
Lynette Torres · Fiona Salisbury · 
Barbara Yazbeck · 
Sharon Karasmanis · Janice Pinder · 
Caroline Ondracek   Editors

Connecting 
the Library 
to the Curriculum
Transformative Approaches that 
Enhance Skills for Learning



Connecting the Library to the Curriculum



Lynette Torres · Fiona Salisbury ·
Barbara Yazbeck · Sharon Karasmanis ·
Janice Pinder · Caroline Ondracek
Editors

Connecting the Library
to the Curriculum
Transformative Approaches that Enhance
Skills for Learning



Editors
Lynette Torres
Monash University Library
Monash University
Clayton, VIC, Australia

Barbara Yazbeck
Formerly Monash University Library
Monash University
Clayton, VIC, Australia

Janice Pinder
Formerly Monash University Library
Monash University
Clayton, VIC, Australia

Fiona Salisbury
La Trobe University Library
La Trobe University
Bundoora, VIC, Australia

Sharon Karasmanis
Formerly La Trobe University Library
La Trobe University
Bundoora, VIC, Australia

Caroline Ondracek
Formerly La Trobe University Library
La Trobe University
Bundoora, VIC, Australia

ISBN 978-981-16-3867-1 ISBN 978-981-16-3868-8 (eBook)
https://doi.org/10.1007/978-981-16-3868-8

© Springer Nature Singapore Pte Ltd. 2021
Chapters 2 and 19 are licensed under the terms of the Creative Commons Attribution 4.0 International
License (http://creativecommons.org/licenses/by/4.0/). For further details see license information in the
chapters.
This work is subject to copyright. All rights are reserved by the Publisher, whether the whole or part of
the material is concerned, specifically the rights of translation, reprinting, reuse of illustrations, recitation,
broadcasting, reproduction on microfilms or in any other physical way, and transmission or information
storage and retrieval, electronic adaptation, computer software, or by similar or dissimilar methodology
now known or hereafter developed.
The use of general descriptive names, registered names, trademarks, service marks, etc. in this publication
does not imply, even in the absence of a specific statement, that such names are exempt from the relevant
protective laws and regulations and therefore free for general use.
The publisher, the authors and the editors are safe to assume that the advice and information in this book
are believed to be true and accurate at the date of publication. Neither the publisher nor the authors or
the editors give a warranty, expressed or implied, with respect to the material contained herein or for any
errors or omissions that may have been made. The publisher remains neutral with regard to jurisdictional
claims in published maps and institutional affiliations.

This Springer imprint is published by the registered company Springer Nature Singapore Pte Ltd.
The registered company address is: 152 Beach Road, #21-01/04 Gateway East, Singapore 189721,
Singapore

https://doi.org/10.1007/978-981-16-3868-8
http://creativecommons.org/licenses/by/4.0/


Foreword

What an impressive achievement this book is! Not only does it stand out in the litera-
ture on teaching information literacy competencies to college and university students,
but it also advances the field of information literacy significantly. Higher education
institutions worldwide would do well to adopt either of the models described within.

Many college-level instructors decry the lack of knowledge their students have
about the information world in which they exist and must survive and thrive. Those
faculty assume that students should have a sophisticated ability to work with infor-
mation that they developed during earlier formal education. They express frustration
with the students’ lack of motivation to research sources of information beyond that
one ubiquitous search engine. They report that students generally don’t know or even
care about the implications of superficial searching. Instructors generally feel that
there is not enough time to include this training in their courses.

Integrating information literacy competencies systematically throughout curricula
has long been recognised as the ideal way to address these issues. However, there is
a historic tension between the entrenched structure of higher education systems and
this need to prepare students with strong information-related competencies. These
tensions have proven quite difficult to resolve. While the needed information compe-
tencies have been identified, there are few successful examples reported that use
models based on well-established education theory to integrate them holistically
throughout curricula.

Lynette Torres and Fiona Salisbury are highly experienced and knowledgeable
practitioners who have successfully engaged in this conundrum. As Research and
Learning Skills Lead at Monash University Library, Torres understands what needs
to transpire at the organisational, team and individual level for reconceptualising
and adopting new practices for the in-curricular development of students’ research
skills. Salisbury is Executive Director Library and University Librarian at La Trobe
University, giving her administrative and institution-wide perspectives on curriculum
integration, as well as the implementation of changes needed within libraries and
among librarians to enable curriculum integration.

Monash University uses the Models of Engaged Learning and Teaching (MELT)
developed by JohnWillison, an expert in education studies, and La Trobe University
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vi Foreword

uses its own Library Learning and Teaching Partnership Framework (LLTP Frame-
work). Through discussion of the theoretical underpinnings, practice-based examples
from diverse disciplines and thought-provoking implications for librarians’ practice,
they show how the models can be applied effectively in a variety of fields of study,
cultural settings and educational levels. The models are sufficiently flexible so that
they can adapt to disciplinary differences and changes in a curriculum, as well as to
information needs as they evolve in education and society.

