating what they are thinking, and
writing about their learning. In addition, they areinvolved in social interactionin small groups,
work pairs, and the whole group. Each of these different types of |earning requires assessment.
It isimportant to be clear which aspect of learning you are seeking to assess. Some methods
collect dataon morethan onetype of learning, but thereisunlikely to be onetechniquethat ad-
dressesall five types of learning the student is experiencing. (See Figure 8.1.) It isimportant to
be aware of what learning is assessed by any particular method and be guided accordingly.

Five Kinds of Learning in the Inquiry Process
1. Curriculum content fact finding, interpreting, and synthesizing
2. Information literacy concepts for locating, evaluating, and using
3. Learning how to learn initiating, selecting, exploring, focusing,
collecting, and presenting
4. Literacy competence reading, writing, speaking, and listening
5. Social skills interacting, cooperating, and collaborating

Figure 8.1. Five Kinds of Learning in the Inquiry Process.
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An important advantage of inquiry learning is that many things are being learned at the
same time. The complexity of the learning environment is more like the outside world and
more authentic to the student’ s experience, more interesting and engaging. This complexity
al so makes assessment more difficult, but not impossible. With thoughtful planning and akeen
awareness of the students' experience, the Guided Inquiry team can adopt assessment tech-
niquesthat provide data on the different kinds of learning in aninquiry unit. Assessment indi-
cates zones of intervention for each kind of learning that the student is experiencing.

Resear ch on Assessment of Learning in School Libraries

The Center for International Scholarship in School Libraries (CISSL) at Rutgers Univer-
sity has conducted a number of studieson theimpact of school libraries on student learning. In
one study, more than 13,000 students in grades 3—12 in Ohio schools responded to electronic
surveys about how libraries help them to learn (Todd and Kuhlthau, 2005a, 2005b); 99.4 per-
cent responded that the school library helped them to learn better. Nine help constructs were
identified from the students' responses. According to the students, the school library

« saves metime with doing my school work;

« enables me to complete my work on time;

* helps me by providing a study environment for me to work;

« helps me take stress out of learning,

« helps me know my strengths and weaknesses with information use,
* helps me do work more effectively,

* provides me with a safe environment for ideas investigation, and

* helps me set my goals and plans.

These same studies reveal that effective school libraries with qualified school librarians
have been having an impact on student learning for many years. But what isgoing on in school
libraries that is making a difference for students? What are some of the indicators that show
studentsarelearning? How do librarians and teachers assess learning in school libraries? What
are some methods for evaluating and assessing learning that have implications for designing
Guided Inquiry? This chapter considers these questions within the framework of Guided
Inquiry.

Research on Librarians' Assessment of Student L earning

In the mid-1990s a three-year evaluation of the National Library Power initiative was
conducted to improve school librariesin major urban centers across the United States. One of
the key questions addressed was, “Has Library Power influenced student learning opportuni-
ties?” The school librarians' descriptions of student learning within this national school im-
provement program provided an opportunity to gain insight into what criterialibrariansused to
assess learning.
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The National Library Power Program, funded by the DeWitt-Wallace Reader’s Digest
Fund, sought to improve opportunitiesfor student learning by upgrading school librariesin 19
urban communities. The program provided grantsto public schools over athree-year period to
improve teaching and learning through better and innovative uses of enhanced, up-to-date li-
braries. Grants of $1.2 million to each of the participating communities were used to renovate
library space; purchase new books and upgrade print and electronic collections; and provide
professional development to librarians, teachers, and principalsto learn how to work together
to make the best use of their new libraries. In return, each school had to commit to hiring and
paying the salaries of full-time certified school librarians; keeping thelibrary open and accessi-
ble to everyone throughout the school day; and increasing spending for books, software, and
educational materials (Hopkins and Zweizig, 1999).

A study of librarians’ perceptions of student |earning was conducted within the evaluation
of thisnational school improvement project (Kuhlthau, 1999d). One of theitems on the annual
Library Power evaluation survey of librarians was designed to elicit perceptions of student
learning. Librarians were asked to respond to the following prompt: “ Think back over your Li-
brary Power Program to when astudent or students had ameaningful learning experienceinthe
library. How did you know something new was learned? What stands out in your mind that
made it a good learning experience?’

Thelibrarians' responses provided critical incidents that were considered to typify what
first comesto mind when alibrarian is asked to describe student learning. The responses were
coded on a5-point scale of what the librarians emphasized as an indication of student learning.
Responsesthat emphasized thelibrarian’ sactions and not what the studentsdid, such asadding
to the collection or describing alesson taught, were coded as | nput. Responses that emphasized
guantitative measures of student use, such as a greater number of materials circulated, more
classvidits, or increased technology use, were coded as Output. Responses that emphasized a
changein student attitude, such asincreased interest and enthusiasm, were coded as Attitude.
Responses that emphasized library and information skills, such as ability to locate materials or
ability to use an online encyclopedia, were coded as Skills. Responses that emphasi zed content
learning, such as using resources to learn about a subject in the curriculum, were coded as
Utilization. (See Figure 8.2.)

Librarian Responses on Student Learning
Input resources and instruction
Output amount of student library use
Attitude change in student attitude
Skills search skills and technology use
Utilization information use for content learning

Figure8.2. Librarian Responses on Student Learning.

In each of the three years, the combined levels of attitude, skills, and utilization repre-
sented approximately 85 percent of what the librarians emphasized in their responses. Compar-
ison of the responsesin each of the three years, however, showed important changes. Over the
course of the Library Power initiative many librarians had changed their emphasis on what
they considered important to describe about student learning. Early in theinitiative they noted
achangein attitude. Next they stressed competence in locating information and using technol-
ogy. In the final year of the study many had turned their attention to using information for
learning in the content areas of the curriculum. This progression showed that, over time, fully
functioning libraries with qualified school librarians were influencing students' opportunities
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tolearn, at least fromthelibrarians' perspective. By the end of thethree-year study many of the
librarians’ descriptions of student learning emphasized using information to achieve the
overal abjectives of the curriculum of the school.

Thisstudy of changesin librarians' thinking about assessment of student learning during
the three years of the Library Power initiative provided insight into the state of assessment at
the close of the 20th century. Over thethree years of theinitiative, the librarians became more
involved in collaborative planning and teaming in the content areas of the curriculum through
professional development and through their day-to-day experiences in the schools. There is
someevidence of agradual shift toinquiry learning over time. Librarianswere ableto focuson
more meaningful aspects of student learning over the course of the Library Power initiative. In
other words, the most effective school libraries were not just used as places to learn about li-
brary skills, but library skills were being used in the service of learning throughout the
curriculum.

Indicators of Learning

A further analysis was made of the librarians' responses to identify some indicators of
learning that the librarians were applying as criteria to assess student learning. Indicators of
learning were identified in over 60 percent of the librarians’ responses. Thelibrarians’ indica
torsof learning were organized into threetiers: observation, thefirst tier; performance, the sec-
ond tier; and products and tests, the third tier. Figure 8.3 depictsthe threetiers of indicators of
learning in the order in which there wereidentified in the librarians’ responses.

Indicators of Learning as Applied by Librarians
Tiers of Responses
Observations Observed Indicators of Learning (%)
First Tier: » Comes back again 14.7
Casual Observation | ¢ Positive comments 12.7
» Expression on faces 12.0
Second Tier: + Shows independence in applying skills 19.9
Student » Helps other students 9.2
Performance * Shares ideas with others 8.0
* Asks questions; makes connections 8.0
* Recalls later 6.4
Third Tier: + Final products 6.8
Products and Tests |+ Test results 24
100.0

Figure 8.3. Indicators of Learning as Applied by Librarians.

The results of this analysis identified ten indicators of learning that ranged from casual
observation to documented evidence. One way of assessing learning in librariesis to observe
studentswhilethey are using thelibrary, typical of thefirst tier 40 percent of the responses. The
librarians observed that students came back to the library and made positive comments to the
library staff, and that their facial expressions showed that they were learning.

The second tier of responses represents more interaction and involvement on the part of
students, with emphasis on content learning and information literacy. More interactive, con-
tent-related indicators were mentioned in 50 percent of the librarians’ responses. Thisreveals
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thelibrarians' awareness of using student performance as an indication of learning rather than
just general observation. The librarians responded that students were independent in applying
skills; helped other students; shared their ideas with other students, teachers, and librarians;
asked questions; and made connections. Theteachersal so tracked | earning by listening to what
the students recalled about their learning some time later.

The librarians' observations went deeper to examine what students were doing. Ninety
percent of their assessmentsincluded observations of attitude and performance. Documenting
substantial effects of learning mentioned in the third tier of indicators represented less than 10
percent of responses by thelibrarians. A few librarians responded that they used final products
and tests to reveal student learning.

Methodsfor Assessing Inquiry Learning

The librarians in the Library Power program identified observation and performance as
the main ways of determining that students are learning. However, the librarians gave no indi-
cation that they were employing any instruments or particular methods for gathering evidence
to assess learning using observation and performance. The Guided Inquiry team will need to
plan for specific assessment methods that document their observations and students
performance for identifying progress and problems.

The best assessment methods are embedded in the inquiry process and are not cumber-
some or intrusive. Assessment should be part of the students' own learning process. Wherever
possible assessment should be folded into the inquiry task. Many of the methods of interven-
tion discussed in chapter 9 may also be adopted as assessment tools.

Methods for documenting evidence of students' learning through observation, perfor-
mance, and end product and tests are discussed in the next section. These methods serveawide
range of assessment functions by revealing different aspects of students' learning. When taken
together these assessment methods provide essentia information for the instructional team for
guiding student inquiry.

Observation

Observation was identified by the Library Power librarians as an important way to iden-
tify learning. These casual observations were informative. The librarians made general obser-
vations of library use, students' attitudes, and students' comments. They informally judged
learning by noting that students come back and make positive comments, and by the expression
on their faces. This casua approach to observation can be made more effective by
documenting the observations.

A useful method to document observations is keeping a written record at the time or
shortly afterward. Members of the instructional team record their observations, particularly
noting when a student or agroup of students are struggling or when an important question has
been raised or a connection made. The recorded observations become a valuable assessment
tool by using timely documentation, in what researchers call, “field notes.” These records are
then discussed and analyzed with the rest of the team members to guide the ongoing inquiry.

Records of conferencesand observationsof students’ inquiry processprovidevaluablein-
formation on student learning. These become part of each team member’ s daily routine. Each
member of theinstructional team makes adiligent effort to continually check in with students,
make notes about their progress, and analyze notesfor indication of patterns. The instructional
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team should communicate frequently with one another about their observations of student
learning over the course of the unit. What occurs with one group in a conference may not be
replicated at another time. When an observation is made by one member of the instructional
team, itisimportant to make note of it and sharethat information with the other team members.

Field notes are extremely important. If notes are not taken and the team relies on mental
notes, these will be difficult to re-create at alater time. It isimportant for all team membersto
keep track of and share with one another their observations of what use students are making of
information they gather, what choices they are making, and what ideas and constructs are de-
veloping. Assessment techniques such as teachers' logs of conferences and observations and
journals document change and reveal evidence of students’ progress over time.

Observations and recorded notes provide critical information for the instructional team.
Observation providesformative assessment to inform membersof theinstructional team where
they need to intervene to move studentsforward. It can a so be an evaluative tool when observ-
ing students’ understandings and misunderstandings of content information revealswhat they
have learned.