Torres and Salisbury, and their teams, show that an ongoing, sustained and persis-
tent effort can result in the successful integration of information literacy. They have
ensured that what their universities have done is both scalable and sustainable,
although it is clear that curriculum integration is an extensive and ongoing process. It
does not occur quickly or without effort and the willingness to examine and change
one’s teaching practice. The process is iterative and involves regular modifications
that are responsive to student preferences and the effectiveness of learning strategies.

A fundamental premise of the authors is the critical importance of ongoing collab-
oration between academic faculty and librarians and other staff as partners, not
merely as supporters of faculty work. All of the partners must know the techniques
for successfully collaborating and have the propensity to do so. This requires a
considerable shift within an institution in how the role of libraries and librarians is
perceived. It may also require a shift in how librarians perceive their own roles. These
two models provide a common language for all partners to discuss student-centred
learning goals.

Interestingly, Torres and Salisbury conducted a qualitative analysis of the
contributed chapters to identify common themes. They discuss the essential,
but sensitive, issue of transforming libraries and library practice—necessary for
achieving what their libraries have so admirably done. These models have not only
transformed the libraries, but have removed boundaries in the institution so that the
education of students occupies a new ‘third space’: a neutral space in which all those
with a vested interest in student learning can collaborate freely and equally.

Theknowledge that librarianswill gain from this book canbe the basis for comfort-
able discussion of barriers to student learning. Librarians will be able to confidently
engage in productive partnerships with academic faculty and others who are directly
involved in teaching in their institutions.

This book is a significant and valuable contribution to our understanding of how to
integrate important information literacy and research skills in college and university
curricula. That elusive goal of consistently reaching large numbers of students across
disciplines seems much more realistic and achievable with the work that Torres and
Salisbury and their colleagues have done.

Sharon A. Weiner, EdD, MLS
Professor of Library Science Emerita

W. Wayne Booker Chair Emerita in Information
Literacy, Purdue University, West Lafayette, USA
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Chapter 1
Introduction—Revisiting Old Mantras:
Transforming the Educative Role
of the Library in the Curriculum

Lynette Torres and Fiona Salisbury

Abstract This book was inspired by the need to change the conversation about
how academic libraries conceptualise and communicate their educational expertise,
and how they add value to learning and teaching in their institutions. For over a
decade, staff at Monash University Library (MUL) and La Trobe University Library
(LTUL), Australia, have been influenced by the scholarship of learning and teaching
to enhance how library skill development programmes connect to the curriculum.

1.1 About this Book

This book was inspired by the need to change the conversation about how academic
libraries conceptualise and communicate their educational expertise, and how they
add value to learning and teaching in their institutions. For over a decade, staff
at Monash University Library (MUL) and La Trobe University Library (LTUL),
Australia, havebeen influencedby the scholarship of learning and teaching to enhance
how library skill development programmes connect to the curriculum. Success-
fully navigating the social and structural norms of our universities to extend our
libraries’ role in the curriculum is substantially attributed to pedagogical models that
underpin our information literacy (IL) teaching practice. Although we have adopted
two distinct models to guide our practice in this regard, each of thesemodels is robust
and theoretically informed. Furthermore, our models have evolved with time, are
aligned with higher education skill agendas, have adapted to organisational changes
and held firm in times of disruption.

Above all, our models supply the missing link between theory and practice in IL
by explainingwhat skills library staff can deliver and enable in the curriculum, and of
critical importance, how these IL skills can progressively develop within disciplinary

L. Torres (B)
Monash University, Victoria, Clayton 3800, Australia
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2 L. Torres and F. Salisbury

content. Making the ‘what’ and the ‘how’ explicit is significant, as learning and
teaching approaches guided by these pedagogical models have enabled library staff
to transition from transactional service providers to sophisticated educators. This
shift has been pivotal for transforming our libraries’ educational practices. In effect,
both our libraries have reconceptualised how librarians perceive their role and value
within the university, extended their influence to embed IL skill development in the
curriculumand importantly, redefinedwhat collaboration looks like in library–faculty
teaching partnerships (Salisbury et al., 2012; Torres & Jansen, 2016).

As a result of this shift, we have expanded our teaching capabilities, gained the
language to communicate with faculty colleagues and kept the library visible and
responsive to emergent skill agendas that enhance student learning outcomes. The
result of reconceptualising our teaching practice is effecting lasting and transforma-
tive change by repositioning our libraries as key stakeholders in the student learning
space. We have forged a new path along which cross-institutional collaboration has
become visible, and the library’s leadership role in enabling students’ IL skill devel-
opment in the curriculum has widened. This book shares practice-based examples
illustrating this change.

Distinctively, this book consolidates knowledge in several pertinent areas that
are highly relevant to educators, including establishing library–faculty partner-
ships, explicitly and coherently developing students’ IL skills within disciplinary
content and transforming perceptions of the educative role of academic libraries.
The practice-based examples in this book provide practitioner narratives that demon-
strate how our models inform embedded IL teaching practice and curriculum design
to enhance the student learning experience.

1.2 Rationale

Definitions of IL and what this skill set entails is long contested in the library litera-
ture, as a result, different interpretations and categorisations of IL abound (Sample,
2020). The most commonly used definition describes the information literate indi-
vidual as successfully performing a range of skills to effectively engage with infor-
mation (ANZIIL 2004; ACRL 2015; SCONUL, 2011). One benefit of a skills-based
definition is that it offers a clearly identifiable set of outcomes for teaching (Sample,
2020). The problem discussed and debated internationally throughout academic
libraries for several decades, however, is how to frame and connect IL skillsmeaning-
fully to disciplinary content (Bruce, 1994; Moselen andWang 2104; Corrall & Jolly,
2019; Dawes, 2019). The preference has largely been to establish integrated teaching
and learning approaches supported by library–faculty teaching partnerships to bring
library skill development programmes closer to the curriculum (Callan et al., 2001).
However, this has not been without its challenges. Despite ongoing strategic efforts
undertaken by academic libraries globally, establishing traction in the curriculum, so,
the library can make a difference to student learning outcomes remains more often
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than not the exception rather than the rule (Corrall & Jolly, 2019; Dearden et al.,
2005; Helfrich, 2013; Mileham et al., 2001).

The tools available to guide IL practice include national and international stan-
dards and frameworks (CAUL, 2001, 2019; ANZIIL, 2004; ALA, 2000; ACRL,
2015; SCONUL, 1999, 2011), and these documents are continually extended and
refreshed to reflect changing terminologies, concepts and understandings. While
the intention is to assist with programme implementation (Bundy, 2004; Doskatsch,
2002; Martin, 2013; Sample, 2020), in our observation, consistent use of these prac-
tice models has not always been able to be sustained by academic libraries. This
limits their relevance to the curriculum. In addition, the nomenclature and jargon
associated with defining IL in the literature perhaps suggests a level of confusion as
to how librarians articulate IL skills and process concepts. At times, this has led to a
cluttered discourse symptomatic of the issue at hand (Becker, 2018; Sample, 2020),
and sustainably embedding IL skills in the curriculum continues to be problematic
for many libraries. Remaining responsive and relevant to student learning in an ever-
changing educational landscape demands more of libraries than a continued effort
focussed on reinventing IL.

What is required is a single constant; a flexible, adaptable pedagogical model
to guide library teaching practice and transcend library-centric interpretations of IL.
The importance of this is evenmore significant in a rapidly changing higher education
sector, where the student population is diversifying, and teaching and learning cannot
be separated from digital transformation. This suggestion does not diminish the
strong institutional imperatives for libraries to embrace change (Llewellyn, 2019),
but rather reinforces the notion that foundational educational theory needs to be a
constant alongside ongoing change if libraries are to successfully embed IL in the
curriculum. However, also crucial to success is partnership with faculty to enable
access to the curriculum and reach students in a relevant and meaningful way.

1.3 Who Owns the Curriculum?

Because building students’ IL skills for research and learning remains a current
issue in higher education, academic libraries have an opportunity to transform their
educative role, align the library within the educational priorities of the institution and
provide leadership in this regard (Pinfield et al., 2017). But in taking up the challenge
presented by this opportunity, librarians should ask themselves an important question:
Whoowns the curriculum?Asking this question disrupts traditional views that library
professionals cannot share the curriculum space, particularly in terms of IL and
related skill development.

Greater metacognitive awareness is demonstrated by students when skill develop-
ment is made explicit, at the point of need, and within the context of content knowl-
edge (Hattie et al., 1996). Unless IL skill development is activated in the curriculum,
it often remains disconnected and invisible to educators and students alike. Therefore,



4 L. Torres and F. Salisbury

the challenge for academic libraries lies in implementing embedded skill develop-
mentmodelswhich constructively align and progressively develop students’ research
skills as a considered and sustained intention of learning (Salisbury et al., 2012;
Smith, 2011; Torres& Jansen, 2016). This suggests more is required than standalone,
one-shot IL sessions or individual successful examples of collaboration for skill
development that are well documented in the literature. Although these published
examples are valid in representing evolving ways to solve a complex problem, such
approaches demonstrate individual successes rather than a coordinated, deliberate
organisational response to effect lasting and sustained impact in the curriculum.
What we advocate, in the practice-based examples shared in this book, is to place
IL skills, processes and concepts with a constructivist epistemology informed by the
learning theory of constructivism (Biggs, 1996). Constructivismmarries learning and
teaching, thus guiding educators in how IL learning experiences can become seam-
lessly woven into the fabric of the curriculum using a developmental approach. As
such, the skills required by the learner to critically engage with discipline knowledge
is experienced at the point of need so new skills and knowledge can be constructed
by individuals.