The Guided Inquiry team can plan interventions to address specific problems and adapt
strategiesfor guiding studentsthroughout the inquiry. The varied expertise of theinstructional
team provides a way to guide students in each of the different kinds of learning, with each
member observing and recording the problems and important insights in the area he or she
knows best.

Reading Recovery (Clay, 1990), a successful international reading instruction program,
has applied teacher observation asaval uable assessment tool. Teachersuse adaily observation
form on student reading to inform teaching decisions. Reading Recovery’s daily observation
record isasimplefive-column form for teachersto record their comments and observations on
different aspects of student reading. In Guided Inquiry, like Reading Recovery, observation of
student learning is on each instructional team member’s mind throughout the inquiry process.
Members of the team are consistently observing and taking notes on what students are doing,
thinking, and feeling in all five areas of inquiry learning. A five-column observation form may
be provided for team membersto make notes asthey observe studentsin each of thefive areas.
(See Figure 8.4.) The observation form helps them to communicate their findings and design
intervention to guide learning.

In Guided Inquiry observation can be extended to include what each student is engaged
in; how he or sheis going about the task; what comments he or she makes to another student;
and how each student is using, evaluating, and synthesizing information. The librarian and
teachers can go beyond attitude and general comments to include such things as an individual
student’ s searching skill, reading comprehension, note-taking ability, reporting competence,
and social interaction. These are just a very few examples of the types of learning that can be
assessed through observation. These observations are based on students performance during
the inquiry unit.
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Figure 8.4. Observation Form for Guided Inquiry.
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Student Performance

The Library Power librarians also judged performance informally by noting when stu-
dents show independence in applying skills, help other students, share ideas with others, ask
guestions, make connections, and recall at alater time. Theinstructional team documents how
students are performing at inquiry tasks. Specifically, what are they doing to accomplish their
tasksand meet their goals? Assessing students’ performance requiresthe use of documentation
of students’ behavior intheinquiry process. What actions are they taking, and what thinkingis
prompting those actions? When documenting student performance in inquiry learning it isim-
portant to elicit the underlying thoughts that prompt students’ actions. Although thoughts are
difficult to uncover, there are a number of useful methods for collecting data on performance
that reveal students thinking, including journals, search logs, timelines, flowcharts, concept
maps, graphic organizers, and short piecesof writing. Conferencesand portfoliosaretwo valu-
ablemethodsfor ng inquiry learning. These assessment methods get inside the students
inquiry process to reveal the thinking behind their performance (Kuhlthau, 19944).

Journals, short pieces of writing during theinquiry process, and a brief summary paragraph at
the conclusion of theinquiry unit arevitd interventionsfor Guided I nquiry (described in chapter 9).
Student writings about their inquiry are also valuable methods of assessment. Journasare effective
assessment tools that can track source, content, and process learning as well as providing insight
into students' language and communication skills. Journals are adirect function of student perfor-
mance, and through examining student journals and discussing them with the students, the instruc-
tional team can gather agood deal of assessment information about where students are and in what
direction they need to go. In addition, students may be asked for short writings about their topic at
severd pointsintheinquiry processto provide acomparison for assessing changein content learn-
ing. Requiring students to write brief summary statements at the conclusion of a unit provides an
evaluation of whether their content learning has gone beyond fact finding.

Charting is another valuabl e intervention that can be used for assessment. Concept maps,
graphic organizers, timelines, and flowcharts serve as interventions as well as assessment
tools. Concept maps and graphic organizers are useful for assessing content learning and abil-
ity to construct achart of thoughts during theinguiry process. Timelinesand flowcharts can de-
pict a complex process in a one-page graphic display. Timeines can track process and
flowchart can track sources.

The model of the ISP isatimeline of the inquiry process based on the thoughts, actions,
and feelingsthat are commonly experienced by students. Students can personalizethetimeline
by drawing one for their own inquiry process. By drawing a line across a piece of paper and
identifying theinitiation of theinquiry unit at thefar |eft and the compl etion of the presentation
of their learning at the far right, students have a blank timeline on which to track their inquiry.
Thetimelinerepresentswhat takes place over time, with space bel ow thelinefor describing the
multiple layers of experience. Students can record when they took certain stepsin theinquiry
process, including when they chose their topic, when they explored for their focus, when they
formed afocused perspective, when they collected information, and when they presented their
results. Thetimeline can be used to track their progress. It can be used to review what they have
done after they have completed the presentation of their learning. It can also be used for plan-
ning their work at the beginning of an inquiry unit and to compare at alater time what actually
took placeintheir inquiry process. Asan assessment tool, thetimeline enablestheinstructional
team to track student performance and to assess the use of time and to guide studentsto plan for
improvement. Y ounger students can complete the timeline with various levels of stickers or
smiley faces to show how they are going through the process.
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Flowcharts, like timelines, reveal the entire inquiry process of students related to the loca
tionand use of sources. A flowchart may be devel oped by placing abox in the upper |efthand cor-
ner of asheet of paper, indicating when theinguiry began, and another box in the lower righthand
corner, showing when thelearning was presented. The studentsfill in what happened in between.
Theflowchart depictsan overview of theinquiry activities. Thisoverview offersaway to assess
performance, to identify problemsand the need for intervention and guidance. (See Figure 8.5.)

Search logs, in which students record the sources they have located and used, may aso serve
as assessment tools for tracking their source learning. Students should record al the sources they
locate on their inquiry topic, from the beginning of theinquiry to the close of the unit. A search log
issmply arecorded list of those sources. The search log can aso be used to assess the sources that
students are finding and using to show the progress of the search. The search log providesarecord
of astudent’ s performance in searching for information. The sources may be logged in a section of
thejournal, on acomputer list, or in any kind of recording device, such as note cards

Conferences

The Guided Inquiry team also uses conferences to check on students performance
throughout the inquiry process, as an effective means of assessing inquiry learning.
Three-member instructional teams provide more opportunitiesfor conferencing with students.
Conferences offer individualized evidence that gives an inside picture of what students are
thinking, why they are taking certain actions, and how they are feeling.

Conferences help the inquiry team know how students view their own performance,
where they need help, and what kinds of strategies they are using and neglecting. The knowl-
edge gleaned from these conferences informsthe intervention and hel psthe instructional team
hone in on the specific strategies that will help students move forward.

Asan example, amember of theinstructional team has scheduled a short conference with
each student in agradeinquiry group. Thelibrarian meetswith Lizzie. When they examine her
journal together, thelibrarian realizesthat Lizzie' snotetaking isasimplelist of facts. Through
the conversation the librarian attempts to understand if Lizzie is working to synthesize the
facts. Thelibrarian becomes awarethat she needs hel p doing this and makes note of this so that
she and therest of theteam can help Lizzietoward synthesizing. Theteam reportsthat othersin
the group are having similar problems. They decide to have the students organize the informa-
tion from their notesin a chart to visualize the connections between their ideas. The next ses-
sion with the group centers on this activity, with discussion and sharing ideas. Conferences
givetheinstructional team opportunitiesfor increasing students’ self-awarenessin their use of
time, use of sources, and formulation of afocusin their inquiry.

In addition, conferences are a fundamental assessment method that separates students
ability to write from what they know. Thisis especially important at the younger grades, when
writing is till developing. Asstudentsget older and more proficient at writing, journalscan be
an excellent window into their thinking. Older students’ writings are a good basis for confer-
encediscussionsto learn more about what they arefinding difficult and what they arelearning.

Theteam can honein on certain aspects of student learning at conferences and record how
students are interpreting the information they arefinding. At other times the may team want to
usher individual studentsthrough the model of the ISP to note how they are feeling and acting
inthe particular stage they are working through. The data gathered in these conferences|ead to
ways to guide instruction, intervention, and evaluation of student learning. Conferences are a
major part of everyday Guided Inquiry. The collection of student work in portfolios providesa
good basis for conferences with the instructional team.
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Portfolios

Portfolios have been used in various ways in education. They are auseful tool when im-
plementing a long-term, schoolwide approach that overlaps different subjects and teachers.
Portfolios enable communication within an instructional team about the achievements of indi-
vidual students over time. Student portfolios are an important method of assessment and
evaluation in Guided inquiry

Portfolios gather evidence and artifacts that show learning across time. The Guided In-
quiry team decides what will go into a portfolio during theinitial planning of theinquiry unit.
That planning should be sufficiently open to allow for inclusions that may not be specifically
anticipated at the beginning of the project. For example, when a member of the instructional
team noticesthat a student has made a discovery or had an *ah hah” moment, evidence may be
represented in the student’s portfolio. When a student has accomplished something new or
used a strategy successfully, evidence can go into the portfolio. A student may realize that a
piece of work shows intellectual growth and suggest that it be included. Of course, samples
from final projects are good choices for inclusion in the portfolio as evidence of learning and
indication of the hard work the student has put into a unit. Evidence and artifacts may comein
theform of writings, notes, charts, logs, pictures, photographs, videos, and conference records.
All entries should include adated, written statement by amember of the instructional team ex-
plaining the reason and rational e for inclusion. Statements should give details about the area of
learning where growth has taken place.

Portfolios are accumulated samples of students' work in progress as well as their final
products. Entries need not be formal, completed pieces of student work. A variety of evidence
showing the progress of learning is useful. Portfolios work well with an inquiry approach,
where evidence of learning emerges naturally out of thework that studentsaredoing. Asthein-
structional team and studentstogether take note of performance throughout inquiry tasks, they
will choose significant documents that address progress to be placed in the portfaolio.

As Guided Inquiry is a form of evidence-based practice, interventions evolve from stu-
dents' need for guidance and instruction. Portfolios are substantial tools for assessing student
progressin al five areas of inquiry learning. Contents of the portfolio should represent growth
andlearningininformation literacy, inquiry process, curriculum content, reading comprehension
and language development, and in some cases socid interaction. Figure 8.6 shows the kinds of
entries that may be included in a portfolio to show student learning in each of the five areas.

Typesof Portfolio Entriesfor Guided Inquiry
KINDS OF LEARNING EVIDENCE

Information literacy

¢ Flowchart

e Search log

e Journa

e Observation notes

e Conference records

e Survey results (SLIM)
Timeline

Journal

Conference records
Survey results (SLIM)

Understanding learning process
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Journal

Conference records
Excerpt from final project
Short pieces of writing
Survey results (SLIM)

Content arealearning

Conference records
Journal

Short pieces of writing
Final project

Survey results (SLIM)

Literacy skills

Observations notes
Journal

Self-report from student
Report from peer

Social development

Figure 8.6. Types of Portfolio Entriesfor Guided Inquiry.

Portfolios are asignificant method for the assessment and eval uation required for Guiding
Inquiry. Portfolios are also useful in showing growth and student learning to parents. Another
important function of portfolios isto heighten students awareness of their own learning and
progress. Thecontentsof astudents' portfolio enablethemto evaluatethemselvesin all fivear-
easof inquiry learning. In thisway they can become aware of wherethey need improvement as
well as acknowledging their achievement and progress. Portfolios are excellent tools for
self-reflection that |eads to deep learning.

Products and Tests

One measurefor evaluating student achievement isthe product and presentation resulting
from theinquiry unit. Evaluation of thefinal product provides an important piece of the entire
picture. Thefinal product isthe culminating event of an inquiry unit. It representswhat the stu-
dent has learned. Products take many forms, such as oral presentations, festivals, demonstra-
tions, and dramas. Products also are presented in many media, such as videos, PowerPoint™
dides, and dioramas. These products are accompanied by awritten piece such as areport, pa-
per, script, or story, with a bibliography of references.