The complexity of achieving this goal is compounded by the fact that many
libraries do not coordinate a curriculum and do not share responsibility for IL
with curriculum owners. Such accepted mantras about curriculum ownership can
inhibit librarians’ agency to fully participate in curriculum design related to IL. In
essence, academic libraries require access to the curriculum to achieve their educa-
tional strategic aims. There is a lack of literature offering pedagogically soundmodels
to inform and guide library–faculty collaborations for implementing embedded skill
development approaches. This has clearly impeded the ability to frame IL curriculum
objectives, learning outcomes, learning activities and assessment criteria. To over-
come this dilemma and open up a shared educational space, librarians need collabo-
rative teaching partnerships with discipline academics using theoretically informed
conceptual pedagogical models. Conceptual models provide a way to embrace new
skill agendas and keep the library relevant in changing learning contexts.

1.4 Our Journey

LTUL and MUL started a similar journey around the same time. Both libraries
concluded that bridging the library–faculty divide required a robust, theoretically
informed model for IL to give relevance and purpose to this skill set as foundational
skills for learning. We identified the need for a model that could develop the teaching
capabilities and pedagogical knowledge of librarians in order to address the teaching
skills gap commonly found in libraries (Bewick & Corrall, 2010; Namaganda, 2020;
Schachter, 2020). Our libraries were therefore exploring the same landscape and
travelling similar paths, but holding different guidebooks.
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1.4.1 MUL—The Models of Engaged Learning and Teaching

MUL has adopted a theoretically informed, empirically researched model known
collectively as the Models of Engaged Learning and Teaching (MELT; Willison,
2017) (see Chap. 2). The MELT consists of skill development frameworks on
research, work and digital skills. The first of the published MELT was the RSD
framework (Willison & O’Regan, 2006, 2018). This framework illustrates skills
encompassing the ability to identify information needs, locate, evaluate, manage,
analyse and synthesise information and communicate research outcomes. Over the
years, the RSD framework inspired several other frameworks. Among these are the
Work Skill Development (WSD) framework (Bandaranaike &Willison, 2009, 2018;
revised byMonash University Library 2019) capturing skills for work readiness, and
the Digital Skill Development (DSD) framework (Torres et al., 2018), describing
what it means for students to be digitally literate. The MELT has empowered library
staff to open a dialogue with faculty that now explores a rearticulation not only
of what research, work-ready and digital skills encompass, but how to enable skill
development as a shared endeavour between library and faculty.

1.4.2 LTUL—Library Learning and Teaching Partnership
Framework

LTUL created a local model articulated in the Library Learning and Teaching Part-
nership Framework (LLTP Framework; La Trobe University Library, 2019) (see
Chap. 3). LTUL applies the well-established notion of constructive alignment (Biggs
& Tang, 2011) to embed IL skill development in curriculum design. This provides a
basis for academics, educational designers and librarians to collaborate on embedding
IL literacy learning outcomes, learning activities and assessment tasks, and ensuring
all these elements are in place and are explicitly connected. As a result, librarians
are part of curriculum development and design teams which also include academics,
academic skills lecturers, as well as educational designers and developers. Signif-
icantly, whether as part of a design team or a more informal collaboration, library
staff have become a valued partner in the curriculum design process; in turn, raising
the profile of the library team across the university. It has also made other forms
of collaborative development possible, such as the creation of online resources to
support a subject’s intended learning outcomes, activities and assessments.
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1.4.3 Collaboration and Shared Responsibility for IL
in the Curriculum

Our robust models have situated the library in what Whitchurch (2012) describes as
a ‘third space’ environment where university staff from professional and academic
backgrounds are involved in knowledge transfer through collaboration in multi-
professional teams that are not part of formal institutional structures. Significantly,
the third space responds to narratives of exclusion that can render professional
groups invisible. The third space often engenders convergence rather than separation;
academic and non-academic activities are not polarised but rather connected in the
delivery of student skill development agendas. Our models have been instrumental in
providing away forward for academics and professional staff to collaborate and share
the responsibility for developing essential skills for learning as considered aspects
of the curriculum. Without sound models, the library–faculty discourse surrounding
IL and the relevance of these skills for students to succeed with their studies remains
an ongoing debate.

1.5 What Sparked This Book

A chance conversation between MUL and LTUL staff, the editors of this volume,
on overcoming the challenging barriers that often prevent library staff from effec-
tively connecting the library to the curriculum, highlighted some interesting syner-
gies between our distinct models for students’ skill development. This edited volume
shares some practice-based examples from MUL and LTUL and the paths taken to
transform and reposition the library in their institutions. The approaches adopted at
LTUL and MUL demonstrate the following shared characteristics:

• Pedagogical learning and teaching frameworks informed by theory
• Underpinned by sustainable strategies
• At scale
• Relevant to curriculum design
• Enhances the student learning experienced by and alignedwith university teaching

strategies/agendas
• Innovative and demonstrates industry leadership, adding value to the sector.

1.6 How to Use This Book

This book is designed to inspire you. We suggest you read Chaps. 2 and 3 first as
these chapters are foundational to your understanding of the key characteristics and
theoretical underpinnings of the models informing the practice-based examples in
this book. Becoming conversant with the pedagogical frameworks adopted by each
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of our institutions is fundamental, as this is the first step towardsmaking sense of how
these tools have been applied and how you might connect these approaches to your
own library and teaching context. Then explore the remaining chapters depending
on where your interest lies. In the final chapter, we take a reflexive turn and present
the reader with an overarching analysis of the preceding chapters. By exploring
the patterns that emerge across the practice-based examples in this book, we are
able to draw some conclusions about successful collaborations between librarians
and academics, how these connections are fostered and sustained in the complex
university environment and the role of theoretical frameworks.

1.7 Terminology in This Book

The terms used by academic librarians to describe the content of their IL teaching
practice differs, and as a result, the lexicon within this landscape is vast (Sample,
2020). In recent years, the terminology has evolved to better:

• connect library vocabulary to dominant institutional skill agendas,
• reflect the subtlety of the library teaching focus and
• align with discipline-specific contexts.

As such, the reader will come across a wide range of terms in this book which
describe and expand on the concept of information literacy including research
skills, learning skills, digital skills and capabilities, information and digital litera-
cies, academic skills, evidence-based practice and disciplinary specific terms such
as primary literacies or any combination of these terms. The dominant terms at
LTUL are information literacy or information and digital literacies, and at MUL, the
dominant terms used are research skills or research and learning skills. The chapters
use dominant terms as well as other skill related terminology that aligns with the
practice-based example discussed.

1.8 Themes in This Book

Many of the chapters in this book are co-authored between librarians, learning
skills advisers and discipline academics (see Biography section for more infor-
mation). This is testament to how the experience of using pedagogical tools that
support our common educational goals has become a bridge connecting library staff
and academics in the third space (Whitchurch, 2012). Each practice-based chapter
presents an application of one of the frameworks, contextualised within a discipline.
The practice-based examples are organised in Parts II–V according to the following
themes reflecting the discourse in the literature.



8 L. Torres and F. Salisbury

1.8.1 Theme 1 (Part II): Enabling Collaborative Partnerships

This theme explores the importance of structured library–faculty collaboration to
align learning objectives and bring the library closer to the curriculum. Partnerships
between library and academic educators require common understandings andmutual
trust to open conversations about shared learning and teaching objectives to bridge
the divide between roles traditionally perceived to be distinct in higher education
(Dearden et al., 2005; Olivares, 2010; Walter, 2018). The practice-based examples
responding to this theme demonstrate howwe are successfully establishing a stronger
library–faculty nexus by underpinning and guiding our collaboration with a shared
language and pedagogically informed approaches. The results of the collaboration
show practical, diverse and sometimes surprising outcomes.

1.8.2 Theme 2 (Part III): Facilitating Curriculum Design
Conversations

Enabling skills as explicit elements in curriculum design and teaching practice
requires a common language among educators (Salisbury et al. 2012; Torres, 2018).
Using practice-based examples shows not only how pedagogical tools have demysti-
fied the language around the particular skills relevant in a given curriculum, but how
to scaffold these skills incrementally as part of the curriculum design. The applica-
tion of pedagogical models to inform conversation highlights the skills contributed
through library programmes and cements the libraries’ impact in the curriculum.

1.8.3 Theme 3 (Part IV): Motivating Students
and Developing Skills

Motivating students to learn is reliant on making the experience of learning rele-
vant and meaningful. Activating metacognition through instructional approaches
can make students more aware of themselves as learners, and importantly, supports
students’ ability to transfer skills from one learning context to another (Pintrich,
2002). Our practice-based examples describe how pedagogy applied to IL teaching
practice can contribute to students’ ability to transfer the skills needed to engage
with learning to other areas of study.



1 Introduction—Revisiting Old Mantras … 9

1.8.4 Theme 4 (Part V): Contemporary Skill Agendas

Linking IL programmes to contemporary skills agendas in higher education demon-
strates that libraries are becoming more strategic and ambitious in their educational
efforts (Corrall & Jolly, 2019). To successfully make this leap into contemporary
skill agendas, libraries need to go beyond library-centric interpretations of IL, and
reconceptualise how these skills, process and practices relate to the repertoire of skills
and attributes graduating students should have on completion of their studies (Hill
et al., 2016). A novel approach by MUL and LTUL has been to embrace contem-
porary skill agendas in higher education such as employability and digital skills by
extending understandings of how higher order thinking skills underpinning IL can
also be articulated as skills relevant to workplace settings and digital contexts.