Traditionally, it is the teacher alone who grades students' final products. In Guided In-
quiry, theinstructional team, the student, and the community of |earners evaluate the products
of inquiry. In addition to the evaluation of the instructional team, the students evaluation of
their ownwork providesaself-assessment for further improvement. Studentsal so contributeto
the judgment of each others' work, which opens up the eval uation to the community of learn-
ers, where each is learning from the experience of the others.

Guided Inquiry isan instructional program that stretches acrossthe school year and extends
throughout the gradelevels. Theinstructional team gathers both eval uative and assessment infor-
mation from students' final products. Through the evauation of the final product the instruc-
tional team gathersinformation about what students need to accomplish in thefollowing unit and
in the next grade to further their understanding of each of the five areas of inquiry learning.

Theinstructional team gains afairly good sense of what students have learned before the
completion of thefinal product through ongoing assessment over the course of the unit. Thefi-
nal product, however, revealsimportant evidence of student learning that isnot accessible until
the completion of the unit. What level of synthesis has the student achieved, and how doesthe
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student present thelearning? Has the student gone beyond fact finding to explain, interpret, and
synthesize information and ideas? How well is the student able to communicate what he or she
has |learned to others?

Of course the final grade cannot be derived from the final product alone. But the final
product can shed light on how studentswere ableto accomplish their goal's, how they wereable
to communicate what they learned to others, and how the presentation matched what they were
trying to accomplish.

Tests, on the other hand, can be used to analyze how students master specific information.
For example, mastery of math strategies, scienceformulas, and historical facts may be assessed
through tests. They are often the soletool used for grading students, but we seethem asfilling a
particular need. A test may be the best way to find out how an entire class has learned specific
factsrelated to the content of the unit or certain information-searching terms. However, caution
should be taken not to automatically apply tests for assessing student learning. When the in-
structional team is considering tests, they should first determine what type of learning they are
seeking to assess. Tests should be used when the information desired is best suited to atest as
the evaluation instrument. Tests, combined with other assessment and eval uation methods, can
provide afull picture of what has been learned in the inquiry unit.

Employing Rubrics

A rubric is a useful tool for evaluating learning. The information literacy standards in-
cludeaclear definition of arubric: “ A rubricisascaled set of criteriathat clearly definesfor the
student and the teacher what arange of acceptable and unacceptable performances looks like.
Its purposeisto provide a description of successful performances. A critical feature of rubrics
is language that describes rather than labels performance. Evaluative words, like ‘better,’
‘more often,” and ‘excellent’ do not appear in rubrics. Instead, the language must precisely de-
fine actionsin terms of what the student actually doesto demonstrate skill or proficiency at that
level” (AASL and AECT, 1998, p. 177). Rubrics are incorporated in the information literacy
standards with basic, proficient, exemplary criteria of what students will be judged on in the
three categories. For example, under Standard 1, “ The student who isinformation literate ac-
cessesinformation efficiently and effectively,” one of the indicators, “ Develops and uses suc-
cessful strategies for locating information,” may be evaluated on three levels of proficiency:
“Basic: Lists someideasfor how to identify and find needed information. Proficient: Explains
and applies a plan to access needed information. Exemplary: Formulates and revises plans for
accessing information for arange of needs and situations’ (1998, p. 11).

The instructional team discusses the rubric with the students at the beginning of thein-
quiry unit to set the criteria for evaluation. The most effective rubrics are those in which stu-
dents have an opportunity to participate in considering appropriate criteriafor evaluating their
work. Although the members of instructional team has thought through the rubric in advance,
they are opento students' suggestionsfor additionsand clarification. Guided Inquiry isbuilt on
careful planning by the instructional team that can adapt to students’ participation as the unit
progresses.



Self-Assessment 125

Ass&sing Inquiry Learning over Time

Thelongitudinal aspect of inquiry opensthelearning processfor assessment methods that
provide cumulative evidence of student learning. Inquiry does not take place in one point in
time, but rather involves an extended period of time of aweek, month, or semester to investi-
gateaquestion, topic, or problem. Longitudinal evidencerevealswhat takestimeto develop as
well aswhat isforgotten over time.

Longitudinal assessment provides data on students work over time that are particularly
useful for documenting change and learning. Assessment conducted at two pointsin time re-
vea what has taken place in that time period. Assessment evidence may be collected within a
single unit or in a series of units over the course of a semester or school year. This providesa
comparison of two or more points, with the data collected at the earlier point compared with
those collected at alater point. Longitudinal assessment is used to document changeinindivid-
ual students knowledge and ability and aso for examining transition within a group of
students.

Guided Inquiry beginsin elementary school and continues on to the completion of sec-
ondary school. Assessment over severa years has the potential to depict students' long-term
progress. Longitudinal assessment may be used to follow students' progress over a number of
school years when students have remained in the same school system. Long-term documenta-
tion of student progress requires arelatively stable population in which students are not mov-
ing in and out of the school district. Longitudinal assessment provides a way to evaluate
student learning as well as assess the problems they encounter in the inquiry process.

Longitudinal assessment requires planning, organization, and management. Although
students may have different teachersin each grade, librarians usually remain in place over the
course of the students' progress in that school. For this reason, the librarian is uniquely posi-
tioned to provide longitudinal assessment for Guided Inquiry. The constant in Guided Inquiry
teams is the schoal librarian, who has a continuing relationship with students from grade to
grade and plays a key role in following student progress from year to year.

Self-Ass&esment

An important advantage of inquiry learning is that it opens opportunities for extensive
self-assessment. The nature of inquiry heightens students' awareness of their experience, their
ability, and their knowledge that can lead them to view themselves more objectively. When
they become more reflective in assessing their progress, they are better prepared to learn from
their mistakes and successes. All of the assessment methods also enable self-assessment by
giving students opportunities to reflect on what they are doing as they proceed through the
stages of the inquiry process.

Guided Inquiry enables students to become aware of their own navigation of the process
whilethey are moving through the stages of inquiry. Interventionsthat guide studentsto reflect
ontheir experiencereveal their own learning processto them. Oncethey become aware of hav-
ing experienced different stages or phasesin their inquiry, they are ableto plan for future situa-
tionsof learning frominformation. Their approach to inquiry becomes morerealistic, efficient,
and effective. They see the purpose of developing strategies for learning within the various
stages of the inquiry process, such aslisting ideas and questionsin the exploration stage of the
I SP and taking detailed notes in the collection stage.
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Interventions by the instructional team throughout the inquiry process help studentstore-
flect on what they are feeling, doing, and thinking. However, the final stage of theinquiry pro-
cess, when the presentation of learning has been completed, is a critical time for students to
reflect on what they have done. At this time they can review their progress to identify what
caused them difficulty and to determine what they might do differently the next time to im-
prove. Assessment techniques such as journals, search logs, timelines, flowcharts, and short
writings enabl e students to become more aware of their own progress through the stages of in-
quiry process, identify problems, and take steps toward improvement.

Developing an Instrument for Assessing I nquiry L earning:
Student Surveys

The longitudinal aspect of inquiry learning offers the prospect for designing an instru-
ment to collect data on student learning at several pointsin theinquiry process. Aninstrument
for assessing inquiry learning would be a useful tool for the Guided Inquiry team. The magjor
challenge is to design an instrument to provide assessment information for the instructional
team and al so promote self-awareness among students. The instrument hasto be incorporated
into the inquiry process without being intrusive or distracting. The ideal would be an instru-
ment that could be used as an intervention for reflection while serving as an assessment of
learning progress. To get a closer ook at the assessment of inquiry learning in action, the
CISSL research team conducted astudy of awell-established inquiry program. The study took
placeat Gill St. Bernard School in Peapack, New Jersey, whereinquiry learning in middle and
secondary school, led by librarian Randi Schmidt, had been in place for severa years. The as-
sessment was infused into the inquiry process as a way to help students think through each
stage in the process as well as give the instructional team indications of student progress.

The CISSL study at Gill St. Bernard School became apilot study for alarger research ini-
tiative to devel op an assessment instrument for inquiry learning for more general use that was
funded through aresearch and devel opment grant (Todd, Kuhlthau, and Heinstrom, 2005). The
purpose of the project, titled “ The Impact of School Librarieson Student Learning,” wasto de-
velop a means for school librarians and teachers to provide evidence of the impact of their
school libraries on student |earning through a“toolkit” to show the growth of student learning
through inquiry units. An assessment toolkit was developed, tested, and refined in the study of
grades 6-12 studentsin ten diverse public schoolsin New Jersey undertaking inquiry projects.
It involved teacher and school librarian teams, consisting of ten school librarians working on
17 different curriculum units with 17 classroom teachers. A full report of this research is
available at www.cissl.scils.rutgers.edu/imis.

The research sought to measure how students knowledge of their curriculum topics
changed during the inquiry unit and to track changes in interest and information seeking. A
combination of qualitative and quantitative methods was used to examine the students’ learn-
ing. The datawere collected at three stages of the students' inquiry process: at initiation of the
inquiry project, midway during the inquiry process, and at the completion of the project.
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Student Learning Through Inquiry Measure: SLIM

The assessment toolkit, called the Student Learning through Inquiry Measure (SLIM),
was designed to

1. track changesin students knowledge as they move through the inquiry process,

2. provide input for designing interventions for effective information seeking and
learning; and

3. enable school librarians and teachersto provide evidence of the learning role of the
school library.

During the development of the toolkit, student surveys were administered at three points
in theinquiry process. Thefirst survey was administered at initiation of the unit and after stu-
dentshad made an initial choice of atopic but before they moved to active information seeking
in the exploration stage. The second survey was administered at the midpoint of the inquiry
unit, after students had devel oped some background knowledge and were beginning to formu-
late afocus. The third survey was administered on the last day of the unit, after they had pre-
sented their learning. Each survey consisted of the following directions:

This short survey asks some questions about what you know about your topic and
how you feel about your topic.

1. Writethetitle that best describes your research project at thistime.

2. Takesometimeto think about your research topic. Now write down what you
know about this topic.

What interests you about this topic?

How much do you know about this topic? Check one box that best matches
how much you know.

O nothing Onotmuch Osome [Oquiteabit [ agreat dea
Write down what you think is easy about researching your topic.

Write down what you think is difficult about researching your topic.
Writedown how you arefeeling now about your project. Check only the boxes

that apply to you.
O confident O disappointed O relieved O frustrated O confused
O optimistic O uncertain O satisfied O anxious O other

The third survey had three additional questions:

8. What did you learn in doing this research project? This might be about your
topic or new things you can do or learn about yourself.

9. How did the schoal librarian help you?
10. How did the teacher help you?
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When the CISSL team compared the responses on the survey at the three pointsin the stu-
dents inquiry process, wefound that the SLIM was ableto elicit change over the course of the
inquiry unit. Two distinct patternsemerged in the analysis of the students' responses: fact find-
ing and synthesis. One pattern focused on fact finding and the other focused on interpreting to
determine what the facts mean.