1.9 In Conclusion

The goal of this book is to demonstrate how it is possible to firmly connect the
library to the curriculum and sustain that connection over time. This book describes a
theoretical and practical way forward to overcome common and persistent challenges
faced by the library sector in establishing its educational role within the university.
We share our ways of thinking about and our practice for embedding IL because we
believe they transcend ad-hoc library teaching approaches, opening a newly visible
skills discourse for a shared curriculum (Salisbury et al. 2012; Torres & Jansen,
2016).

While this book is written primarily for academic librarians, we expect and hope,
it will also prove useful to faculty academics and the many campus professionals
involved in contributing to students’ skill development.Our premise is that cultivating
and underpinning cross-campus partnerships with theoretically informed models
provides themeans to establish common interests and educational goals. As such, the
right environment can bring the scholarship of teaching and learning to the library–
faculty partnership to create a shared and more impactful response in the curriculum.

Finally, should you wish to discuss the models and approaches we share with any
of the editors or contributors to the book, we are all available for further conver-
sations. We hope our stories stimulate, inspire and motivate you to take a risk and
apply transformative pedagogical models to your teaching practice to leverage your
expertise and better connect your library to the curriculum.
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Chapter 2
The Pedagogical Frameworks Adopted
by Monash University Library

Lynette Torres and Barbara Yazbeck

Abstract This chapter describes three of the pedagogical frameworks that comprise
the Models of Engaged Learning and Teaching (Willison, J. (2017). The Models of
EngagedLearning andTeaching (MELT);Willison, J. (2020). Themodels of engaged
learning and teaching: Connecting sophisticated thinking from early childhood to
PhD. Springer). Monash University Library (MUL) adopted the MELT to underpin
its teaching practice and guide library–faculty teaching collaborations. The MELT
include the Research Skill Development (RSD) framework (Willison, J., &O’Regan,
K. (2006/2018). Research skill development framework), the Work Skill Develop-
ment (WSD) framework (Bandaranaike, S., & Willison, J. (2009/2018). Revised
by Monash University Library, 2019. Work skill development framework; Revised
by Monash University Library 2019) and the Digital Skill Development (DSD)
framework (Torres, L., McLeod, A., Yazbeck, B., Rayner, G., Skrbis, M., Yates, S.,
Dickson, N., & Fulton, H. (2018). Digital skill development framework). TheMELT
have proved effective and adaptable in a range of disciplines and learning contexts
by describing not only what students’ research, work and digital skills are but how
they can be explicitly developed as a critical part of learning. Successful application
of these models has strengthened and maximised the effectiveness of library–faculty
teaching collaborations. This has enabled the library to remain responsive to contem-
porary skill agendas and as such, catalysed transformative change by repositioning
the Library as a key contributor to student learning.

2.1 Background

A core function of the university library is to connect students, academic staff
and researchers with requisite information resources to support study and research
purposes (Bryant et al., 2020). Although academic libraries are key figures in
providing these critical services, the past two decades have seen significant evolu-
tionary change in how libraries perceive their role and the contribution they make
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to core university learning and teaching agendas. Deeply collaborative in nature,
academic libraries have drawn on this characteristic to expand their educational role
and align their information literacy (IL) skill expertise with student learning in the
curriculum.

Motivating libraries to move (IL) more purposefully into the teaching space was
prompted by a new focus on undergraduate research initiatives (Boyer Commis-
sion 1998), the advent of the library profession’s Information Literacy Standards
(ALA, 2000; CAUL 2001; ANZIIL 2004) and the introduction of University Grad-
uate Attributes—outcome statements articulating the skills and attitudes graduating
students should be able to demonstrate on completion of their studies (Oliver, 2013).
A focus on students’ skills signalled an opportunity for academic libraries to position
themselves more firmly in the educational space. Hill et al. (2016) acknowledge the
importance of students having gained a wide repertoire of skills from their studies
which can include the following:

…critical thinking skills, such as intellectual curiosity, analytical reasoning, problem-solving
and reflective judgement; effective communication; leadership and teamwork skills; research
and inquiry skills; information literacy; digital literacy; personal attributes such as self-
awareness, self-confidence, personal autonomy/self-reliance, flexibility and creativity; and
personal values such as ethical, moral and social responsibility, integrity, and cross-cultural
awareness (p. 156).

Such skills and attributes are considered both fundamental and critical for
students to successfully undertake further study, gain employment, participate in
and contribute positively to society (Barnett, 2000; Barrie, 2004; Bundy, 2004; Head
et al., 2013). This has argued well for academic libraries to seize the opportunity,
promote and link their information literacy expertise to the student learning journey
to strengthen and maximise the library’s contribution to student learning success.