In the fact-finding pattern students accumulated over the course of the three surveys.
These studentslisted general “commonsense” factsin thefirst survey, an increased number of
factsinthe second survey, and morefactsin thethird survey. An example of afact-finding pat-
ternisshowninthestudents' statementstaken fromthethree surveys. Survey 1, “Heisvery fa
mousfor hisplays. .."; Survey 2, “Hemarried Anne Hathaway. They had 3 children. Hewrote
37 playsand 152 sonnets.”; Survey 3, “Hewasborn on April 23, 1564 in Stratford-upon-Avon,
Britain . . . . Married at age 18. Had three children, Judith, Hammet and Sussana. He was the
first boy in thefamily, had 3 sistersand 1 brother, Joan, Margaret, Gilbert.” Statements on the
second and third surveysadd morefacts, but therewaslittle rel ationship or connection between
the facts made over the course of the inquiry unit.

In the comparison of thethree surveys, the synthesis pattern showed achangein students
use of facts. The students listed general “commonsense” factsin thefirst survey similar to the
fact-finding students. However, in the second survey these students' statements showed expla-
nation of how and why and/or an indication of making connections and linking the facts. In the
third survey many of these students' statements showed evidence of interpreting the facts and
drawing conclusions. The statements of these students on the third survey were sometimes
shorter and more concise than their second survey statements.

An example of a synthesis pattern is shown in one student’s statements taken from the
three surveys. The student’ stopic was the immune system. Survey 1, “It probably has most to
do with how the body reactsto certain problemsin thebody. Like how abody reactsto asneeze
or acough.”; Survey 2, “Theimmune system iswhat protects you, anybody from various out-
sidebacteria, viruses, and germs. Theimmune has|-cellsand other types of cellsthat help fight
the. ... Whenyou cut yourself you can seetheimmune system at work because you can seethe
cellsthat arerebuilding thetissuesthat werecut . . . etc.”; Survey 3, “ Theimmune systemwasa
big topic. | found out that there is actually two types of immune systemsinthebody . . . .|
learned that if bacteria enters your body, it could enter acell, replicate in amatter of minutes. . . .
So you have millions of bacteriain the body after an hour . . . . The body works against such or-
gan [degradation], mineral deficiency, mechanical damage and other. What | really enjoyed to
learn was that the minute you are born . . . and when you die your immune system shuts down
letting in all the bad stuff, so now the body is an open door.”

Another example of asynthesis pattern was taken from the statements of astudent investi-
gating the topic of adrenalin. Survey 1, “Itisanatural rushinyour body. It can occur from ex-
citement, nervousness or fear. Can enable a mother to lift a car off her child: a strong rush of
energy strength or feeling.”; Survey 2, “Itisacompound that is stimulated by afeeling of fear,
excitement or nervousness. It effects nerve and musclefunctions and effects circul atory system
and heart rate. It can be used in asthmainhalersto relax outbursts and attacks. Also called epi-
nephrine.”; Survey 3, “ Adrenaline or epinephrineisahormone. It formsclear to white crystals
and iseffected by light and dark. It is created in the medulla. . . from the hypothalamus part of
thebrain. Itisknown asthe‘fight or flight’ responsethat preparesyour body for abig mental or
physical act. It effectsnormal muscleuse, lungs. . . . Itisused in asthmainhalers, operationsto
prevent bleeding and used in cardiac arrest injections.”

Thesetwo examples of synthesis show quite sophisticated, progressive use of information
for learning that had been acquired by these students over the course of project and clearly
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point to what can be donein Guided Inquiry. The fact-finding example shows an opportunity
for intervention that guides studentsto reflect on the factsthey arefinding and to begin to look
for explanations and conclusions.

The third survey question is related to students' interest over the course of the unit. Stu-
dentsin schoolswith the most explanation and conclusionsin their responses showed stronger
positive emotions at the projects’ completion when compared with students with more of a
fact-finding pattern. In responseto questions about what was easy and difficult, students' state-
ments related to the availability and access of information. Responses to how librarians and
teachers helped described the traditional role of the teacher helping with content and the
librarian helping with sources.

There was a substantial differencein student learning in different projects, but the teach-
ersand librarianswere not fully aware of the differences. Thismay have been becausethey did-
n't have effective instruments to assess student learning. Some inquiry units resulted in more
fact finding and others resulted in more explanation and interpretation of the facts. Surpris-
ingly, these patternswere not found to be rel ated to the age or ability of the students. It seemed
to be related to what the students expected to do in the inquiry unit and the interventions that
guided them through their inquiry. This finding was similar to the Limberg study (1997), in
which the objective of the students determined how they approached the inquiry project,
whether they thought it was afact-finding exercise or understood that they needed to reflect on
the facts and come up with some ideas of their own about the topic of inquiry. When we re-
ported these findings to the expert librarians in the study, they began to think of strategiesfor
guiding their studentsin going beyond fact finding to drawing conclusionsfor deeper learning.
This is the very purpose of an assessment tool. However, the drawback of the SLIM at this
point was that the librarians and teachers didn’t have criteria to use to evaluate the students
statements. The CISSL research team had devel oped a system of coding the surveysthat could
not easily be reproduced for teachers and librarians to apply in their schools.

Although SLIM was successful for eliciting change in students knowledge over the
course of aninquiry unit, it was difficult to analyze. The study provided insight into the devel-
opment of an assessment instrument for inquiry learning and raised some considerations for
adapting the SLIM for broad use. Some of theteachersand librariansin the study reported that
the surveystook too much time. A shortened version of SLIM included five similar questions,
with asixth on the third survey. The surveys were called “reflection tasks” to encourage their
use as interventions to help students reflect on what they were doing and to foster self-assess-
ment as well as serving as an assessment tool for the instructional team:

Reflection task 1
Take sometimeto think about your topic. Now write down what you know about it.
How interested are you in thistopic? Check one box that best matchesyour interest.
O not at all O not much O quiteabit O agreat dea

3. How much do you know about this topic? Check one box that best matches how
much you know.

O not at all O not much O quite a bit O agreat dea
When you do research, what do you find easy to do?
5. When you do research, what do you find difficult to do?
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Reflection task 2
4. Thinking of your research so far, what did you find easy to do?
5. Thinking of your research so far, what did you find difficult to do?

Reflection task 3
4. Thinking back on your research project, what did you find easy to do?
5. Thinking back on your research project, what did you find most difficult to do?
6. What did you learn in doing this research project?

The CISSL team devised a procedure for analyzing and comparing the students' state-
ments on the three reflection tasks, intended for use by instructional teams of teachers and li-
brarians (see Figure 8.7). The coding identifies facts, explanations, and conclusionsin student
statementsto questions 1, 2, and 6, which relateto curriculum content learning. M ost responses
to questions 4 and 5, regarding what is easy and difficult, related to information location, eval-
uation, and use and may be assessed on an individual basis to determine where the student
needs assistance, guidance, and instruction during the inquiry process.

Analyzing SLIM Reflection Tasks

Area of Learning Assessed Questions

Curricular content 1. Take some time to think about your topic.
Facts Now write down what you know about it.
Explanations 2. How interested are you in this topic?
Conclusions 6. What did you learn in doing this research

project?

Process of learning over time 3. How much do you know about this topic?

Information literacy 4. When you do research, what do you find
Location easy to do?
Evaluation 5. Thinking of your research so far, what did
Use you find difficult to do?

Figure 8.7. Analyzing SLIM Reflection Tasks.

Preliminary testing found that some teams found it a useful tool for collecting data and
coding and analyzing the students' responses. Those who found it useful commented that it
helped them check whether students were learning throughout the project. The SLIM toolkitis
available on the CISSL Web site at www.cisdl.scils.rutgers.edu/.

Many Ways of Assessing for Guided Inquiry

In this chapter we discussed the importance of both eval uation and assessment in Guided
Inquiry. Assessment isessential for guiding studentsthrough the process of learning fromava-
riety of sources. However, assessment is complicated because there are different kinds of
learning going on at the sametime. Students arelearning about sources, content, process, com-
prehension and articulation abilities, and social skills. No one measure can capture it al. The
SLIM toolkit has been found to be useful for assessing many of these kinds of learning. How-
ever, SLIM is only one way of assessing learning. The most effective assessment combines
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several measures such as SLIM with observation portfolios and conferences to give a fuller
picture of students progress and need for further intervention. By taking advantage of thelon-
gitudinal aspect of inquiry learning, assessment may be done at different pointsin the process
to provide a comparison for demonstrating change or monitoring the need for intervention.

The most successful assessment techniques are those that can be folded into the inquiry
process. Students and teachers becomeimpatient with assessment that interrupts the process of
learning and distracts students from the task at hand. By incorporating assessment measures
with intervention strategies, the dua purpose of helping students to reflect on their work in
progress and providing an assessment of their work for the instructional team isaccomplished.
Many intervention strategies that promote reflection intended to foster comprehension aso
provide data for assessment These interventions also provide the necessary feedback for
student self-assessment, essential for learning.

In afollow-up survey of teams of teachers and librarians who had participated in Guided
Inquiry workshops, many noted an improvement in their students' |earning. Whilethey recog-
nized that an inquiry approach took more time than previous years' projects, they also noted
that the learning was richer and deeper and that “ knowledge became more personalized over
time.” Asthey saw improvement in their students' learning, they noted that the inquiry ap-
proach was beginning to take hold in their schools. Asoneteam reported, “ The project wasini-
tially intended as one project but gave birth to new projects along the way that all were
connected.” Oncethey had adopted the Guided Inquiry approach with their students, they con-
tinued in other projects as new guestions and topics arose along the way. Connections in the
pursuit of learning are an integral part of the inquiry process that teaches students the natural
progression of constructing their understandings of their world.

This chapter discussed assessment as an essential component of Guided Inquiry, present-
ing research that shows the impact of school libraries on learning in a series of studies of stu-
dents, librarians', and teachers' assessment of learning. Observation, performance, products,
and testsidentified as indicators of learning are being developed into strategies to assess stu-
dent learning through theinquiry process. Journals, search logs, timelines, flowcharts, confer-
ences, and portfolios are among the assessment strategies recommended along with
suggestions for employing rubrics. SLIM, Student Learning through Inquiry Measure, de-
signed specifically for Guided Inquiry, was introduced. The best assessment is embedded in
the inquiry process and folded into the interventions guiding the inquiry.






Interventions for Guiding Inquiry

Intervention is what we used to call the teachable moment—the moment when somebody can
learn more about the research process or about the content or where to find something.
—middle school librarian

Guided Inquiry isbased onintervention at critical pointsin students progressthroughthe
inquiry process. Theinstructional team organizesthe unit of study and identifiescritical points
at which students need assistance and instruction to progress in their learning. When to inter-
vene and how to intervene in students’ inquiry are the main decisions for the Guided Inquiry
team in planning a unit. This chapter examines the theoretical concept underlying decisions
about when to intervene. Fundamental considerations and practical ideas are discussed.

Guided Inquiry is a perspective on learning rather than aformulafor teaching. The very
nature of inquiry makes it impractical to present a prescribed package for implementing in-
quiry learning in al schools for every student. The definition of Guided Inquiry discussed in
thefirst chapter isworth repeating at this point to keep in mind the dynamic, evolving nature of
inquiry learning and the flexibility and professional expertise called for in the instructional
team.

Inquiry isan approach to learning that involves studentsin finding and using a variety of
sources of information and ideasto increase their understanding of aspecific areaof the curric-
ulum. It is not simply answering questions and getting the right answers. Inquiry learning en-
gages, interests, and challenges students to connect their world with the curriculum. Inquiry
does not stand alone but is grounded in the content of the curriculum, which motivates students
to question, explore, and formulate new ideas. Although it is often thought of asan individual
pursuit, inquiry isenhanced by involvement with acommunity of learnersin social interaction
where each can learn from the other. Inquiry isaway of learning that prepares studentsto think
for themselves, make thoughtful decisions, develop areas of expertise, and learn throughout
their lives. Itisaway of learning that meetsthe demands of living in theinformation-driven so-
ciety of the 21st century. Students gain competence in inquiry learning by being guided
through theinquiry process by teams of teachersand librarians at each gradelevel. Wecall this
guided approach to inquiry learning Guided Inquiry.