2.2 Positioning the Library in the Educational Space

It is widely accepted that skills related to research coexist within knowledge making
practices in the curriculum (Barnett & Ceci, 2002; Brew, 2006, 2012; Healey &
Jenkins, 2009; Willison, 2012, 2020). As such, a strong call came from the library
profession to champion information literacy and establish collaborative library–
faculty teaching partnerships to facilitate access to the curriculum (Doskatsch,
2002; Peacock, 2001). However, as Doskatsch (2003) notes, connecting informa-
tion literacy and research skill development to student learning can be challenging as
‘success in fostering faculty–librarian collaborationdepends on establishing common
understanding and overcoming preconceptions and perceptions of such a relation-
ship, and the external forces that drive cross-disciplinary collaboration’ (p. 111).
Although the development of IL was considered by the profession to be as Doskatsch
(2003) identifies, ‘educationally, professionally and politically desirable’ (p. 114),
more than a decade on, the literature clearly suggests the same challenges remain
(Osborn 2017; Corrall & Jolly, 2019). Bryant et al. (2020) lament that academic
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libraries can still be ‘burdened by their historical role as a physical repository of
print collections’ (p. 12). The authors stress that to be considered a key figure in the
university’s educational landscape, the library ‘in turn must communicate clearly to
campus partners its full value proposition and expertise, making clear that this value
and expertise extends to a broad range of services beyond books’ (Bryant et al., 2020,
p. 12). It is clear that libraries want to offer a greater contribution to learning and
teaching in a rapidly changing global higher education sector, yet as Corrall and Jolly
(2019) have emphasised, ‘the role of librarians as teachers continues to be contested,
questioned and resisted’ (p. 114).

Literature in the field of library studies clearly espouses the benefits of embed-
ding students’ research skill development within disciplinary content (Bundy, 2004;
Olivares, 2010; Torres & Jansen, 2016). It is recognised that this is the most effec-
tive way to connect the library’s skill development programmes with campus life and
institutional educational priorities (Dewey, 2005). The challenge for library educators
and discipline academics is how to incorporate and make library skill development
programmes a relevant, embedded and coherent part of the student learning experi-
ence, and one which considers evolving pedagogy, teaching practice and curriculum
design.

Although librarians have endeavoured to respond to the call to ‘engineer themeta-
morphosis from librarian to educator and learning facilitator’ with the profession’s
first edition of the ANZIL Standards in hand (Peacock, 2001, p. 27). Gaining a
foothold in the curriculum was not without its challenges. Bundy (2004) identified
that what was lacking in the first edition of the ANZIIL Standards was a way for
librarians to guide and foster the development of IL skills within disciplinary content.
The 2004 edition of ANZIL intended to rectify this, however, library and information
studies literature still evidences a continuing struggle tomeaningfully connect library
IL programmes to skill agendas at the institutional level. Although there would be a
number of contributing factors impeding the ability to activate the ANZIL Standards
more broadly in disciplinary curricula, one reason could be that ANZIL describes
‘what’ information literacy skills are, not ‘how’ to activate and scaffold them coher-
ently within learning content. Moselen and Wang (2014) also note that ‘very little of
[the literature] has discussed how to prepare librarians to become active contributors
to curricular design in higher education’ (p. 117). Related to this observation, ANZIL
uses the language of librarianship rather than the language of educators which may
also be a reason why the Standards have had limited reach beyond library audiences.

2.3 Re-envisioning the Library’s Educative Potential

To recalibrate howMonash University Library contributes to students’ skill develop-
ment, learning skills advisers were integrated into the library’s organisational struc-
ture to work collaboratively alongside teaching librarians (Smith, 2011). This new
structure enabled the library to assume responsibility for a broad spectrum of skills,
challenging historical assumptions of the library’s role in the University (Smith,
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2011). The success of the initiative demonstrates industry leadership and a model
that leverages a way forward for libraries to expand their skill repertoire and engage
more directly, purposefully and impactfully in the curriculum.

It soon became apparent, however, that this new partnership required an enabling
tool to underpin and guide a reconceptualised library teaching practice. This tool
needed to clarify what skills and expertise the librarian and learning skills adviser
brought to this partnership, where their areas of knowledge and educational expertise
lay, where they differed and where they overlapped. The tool also needed to not only
harness the expertise of these educators, but guide and inform a new collaborative
teaching structure.