133
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In this chapter we examine some general principles and strategiesfor guiding studentsin
the devel opment of knowledge and skillsfor learning from avariety of sources of information.
Although each Guided Inquiry unit should be tail ored to specific students meeting certain cur-
riculum standards, there are some general guidelines for devel oping interventions that the in-
structional team should consider when planning for students. Interventions are carefully
planned by the Guided I nquiry team with the objective of enabling studentsto develop research
competency and subject knowledge as well as fostering cooperative learning, reading
comprehension, language development, and social skills.

In Guided Inquiry we use the term “intervention” instead of “instruction.” Instruction is
only onetype of intervention used by the team. Many others are discussed in this chapter. This
difference in terminology orients our thinking about guiding student inquiry, which is at the
core of designing and implementing inquiry learning for students.

Open-Ended Questions

First and foremost, Guided Inquiry isinitiated by treating issues, questions, and problems
as open-ended ones that must be addressed by using anumber of sources over aperiod of time.
These open-ended topics arise directly from the subject areas of the curriculum to initiate in-
quiry based in research rather than artificially imposed research assignments that only periph-
erally relate to the context, content, and objectives of the course of study. Open-ended topics
provide opportunities for students to generate questions that are important and interesting to
them. Through modeling, conversing, and listening, the instructional team guides studentsin
raising their own questions, which motivate them to investigate to learn more. Research on stu-
dent engagement and motivation hasfound that self-generated topics are pursued more deeply
and with greater interest than those that students perceive as imposed on them (Gross, 1998;
McNally, 2005). The Guided Inquiry team issues an invitation to research that draws students
into the inquiry process.

The open-ended questions of Guided Inquiry can be compared to the essential questions
of Understanding by Design (Wigginsand McTighe, 1998). In the backward design process of
Understanding by Design, teachers are encouraged to “first identify the desired learning out-
come” and work backward to “determine what is acceptable evidence” before “ planning learn-
ing experiences and instruction” (p. 9). In Guided Inquiry, the core team plans carefully and
considers at the beginning of the inquiry what outcomes will be the result as well aswhat as-
sessments will be used to determine learning and understanding. In addition, the core team
plans assessments and interventions throughout the process of the inquiry that are directed or
targeted to each student’ s competences and needs.

In Guided Inquiry students are encouraged to “address’ questions rather than “answer”
them. Looking for answers promotesfact finding for theright answer. Whilefinding aright an-
swer to asimple question may be incorporated into the inquiry process from timeto time, the
purpose of inquiry islearning at ahigher level. Looking for answers promotes asimplistic ap-
proach that stops at fact finding, neglecting reflection on what the facts mean. Inquiry is based
on investigation for deeper understanding. Guided Inquiry involves students in addressing
open-ended questions for constructing their own deep understanding of a specific area of the
curriculum. Addressing questions leads students into interesting directions to explore ideas
and arrive at new understandings.
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The Guided Inquiry team designs inquiry assignments that create an invitational tone or
mood toinitiatetheinguiry process. An assignment can set either aninvitational mood or anin-
dicative mood at the beginning, which influences students' attitudes and approach throughout
the entireinquiry process (Kuhlthau, 2004). Assignments that set an indicative mood are pre-
scriptive, narrow, and simplistic and tend to close down theinquiry beforeit begins. An assign-
ment that sets an invitational mood opens up the creative possibilities that inquiry allows.
Guided Inquiry teams seek to design inquiry assignments that foster an invitational mood
through open-ended guestions for students to address through the inquiry process.

Basic Inquiry Abilities

There are basic abilities that underlie the inquiry process. These abilities can be intro-
duced to the youngest child in prekindergarten and developed throughout elementary school.
These abilities can be applied to extensive inquiry projectsin middle school and expanded to
more independent projects in secondary school.

» Recall—Remember what stands out in your mind.

» Summarize—Select ideas and place them in meaningful sequence.
 Paraphrase—Tdll it in your own words.

» Extend—Form new understandings and raise new questions.

Memory playsacritical function in the process of learning. In the Guided inquiry context,
recalling is reflecting and remembering certain features of what has been read, heard, and ob-
served. We remember selectively rather than recalling everything. Recall is based on what we
aready know, which forms a frame of reference for selective remembering. The personal
frame of referenceis often referred to as aperson’ s schemaor constructs. What isrecaledisa
selective process that may differ widely from child to child. Recalling personal experiences
that relate to the ideas encountered through the inquiry process hel ps children select those that
have personal meaning. Guided Inquiry encourages studentsto recall, enabling them to make
connectionswith what they already know and to note what fits or contradictstheir present con-
structs. Children might ask each other, “What surprised you?’ or “What did you find interest-
ing?’ Recall is not merely reciting back but active remembering on the part of the student.

Summarizing isorganizing selected ideas in ameaningful sequence. Like recalling, sum-
marizing involves selective attention that is based on the child’ s former constructs. Constructs
lead children to consider certain ideas significant and others less so. Intervention that encour-
ages students to summarize enables them to select salient points, facts, and themesfrominfor-
mation and to order the ideas in a meaningful way: not what the textbook prescribes as
important points, but what the student sees as important. Looking at the text in this way and
knowing that thisis what we want studentsto do is an important attribute of inquiry learning.
Thistype of personal summarizing must be modeled, taught, valued, and emphasi zed over and
over. What is left out is asimportant a choice aswhat is retained.

The decision about what is enough to convey meaning is the difficult conceptual task of
formulation. Small childrentend to want to tell all and have difficulty choosing parts of astory.
For older children the author’ s words sound better than their own. Without clear value of stu-
dents' own summaries, mindlesstransport of texts or copying will usually result. The main ob-
jective of summarizing is to organize the information in an abbreviated form by determining
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the ideas that convey personal meaning. Guided Inquiry enables students to summarize, pre-
paring themto useinformation to formul ate and build their own ideasin the process of learning
through inquiry. Children might ask each other, “What do you think is important?’ “What
comes at the beginning, in the middle, at the end?”’

Paraphrasing is retelling in one’'s own words the ideas encountered in the inquiry pro-
cess. When children’ swords are as acceptabl e as the author’ s and more appropriate under cer-
tain circumstances, they are encouraged to break away from the text to tell the story in their
own way. When we talk about texts, we are talking about al sort of multimedia, such asinter-
views, films, and art, as well as books and other printed materials. Through Guided Inquiry
young children’ sretelling and paraphrasing is valued and encouraged. Where paraphrasing is
not valued, indiscriminate copying and plagiarism frequently results. Inquiry arises from an
open-ended question to be addressed, a problem to be solved, or anissueto be explored that re-
quires paraphrasing ideas. It isnot asimple question to be answered by copying word for word
from atext. However, it is essentia that the origin of the information be documented and the
author credited. Guided Inquiry helps students to determine when to use their own words and
what to quote and how to document their sources. Paraphrasing isapowerful ability for formu-
lating and learning in the inquiry process. Children might ask each other to, “Tell about what
you learned” or “Tell what was interesting and new.”

Extending isforming new understandings and raising new questions. Extending involves
making connections between ideas gathered through the inquiry process and one's own con-
structs. In literacy and reading comprehension, students are encouraged to make connections
between the source and themselves, other texts, and the world. Extending begins with a thor-
ough and explicit comprehension of the source, leading to theinterpretation of theideaswithin.
It encompasses interpreting information and applying it in the creative process of using infor-
mation. Extending is an essential ability in learning that leads students beyond mere fact find-
ing and question answering to explanation, synthesis, and creating a deep understanding of
their own. Children might ask each other “What connects with something else you know?’
“How doesit relate to something you have read, seen, or done?’ “What else would you like to
know?’ Guided Inquiry challenges students to seek meaning in the inquiry process and to ap-
ply their learning to their own lives. “What if” questions are also good for €eliciting deep
thinking in extending to form new understandings. (see Figure 9.1.)

Intervention Questions for Basic Inquiry Abilities
Recall Remember what stands out in your mind.
*  What surprised you?
* What did you find interesting?
Summarize Select ideas and place them in a meaningful sequence.
«  What do you think is important?
»  What comes at the beginning, middle, and end?
Paraphrase Tell it in your own words.
+  What was interesting and new?
+ Tell about what you learned.

Extend Form new understandings and raise new questions.
* How does it relate to something else you have read, seen,
or done?

*  What else would you like to know?

Figure 9.1. Intervention Questionsfor Basic Inquiry Abilities.
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Guided Inquiry develops students' ability to recall, summarize, paraphrase, and extend
information and ideas, enabling them to learn through inquiry. Thesefour abilitiesareinterwo-
ven with all stages of the inquiry process rather than occurring in a step-by-step sequence. As
students encounter ideas, new questions arise that require further information. This recursive
process |eads to formulation of afocused perspective and adepth of understanding. Inthispro-
gram of Guided Inquiry, these abilities are introduced and developed in grades
prekindergarten—2, reinforced in grades 3-5, and applied in the middle and secondary school
with multiple sources from avariety of formats. Devel oping these basic inquiry abilitiesin the
early grades lays the foundation for learning through the inquiry processin middle school and
independent inquiry in secondary school, which paves the way for lifelong learning in the
information age.

Strategiesfor Inquiry Learning

In Guided Inquiry theinstructional team employsintervention strategiesfor enabling stu-
dents to construct their own understandings. These strategies are recommended for helping
students to move beyond fact finding to explanation and synthesis of the facts. Chapter 3 dis-
cusses how collaboration and conversation are applied for creating third space, where the cur-
riculum and the child’s world merge, and for forming a community of learners. This section
includes four additional strategies and discusses some ways each may be applied in Guided In-
quiry. These intervention strategies, known as the “Six Cs’, are collaborate, converse, con-
tinue, choose, chart, and compose (Kuhlthau, 2004, pp. 134-140). (See Figure 9.2.)

Intervention Strategies for Guided Inquiry
The Six Cs
1. Collaborate Work jointly with others.
2. Converse Talk about ideas for clarity and further questions.
3. Continue Develop understanding over a period of time.
4. Choose Select what is interesting and pertinent.
5. Chart Visualize ideas using pictures, timelines, and graphic organizers.
6. Compose Write all the way along, not just at end; keep journals.

Figure 9.2. Intervention Strategies for Guided Inquiry.

Collaboration enables students to try out ideas, raise questions, and hear other perspec-
tives at various stagesin the inquiry process. Aswe have discussed, inquiry isnot an isolated,
competitive undertaking in Guided Inquiry but rather a cooperative venture in acommunity of
learners. Students often find that consulting with classmates enables them to clarify their ideas
and to learn from each other. In Guided Inquiry students benefit from collaborating even
though they areinvolved in different topicsor different aspects of the sametopic. Carefully or-
ganized, flexible, small groups and work pairs in which students are not always in the same
groupings enabl e them to take full advantage of working in acommunity of learners. Collabo-
ration diminishes the experience of isolation ininquiry and enables studentsto help each other
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inthe process of learning. Collaborative strategies such as brainstorming, del egating, network-
ing, and integrating are productive activitiesfor learning through inquiry aswell asdeveloping
abilities valued in the world outside school.

Conversation enables students to articulate their thoughts, identify gaps, and clarify in-
consistenciesin theinguiry process. Conversing hel ps studentsto think through the ideas they
are encountering. Theinstructional team gives structure to the conversations by providing dis-
cussion starters such as, “What ideas seem important, interesting, or surprising? What fitsin
with your thinking and what doesn't fit?" Conversation as an intervention strategy also helps
studentswork through the stages of theinquiry process. Conversation at the early stages opens
up the possibilitiesfor inquiry. During the exploration stage, conversation enables students to
share their feelings of confusion and uncertainty and to receive support and suggestions on
how to proceed. After focus formulation, conversation centers on explaining the meaning of
the information and facts students are collecting. Conversation also helps students to identify
ways to organize their ideas for presenting what they have learned. The instructional team
guides the conversation, alowing students to express their thoughts and feelings through
listening and modeling, then stepping in at critical points, the zones of intervention.

Continuing promotes students' awareness that inquiry involves active engagement over
time. Continuing strategies support students throughout the inquiry process. Intervention con-
tinuesin each stage of the processto guide studentsin their use of information for learning and
constructing from the ideas encountered in avariety of sources. Continuing strategies help stu-
dentsto understand that constructing a personal understanding is a process that requirestime.
When they become aware of the stagesin their inquiry processthey beginto seethat inquiry in-
volvesmorethan selecting atopic, collecting facts, and reporting. Learning through inquiry in-
volves not only gathering information but also reading, reflecting, raising questions, and
exploring ideas over an extended period of time to construct new understandings. Intervention
is designed to help students think about where they are in the inquiry process and to offer ad-
vice on proceeding with the particular task they are confronting. Guided Inquiry supports
students with advice and guidance that continues throughout the inquiry process.

Choosing enabl es students to learn how to take control of their own information-seeking
process. In Guided Inquiry the instructional team develops interventions that help students
learn that inquiry requires making choices: choosing atopic, choosing sources, choosing ideas
in the sources, choosing what to pursue, choosing what to leave out, choosing what is enough.
These interventions help students base their choices on the criteria of time, task, interest, and
availability. How much timedo | have? What am | trying to accomplish? What am | interested
in? What information is available? Some choices are more important than others for shaping
the direction of theinquiry and the formulation of the topic. Choicesthat lead to forming afo-
cus establish the direction and extent of the inquiry. Once a focus or guiding idea has been
formed, students have aframe of referencefor choosing what isuseful and what isnot useful in
the sources they are gathering. The instructional team provides interventions that enable stu-
dentsto learn how to select what is interesting and pertinent based on the information literacy
concepts presented in chapter 6. Good choices are those that lead students to create their own
understandings rather than thoughtlessly copying and reproducing text. Through intervention
students learn that what they choose may not be the same as what another student chooses.
Guided Inquiry enables students to become aware that choosing is a creative strategy that al-
lows them to select what they find interesting and want to pursue in the inquiry process.

Charting enables studentsto present alarge amount of information in acompact way. Itis
a useful strategy for al five types of intervention: curriculum content; information literacy;
learning how to learn; reading, writing, and speaking competencies; and socid skills. When
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students become aware that each of these aspects of inquiry can be visualized in a chart, they
begin to understand the complexity of what they are experiencing. Charting applies visuaiza
tion as another way of knowing that enhances the learning process. Concept maps and graphic
organizers are excdlent tools for connecting ideas and organizing information. Timelines,
flowcharts, and drawings are useful for visualizing theinquiry process, the sources|ocated and
used, and theideas that are emerging. I nterventions that employ charting help studentsto visu-
alize ideas, issues, questions, and strategies that emerge during the inquiry process. Charting
enables studentsto visuaizetheentireinquiry processfrominitiation to presentation and to an-
ticipate what to expect in each stage. By displaying and discussing the chart of the model of the
ISP, shown in Figure 2.2 (p. 18), the team can help them can identify what stage of the inquiry
process they are in and offer instruction and advice for accomplishing the task of each stage,
using Figure 8.5 (p. 121).

Composing promotes thinking throughout the inquiry process. Journal writing is a
well-established strategy for reflection and construction that may be applied throughout the
process. Students keep inquiry journals to record facts, ideas, questions, and connections as
they progress through their inquiry. They need to set aside time each day to writein their jour-
nals. Writing in an inquiry journal is more comprehensive than jotting notes on cards or in a
notebook. The inquiry journals are started when the project isfirst initiated, with students re-
cording their early thoughtsand feelings. The purpose of theinguiry journalschangesasthein-
quiry progresses. They become idea and source logs as the students work through the
exploration stage and a detailed notebook in the later stages after they have formed a focus,
with connections and plans for presenting their learning as the inquiry comes to a close. The
main objective of an inquiry journal is to serve as a tool for formulating thoughts and
developing constructs over the course of the inquiry unit.

Composing enables the construction of new ideas and learning. It isaso a useful tool for
tracking progress and identifying the need for an individual conference to guide a particular
student. Another effective intervention using composing is having the students write short
pieces about their topic at three pointsin theinquiry process, at the beginning, middle, and end.
These short pieces of writing help studentsto see what they have formulated and what is miss-
ing aswell asto alert theinstructional team about individual studentsrequiring assistance. This
strategy is also applied for assessing learning (discussed in chapter 8). In many inquiry units,
composing istheway thelearning is presented by each of the studentsat end of theinquiry pro-
cess. In Guided Inquiry the audience for the final written product isthe community of learners,
comprising the other students as well as the instructional team.

Zon& of Intervention

The zone of intervention is a concept modeled on Vygotsky, the Soviet psychologist,
whosework had a profound influence on learning theory. Vygotsky (1978) devel oped the con-
cept of identifying an area or zone in which intervention would be most helpful to alearner.
The zone of proximal development is the distance between the actual developmental level of
the learner as determined by independent problem solving and the level of potential develop-
ment as determined through problem solving under professional guidance or in collaboration
with more capable peers (p. 131). This concept provides a model for understanding
intervention in the inquiry process of students.

Similarly, the zone of intervention in the inquiry process may be thought of as where the
teacher helpsthe student to ahigher level of thinking. The zone of intervention is“that areain
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which the student can do with advice and assistance what he or she cannot do alone or can do
only with great difficulty” (Kuhlthau, 2004, pp. 128-129). Intervention within this zone en-
ables studentsto progressin the accomplishment of their task. Intervention outside thiszoneis
inefficient and unnecessary, experienced by students as intrusive on the one hand and over-
whelming on the other. In addition, intervention outside this zone does not make efficient use
of the valuable time and talent of the Guided Inquiry team.

The ISP model describes the experience and behavior of studentsinvolved in extensive
research projects. Students often have difficulty in the early phases of the inquiry process.
Even when they begin with enthusiasm and initial success, many soon become confused and
uncertain how to proceed. Rather than experiencing a steady increase in confidence from the
beginning of an inquiry project to the conclusion, they commonly have a dip in confidence
once they have initiated the inquiry and begin to encounter conflicting and inconsistent infor-
mation. A person “inthedip” isincreasingly uncertain and confused until afocusisformed to
provide a path for seeking meaning and criteriafor judging relevance.

The dip in confidence seems to be a natural stage in the process of constructing new
knowledge. When the inquiry process is viewed as a process of construction, the work of
Kelly, Dewey, and Bruner explaining similar situationsin which students are actively engaged
in learning becomes a useful framework for understanding the inquiry process. Each of these
theorists described the constructive process as occurring in a sequence of stages or phases, to
be actively worked through by the individual. Uncertainty common in the earlier stages in-
creaseswith theintroduction of new information that conflictswith previoudy held constructs.

Advancesin information technol ogy that open accessto avast assortment of sources have
not hel ped the student’ sdilemma of uncertainty and in many caseshaveintensified the sense of
confusion and uncertainty. Information search systems may deepen the problem, particularly
a the beginning, by overwhelming the student with everything all at once when a few
well-chosen pieces might be more useful for constructive learning. Thisiswhy in Guided In-
quiry alarge part of theinstructional team’ swork is assisting students through those troubling
times of uncertainty.

The model of the ISP from Kuhlthau’ s research clearly reveals that students holistically
experience the inquiry process with their thoughts and actions interacting with their feelings.
Students' feelings have as great an impact on how they pursue their inquiry as their thoughts
and their actions. Negative feelings are oneindication that intervention is needed to enabl e stu-
dentsto moveaong intheir inquiry. We have noted that certain timesin theinquiry processare
particularly troubling and confusing for students.

One way that the instructional team is clued into when students need intervention is
through noticing their reactions and feelings during the ISP. When students are uncertain or
confused, we can take that as a cue to step in with a specific intervention. Kuhlthau’ s studies
were among the first to investigate the affective aspects or the feglings of a person in the pro-
cessof information seeking along with the cognitive and physical aspects. One of theimportant
findings wasthe discovery of asharp increasein uncertainty and decreasein confidence after a
search had been initiated during the exploration stage. Studentstend to think that they are the
only onesto experienceincreased uncertainty and are relieved to find that thisisacommon oc-
currence. Increased uncertainty indicates a need for intervention in the inquiry process. The
concept of azone of intervention offers the Guided Inquiry team away to make decisions re-
garding interventions that are enabling and enriching for their students and enables the
instructional team to analyze students' tasks and to tailor intervention to specific ones.
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Intervention for Five Kindsof Learning

Guided inquiry iscomposed of aninquiry unit that engages studentsin their own learning,
with instruction and guidance at strategic points along the way, in the zone of intervention.
L earning through inquiry involves anumber of different things going on at the sametime, each
requiring a different type of intervention. Students are looking for sources of information and
need advice on how to find useful, relevant, and pertinent sources of facts and ideas for their
project. They need intervention to develop information literacy. At the sametime, they are ex-
periencing the process of learning from the information in these sources, described in the
model of the ISP. They need intervention to develop learning strategies. They arealso learning
content from the sources that may cause confusion about subject concepts. They requireinter-
vention to learn curriculum content. They also may be having difficulty comprehending what
they arereading or articulating what they are thinking. They need intervention for improving
literacy competency. In addition, when they are working in groups they need intervention for
developing social skills.

Each kind of learning requiresinterventionstargeted to that learning (see Figure 9.3). For
example, each intervention fosters and develops specific skills and processes. Intervention to
foster learning curriculum content invol ves building knowledge of subject content through fact
finding, interpreting, and synthesizing information in sources located during the inquiry pro-
cess. Information literacy intervention devel ops competencein locating, evaluating, and using
information and understanding information literacy concepts. Learning strategiesintervention
develops ability for learning how to learn and involves understanding one’ s own learning pro-
cess through awareness of the stages of the ISP. Literacy intervention improves reading com-
prehension, language development, and writing ability. Social skills intervention develops
ability to interact with othersin situations that require cooperating and collaborating.

Interventions for Learning in the Inquiry Process

Five Kinds of Learning Types of Intervention

Curriculum Content for fact finding, interpreting, and synthesizing
Information Literacy for locating, evaluating, and using information
Learning How to Learn for initiating, selecting, exploring, focusing, collecting,

and presenting

Literacy Competence for improving reading, writing, speaking, and listening
Social Skills for interacting, cooperating, and collaborating

Figure 9.3. Interventionsfor Learning in the Inquiry Process.

It takes considerable expertise and attention on the part of the instructional team to guide
studentsin each of these at the time they most need help. Studentswill need different types of
intervention in Guided Inquiry: curriculum content, information literacy, learning how to
learn, literacy competency, and social skills. It isimportant to remember that the instructional
team is built around expertise in each of these types of intervention. The school librarian has
expertisein information literacy intervention, and teachersin curriculum content intervention.
Thewholeteam bringstheir combined expertisefor intervention that promotes|earning how to
learn and for devel oping socia skills. Some students may need assistance in reading or writing
beyond what the subject areateacher and librarian can provide. In this case alearning skills or
literacy specialist may join the team to provide learning skills intervention.
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Information literacy intervention develops students' knowledge and skills for locating,
evaluating, and using information from a variety of resources. At the beginning of an inquiry
unit it may be helpful to present an overview of recommended information sources to orient
students to the range of materials available for their inquiry. However, detailed instruction on
locating and using particular sourceswill be most effective at the time when the material s will
be used. This zone of intervention is what librarians call “point of use” instruction. Interven-
tions that incorporate the information literacy concepts, presented and discussed in chapter 5,
enabl e studentsto devel op deep understanding of principlesand strategiesfor locating and us-
ing avariety of sources of information. In the instructional team, the school librarian takesthe
lead on information literacy intervention.

Curriculum content intervention provides students with knowledge of the subjects that
are defined in the objectives of the inquiry unit that have been selected from the curriculum
standards. Numerous subject area curriculum standardsin math, science, language arts, and so-
cial studies may be met through Guided Inquiry, as discussed in chapter 6. There are also nu-
merous opportunities for interdisciplinary inquiry, which draws on two subject areas for
enhancing the content of each. The zone of intervention for enabling students to understand
content is sometimes known as the “teachable moment” or “critical learning point” (William
and Wavell, 2006, p. 17). A variety of interventions guide studentsto go beyond fact finding to
reflect on the meaning of the facts for their own deep understanding of content. In the
instructiona team, subject teachers take the lead on content intervention.

Through Guided Inquiry students learn subject area content while also developing re-
search competencein that subject discipline. Each discipline has research methods and special
sources that are specific to that subject area. Subject teachers understand how research is con-
ducted in their field of specialization and can plan tactics with the librarian that match subject
areainquiry. For example, research on an event in history, literary criticism, and scienceinves-
tigation al call for different methods of inquiry and different sources of information. By the
time students are in secondary school, they can tailor their information seeking to the subject
under study.

Interventionsfor learning how to learn develop students' understanding of the stages of
theinquiry process and asense of their own learning in the process. Aswe have discussed, one
of the most critical zones of intervention in theinquiry processisthe exploration stage. In ex-
ploration, after students have selected ageneral areato pursue within the main topic, but before
they have formulated their own ideas from the information, they are gathering into afocus or
guiding idea. Intervention in thistime of confusion helps studentslearn how to construct their
own knowledge from avariety of sources of information.

Students gain a sense of control of their own learning process by understanding what to
expect while investigating different, often conflicting, sources of information and ideas.
L earning processintervention introduces strategies for working through the difficult stages of
learning. The instructional team joins together to provide intervention that devel ops learning
how to learn throughout the inquiry process.

Literacy intervention enables students to comprehend the material sthey find and to artic-
ulate what they have learned. The reading teacher, in the case study presented in chapter 4,
played thisrolein theinstructional team. Sheworked with individual students who needed as-
sistance in reading the material they found, taking notes on important ideas, and preparing to
present what they had learned. Thisintervention enabled these studentsto successfully engage
in theinquiry process. At the same time, these students were improving their reading compre-
hension in apractical, applied way. In the case study, the principal was particularly impressed
to seethat studentsat al levelswere ableto engagein inquiry and to learn from each other. The
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reading teacher or literacy specialist makes a substantial contribution to the instructional team
when students can benefit from this type of intervention.

Guided Inquiry lends itself to differentiated learning. Differentiated classrooms
(Tomlinson, 1999) are those that alow for students of different abilities to work together.
Guided Inquiry isaprime example, with flexible grouping and targeted interventions aimed at
specific needs. Targeted literacy intervention gives students opportunitiesto move from learn-
ing to read, to reading to learn, and applying that learning in a meaningful way.

The instructional team will need to plan for all of these kinds of intervention and deter-
mine the optimal zone of intervention to provide the most productive learning for their stu-
dents. The team will need considerable flexibility to make the most of the flow of ideas and
problems that arise as students' inquiry progresses. One way to accomplish this is by being
alert to students’ interestsand needsthat arisefrom their world both inside and outside school.

Connecting to the Students’ World

Guided Inquiry is grounded in the constructivist perspective that clearly recognizes the
necessity of connecting to astudent’ sown world in meeting curriculum standards. In chapter 3
we discussthe importance of creating third space, where the students' personal experiencesin-
teract with the content of the curriculum. The students’ world and the curriculum are two sepa-
rate, unconnected spaces. Students left on their own to make the connections often find little
relationship between the two. The Guided Inquiry team plans interventions that enable third
spaceinteraction, in which the students experiencesand the curriculum mergeto provideady-
namic, meaningful learning environment. Third space interaction promotes motivation and in-
terest throughout the inquiry process and lasting learning after the project is completed. The
master teacher in the case study in chapter 3 applied conversing, modeling, and listening asin-
terventions for creating third space with her students. Conversing is the overall intervention
used in this case study, where studentswere organized in small groupsto talk about booksthey
were reading. Modeling gives students an example to follow for sharing their experiencesin
conversation with others. Listening isused asan intervention to pay close attention to what stu-
dents are saying and to respond in ways that encourage and respect their contributions. The
teachers' listening isalso amodel for studentsto follow in conversation with each other. Anal-
ysis of these conversations shows the complexity of interaction and depth of learning in third
space that these interventions fostered. They are good examples for adopting conversation as
an intervention for connecting to the students’ world in Guided Inquiry.

The extended KWL questions for Guided Inquiry, discussed in chapter 1, offer another
way to think about designing interventionsthat connect to the students’ world. These six ques-
tions provide abrief outline of the kind of interventionsthat seek to draw on students' personal
experiences. “What do | know?’ isintended to call on students prior knowledge and lead to
first space revelations. However, students' responsesto this question may merely parrot what
the students think the teacher wants to hear. Interventions that draw out students experiences
that truly matter to them will take careful consideration. “What do | want to learn?’ taps into
the curriculum in second space and seeksto draw the studentsinto making choices that matter
tothem. Here again, if the two questions are to be connected in an authentic way, theinterven-
tionsthat makethat happen will take thoughtful planning. Interventionsthat bring thesetwo to-
gether are created by interaction in third space. Kuhlthau's Six Cs—collaborate, converse,
continue, choose, chart, and compose—are intervention strategies intended to create third
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space, in which the students’ world is brought into play for learning the content of the curricu-
lum. “How do | find out?’ seeksto draw studentsinto the decision making that drives search-
ing for information for inquiry learning. When third space interaction has been created to bring
the students' world and the curriculum together, “What did | learn?’ takes on deep personal
meaning. “How do | share what | learned?’ follows naturally when students have learned
something meaningful that they want to share in the community of learners. “What will | do
next time?’ acknowledges ongoing learning in an inquiry environment, discussed in chapter 8.
Interventions that connect the students' world to the curriculum form the essential base for
Guided Inquiry.

I ntervention for a Community of Learners

Guided Inquiry calsfor creating acommunity of learnersin which studentslearn through
social interaction with others. I nterventions centering around acommunity of learnerscall for a
flexible approach to configuring learning groups. Flexible grouping is an important means of
intervention in Guided Inquiry. Someinterventions are conducted with awholeclass, othersin
small groupsor pairs; still othersinvolve guiding individual students. Implementation isbased
on the instructional team planning the entire scope of theinquiry unit, with strategic interven-
tions as students progress through the stages of the process.

Small groups provide opportunitiesfor studentsto work jointly with others. The structure
of inquiry circlesfacilitatesinterventionin small groups. Interventions employing small group
interaction enabl e students to know each other better and to become familiar with each other’s
work. Over time students gradually form a community of learners who respect and support
each other. An important advantage of flexible small groups is the opportunity for studentsto
collaborate with various other students, not necessarily the same group, all theway through the
inquiry project. When students know what others are working on, they often give each other
ideas on sources of information they have come across that relate to others' areas of inquiry.
Theinstructional team employssmall group interaction at the zone of intervention, where hav-
ing the students think together moves the inquiry process along for each student in the group.
Small group intervention can assist studentsin each of the five types of intervention.

Conversing isthe primary activity of small group interaction. Groups made up of five or
six provide opportunities for students to have more turns at talking than they would havein a
larger group or the whole class. Small groups provide opportunities for studentsto talk about
ideas, to raisefurther questions, and to get multipl e perspectives. Students become comfortable
trying out new ideas and taking risks expressing their opinions. Through small group conversa-
tion students clarify their ideas and construct knowledge by thinking and reflecting with each
other. Intervention strategies of listening, modeling, and encouraging talk, as described in
chapter 3, help students engage in meaningful conversationsthat promote learning. Theinter-
active forum of the community of learners creates an audience for student learning.

Intervention tailored to each stagein the process and the task to be accomplished may in-
dicate azone of intervention that can best be served by pairs of studentsworking together. Stu-
dents may be organized in work pairs who have different abilities that enhance each other’'s
inquiry. The most favorable work pairs are organized to the advantage of both of the students.
Pairs are most helpful when working together moves the inquiry along for each student.

Small groups and work pairs provide opportunities for students to interact with the in-
structional team on amore personal level than in thewhole class. Theinstructional team struc-
tures the tasks for the small conversation groups or inquiry circles and for the work pairs and
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closely guidestheir interaction, stepping in at critical times to provide advice and instruction.
Individua conferences with students are scheduled when one-on-one guidance is indicated.
Whole classinstruction isprovided when it isthe most efficient intervention for learning about
sources, content, process, or learning skills.

In Guided Inquiry the instructional team employs whole class instruction, small group
conversations, work pairs, and individual conferences when each is the most effective inter-
vention, enabling the student to do with advice and assi stance what he or she cannot do aloneor
can do only with great difficulty. Inquiry doesnot need to be anisolated, individual process, a-
though each student must construct her or his own understanding. Collaborative learning in a
community of learners enables thinking, construction, and deep understanding. The commu-
nity of learnersfostersthe development of research competency and subject knowledge aswell
as fostering reading comprehension, language development, and social skills.

Planning for Guided Inquiry

Successful inquiry requires careful planning and thoughtful implementation, with in-
sightful interventions at critical points to guide students in their process of learning. As we
have discussed, inquiry isadynamic, creative process, with students’ questionsdriving thein-
quiry in unexpected directions. Guided Inquiry is not a package that you can apply indiscrimi-
nately but rather an approach to learning that is creative for the teacher aswell asthe students.
The intervention strategies in this chapter offer ways to promote learning through inquiry.
These interventions can be used as a basis for developing an inquiry program in your school
and for planning and implementing an inquiry unit for your students.

The Guided Inquiry team planstogether for all stages of theinquiry processand for the as-
sessment of learning. Theinquiry unitisdeveloped around a series of session plansto motivate
and guide student learning. Theterm “session” is used rather than “lesson” to emphasize that
instruction or teaching alesson is only one of the interventions to be employed in Guided In-
quiry. Oneway to set up the sessionsisto plan each around a starter, awork time, and areflec-
tion. The starter is awhole group meeting in which the students briefly review where they are
and decide what needsto be done during the work time. Any formal instruction that is needed
on source, content, process, or learning skill isgiven during the starter. Instruction isdevel oped
asamini-lesson that isapplied by studentsin thework time. In thework time studentsare orga
nized in work pairs, small groups, or individually, depending on the task to be accomplished
and the stage of theinquiry process. Each session closeswith areflection of thewholegroup on
what has been learned and discussion of how to prepare for the next session. Coming together
for reflection is an essential part of each session that needs sufficient timeto solidify thelearn-
ing and prepare students for the next stage of work.

Theinquiry unit resultsin an outcome that incorporates an action and a product in which
the students display their learning to the other studentsin the community of learners. The prod-
uctsof inquiry may beasvaried asaposter talk, position paper, demonstration, mediapresenta-
tion, or exhibit, to name just afew. The product needs to be suited to the intended audience,
which includes the community of learners and any othersidentified by the group. The product
enables the students to |earn from each other. Products that are announced at the beginning of
the inquiry need to be sufficiently creative and fun to motivate the students to pursue the in-
quiry. Some of the best products emerge from theinquiry itself, in which students decide how
to present their learning as they progress. However, as important as the product isto present
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and share, it isessential that emphasisbe not solely on the product. The product servesasaway
to share the learning with others, which is the culminating action of theinquiry process. With-
out the product the student lacks direction and a sense of compl etion. However, overemphasis
on the product inhibits the experience of the stages of inquiry by closing down the creativity
and reflection that fosters learning.

In this chapter we discussed the zone of intervention, where instruction, guidance, and as-
sistance are most effective, and creating third spacein acommunity of learners, where students
can draw on their outside-school experienceto enhancelearning in school. We explored flexi-
ble grouping and intervention strategies that foster reflection for deep understanding and basic
inquiry abilitiesfor learning from avariety of sources, which can beintroduced to young chil-
dren and devel oped, reinforced, and applied throughout middle and secondary school. Thisba-
sic overview of interventions for guiding inquiry offers the foundation for building inquiry
learning.



M eeting the Challenge of the
21st-Century School

Over the nine-week information search process, | learned so many things

about myself. Previoudly, | viewed things in black and white and was not willing
to compromise. | learned that | was more creative than | previously thought.
—11th-grade student

Guided Inquiry has emerged at a time when people are recognizing that our educational
systemisnot adequately preparing students for the shifting demands of the global information
society. The workplace is changing. The way we communicate is changing. Our communities
are changing, and there is no reason to believe that things will stand till in the future. Fortu-
nately, educators recognize this, and policy makers agree that schools must be restructured to
meet these changes. Guided Inquiry is positioned to bridge any gap between academic success
and success in the workplace and in daily living.

Workfor ce Readiness

The report of the Commission on the Skills of the American Workforce, Tough Choices
for Tough Times (National Center on Education and the Economy, 2006) reminds us that the
shifting economy callsfor educated persons. “ The best employersthe world over will belook-
ing for the most competent, most creative and most innovative people on the face of the earth
and will be willing to pay them top dollar for their services. Thiswill be true not just for top
professionals and managers, but up and down the length and breadth of the workforce” (p. 7).
While routine jobs will continue to be automated and outsourcing a common occurrence, the
commission reportsthat most work will beintheform of “research, development, design, mar-
keting and sales and global supply chain management.” In other words, our world will need in-
novators having “facility with the use of ideas and abstractions needed to manage one' s work
and driveit through to asuccessful conclusion, [and the] ability to function well asamember of
ateam” (p. 14).

Consider how Guided Inquiry addresses these needs. Students become more adept at us-
ing ideas and abstractions. They are both encouraged and enabled to synthesize information
they find through their own search efforts and share what they’ ve learned through presenta-
tionsto others.

147
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Research isthe essence of all inquiry learning and involveslocating, evaluating, and us-
ing information from avariety of sources. To be effective researchers, however, students must
learn how to manage and conduct an extensive inquiry from beginning to end. The ability to
manage one' s work and see it through to a successful conclusion is a basic requirement of
Guided Inquiry. The inquiry process engages studentsin first identifying questions, then ex-
ploring information, and then creating solutions that are both pragmatic and aesthetically
pleasing. The guidance element of the program ensures that students are devel oping compe-
tencein reading, writing, and reasoning, essential for success. Teamwork isan essential work-
place skill and is a particular hallmark of Guided Inquiry, ensuring that students learn the
advantages of working with others aswell asthe difficulties of accommodating different work
styles and perspectives.

Lifelong Learning for Citizenship and Daily Living

A Civic Enterprises study (Bridgeland et a., 2006) reportsthat 47 percent of studentssaid
they quit school because, “it wasboring.” This“silent epidemic” resultsin anincredibleloss of
human talent and potential. Even among studentswho stay in school and those who move onto
higher education, disengagement and lack of mativation diminishestheir enthusiasm for deep
learning and learning relevant to everyday life. What can be done to solve the serious problem
of studentswho see no relation between their schoolwork and their actual lives?

By drawing on students’ lives outside of school, Guided Inquiry captures the teachable
moment by matching theinquiry processto the student’ s stage of development. A perennial di-
lemmafor teachers of preadolescent studentsin middle school is how to organize learning en-
vironments that motivate students academically at a transitional stage of life. By immersing
them in highly engaging inquiry projects under the close supervision of an instructional team,
such students can devel op a sense of expertise and ownership that enables them to see them-
selves as participants of alarger community.

The early teen years are regarded as an opportune age to prime students for citizenship
and daily living. Many schools provide teenage students with opportunities to volunteer in
community service projectsto meet specific curriculum goals. Guided Inquiry can enrich such
experiences by tying research to their community service. What conditions bring about the
need for a soup kitchen or food bank? What would make these services more effective in the
community? What is needed to create apocket park in aneighborhood or ahelp servicefor the
elderly? Participation in a democratic society calls for citizens who can find and use informa-
tion on emergent issues and then form intelligent opinions that lead to action.

Guided Inquiry also promotes the cross-disciplinary connections needed for innovation
and the creation of new ideas, solutions, and perspectives, which in turn foster thoughtfulness
and wisdom. Through personal growth, students develop amindset capable of embracing con-
cepts beyond those they have directly experienced.

A Balanced Approach to Teaching and Learning

Still, somethings never change: the need for research-based teaching grounded in the way
people learn, information literacy skills, the ability to work as a team, and knowledge of the
world in al its forms. We need the benefits Guided Inquiry provides our students. Guided In-
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quiry is a holistic approach that simultaneously provides five kinds of learning: curriculum
content, information literacy, learning strategies, literacy competence, and socia skills.

Throughout the 20th century, education was caught in the uncertainty of a pendulum
swing from basic skillsto process|earning. Guided I nquiry offersabalance by providing ways
to improve basic skills and knowledge through meaningful inquiry learning. Guided Inquiry
givesteachers waysto provide thereflection, reasoning, and practice that students need to be-
come proficient at using basic skillsin real situations. It gives teacherswaysto enable students
to make thetransition from learning basic skills to applying and deepening their learning; pro-
vides waysfor them to enable students to move from learning to read to reading to learn; pro-
vides teachers with ways to develop students writing skills for comprehending and
communicating; showsteacherswaysto deepen students' understanding of basic science prin-
ciples, socia studiesfacts, and math concepts; and provideswaysto teach information literacy
essential for meaningful learning from vast sources of information. In Guided Inquiry teachers
find abalance between skillsand creativity that devel opsthe higher literacy essential for today
and for the future.

Getting Started and Sustaining Change

The end of thisbook marks a beginning. The processes we describe here probably sound
familiar. Perhaps you have teamed with the librarian or teachersin your school, or taught con-
tent through an inquiry approach. Y ou may even have used some of these intervention strate-
gies. Your challenge now isto put it al together and take it to a higher level.

Gain Systemic Support

Y ou need to involve the whole school community. Asyou can imagine, getting the sup-
port of your administration is particularly crucial. Although there isan important role for each
person in the school community, the success of Guided Inquiry depends on the full support of
the head of the school. Without it, success will be spotty at best. Don't let Guided Inquiry be
perceived asan anomaly dependent on personality, talent, or compatibility. For Guided Inquiry
to take hold, it must be embraced from the top down as well as the bottom up.

So share this text with the administrators, teachers, and librarians in your school and dis-
trict. Organize brainstorming meetings to come up with agame plan. Plan professiona devel-
opment sessions and workshops to devel op the expertise needed for practical application with
your students. Organize acommunity support group that teams school personnel with students,
parents, and community leaders. Get buy-in from as many people as possible, to ensure
ongoing support over time.

Develop an Implementation Plan

Changing to a Guided Inquiry approach is going to take considerable time and effort. Re-
alize that systemic change reguires extensive planning and perseverance. Don't expect results
overnight. Realistic expectations and persistence will makeit happen. Begin your implementa-
tion plan with a description of where you are now, where you would like to be in three years,
and the steps you expect to taketo get there. Look at your current program. What aspectsare al-
ready in place? Where are you lacking? Where do you need to rally more support, or get more
people on board?
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Continual professional development is an essential component that needs to be woven
into implementing Guided Inquiry. Don’t forget to include it in your implementation plan!
Plan workshops that offer team members the knowledge and skills they will need. Do some
members need help planning inquiry units? Are they comfortable in team situations? Arethey
familiar with community resources? Everyone must be on the same page.

Create Networksfor Sharing Stories

Guided Inquiry can take many paths, as revealed in the variety of examplesincluded in
thisbook. If nothing elsg, it requiresflexibility of itspractitioners, even asit invitesthe sharing
of best practices. Asyouimplement Guided Inquiry, shareyour story about what worksinyour
school. Describe the interesting and exciting avenues that it has led you and your studentsto
follow. Share successful unit plans and intervention strategies. These stories, as case studies,
will help othersto work out the problems and possibilities for their students. Use the results of
the Student L earning through Inquiry Measure (SLIM) as abasisfor discussing student learn-
ing and progress. Communicate your findings to other teachers, administrators, and parents.
The effect can be powerful.

At the same time, don’t forget to benefit from the experiences of others. Share the prob-
lems you encounter as well as your successes. Develop discussion networks for sharing how
you worked through problems and for soliciting advice on problems you are facing. Online
support groups can be organized within your school and school district, or more broadly
through state and national organizations and university centers. Such groups can provide ex-
cellent opportunities for developing, implementing, and sustaining Guided Inquiry. Share and
compare the results of SLIM with other Guided Inquiry teams to identify waysto continueto
improve student learning.

School Librariesin 21st-Century Schools

Guided Inquiry isan exciting new form of teaching and learning that hasemerged at acrit-
ical timefor school reform. A new configuration of teaching and learning is called for, onethat
develops innovative thinkers who can locate, evaluate, and use information wisely for the
workplace, citizenship, and daily living. Theresult ishigher levelsof information literacy that
go beyond fact finding to constructing deep understanding for lifelong learning.

Absolutely central to such reform are new roles for school staff, particularly that of the
school librarian. The school library isthe logistical center for Guided Inquiry. The team will
need a degree of expertise required for designing learning for innovative creativity for the
workplace and daily living. Everyone on theteam needsto be highly qualified and have acom-
mitment to improving learning. Only you can makeit happen, by joining together asapowerful
team with the competence and conviction to re-create your school. It istimeto moveforcefully
to meet thedemands of the far-reaching structural changescalled for in 21st-century learning.
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