To this end, MUL adopted and implemented the Research Skill Development
(RSD) framework (Willison & O’Regan 2006/2018) in 2009, rather than the ANZIL
Standards themselves. The RSD framework is a conceptual pedagogical model for
guiding students’ research skill development in the curriculum. Such a tool made
sense in a context where MUL was reconceptualising and expanding its IL skill
repertoire to include both research and learning skills. Therefore, the RSD signalled
a way to guide how library research skill programmes could be embedded into disci-
plinary curricula so that the skills students required for researching were not arti-
ficially divorced from content knowledge. As such, the RSD heralded a promise
to also underpin library–faculty teaching partnerships and in doing so, enable the
library to achieve its strategic educational goal of embedding skills explicitly into
the curriculum. In alignment with the RSD framework, the library adopted the terms
‘research skills’ and ‘research and learning skills’ as this nomenclature was also
considered more appropriate to an academic learning environment (Smith, 2011).
‘Research and learning skills’ also communicate a holistic articulation of the skill
expertise of librarians and learning skills advisers. With the RSD in hand, librarians
and learning skills advisers had a way to overcome the challenge of how educators
from across the university conceive research skills across disciplines. Since adopting
the RSD framework in 2009, MUL has successfully enhanced collaborative library–
faculty teaching partnerships for the explicit development of students’ research skills
as considered aspects of learning in a range of disciplines (Torres & Jansen, 2016).

The RSD framework is the first of a suite of skill development frameworks
that have been created over the years that have been inspired by the sophisticated
simplicity, effectiveness and adaptability of the RSD. The RSD framework together
with sibling frameworks explicating work and digital skills respectfully are referred
to collectively as the Models of Engaged Learning and Teaching (Willison, 2017).
The sections that follow will unpack the guiding parameters of the MELT.
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2.3.1 Opening a New Conversation for Students’ Skill
Development

Discovering the RSDwas quite serendipitous, and occurred through a library confer-
ence presentation by the creator of the MELT, Dr John Willison in 2008. The RSD
framework immediately resonated for a library context, primarily because of its foun-
dational underpinningwith theANZILStandards (ANZIIL, 2004). TheANZILStan-
dards have informed the Facets of Research in the RSD framework. By overlaying
the ANZIL Standards with Bloom’s Taxonomy (Bloom et al., 1956), the RSD has
essentially breathed life into the ANZIL Standards. Furthermore, the RSD frame-
work has provided librarians with an important missing link—that is, by guiding
educators as to what information literacy skills are and how they can be activated in
library skill development programmes. This is significant because as early as 2001,
the international library sector was lamenting that teachers and students alike did not
have a ‘roadmap’ or a ‘blueprint’ to unpack the concept of IL, adding to the confusion
was an understanding of the range of skills involved and as such, hampering their
traction in the curriculum (Koch, 2001).

The RSD Handbook disseminated at this library conference included the names
of two academics from Business and Economics at Monash University who were
applying the RSD framework to their teaching. On contacting the academics with an
offer to meet, there was great interest from both parties to learn about each other’s
interest and application of theRSD framework. The academicswere keen to hearwhy
the library was considering the RSD, and we, at the library, were keen to learn how
the RSD framework was being applied in a disciplinary context. At our meeting,
we placed the RSD framework as a conversation piece between us on the table.
The conversation the RSD ignited was stimulating, insightful, surprising, extremely
productive and positive. The RSD provided the means to have a conversation using
a mutually understood language, helping us as library staff to discuss research skill
development using the language of educators rather than through library-centric
terminology. Centring the conversation around the RSD framework enabled us to
discover and describe our common educative goals and our shared trajectory—
enabling students to engage with discipline content and succeed in their studies. This
meeting over the RSD was pivotal and sparked a partnership which has evolved and
continued over the years, the RSD framework providing the foundational structure
for the collaboration. This teaching partnership has offered opportunities to pilot and
co-create teaching and learning initiatives informed by the RSD, co-facilitate RSD
workshops across the university, present at international education conferences and
over the years, contribute to funded research on the RSD framework (Willison, 2012;
Willison et al., 2010). As the collaboration has progressed and continued over time,
different library staff have been involved and have contributed to the collaboration
which remains strong today (see Chap. 14 by Gleeson, Junor and Mayson).
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2.4 The Theoretical Underpinnings of the MELT

The MELT frameworks are pedagogical conceptual models that individually articu-
late a range of academic skills and facilitate howGraduateAttributes can be animated
in the curriculum. The MELT frameworks consist of three theoretical parameters.
The vertical axis describes the ‘Skill Facets’ presented as verb couplets and informed
by Bloom’s Taxonomy of Learning (Bloom et al., 1956). The horizontal axis, ‘Scope
for Student Autonomy’, depicts a learning continuum informed by Vygotsky’s Zone
of Proximal Development (1978), Biggs and Collis’ SOLO Taxonomy (1982) and
thework of Boud (1988) on learner autonomy. Lastly, the adjectives in italics running
alongside each skill couplet or ‘facet’ capture the affective domain (Krathwohl et al.,
1964)—that is, the dominant attitude or disposition of the learner required to develop
that skill. What differentiates the MELT frameworks from other skill frameworks is
that they are conceptual models that when contextualised, provide a way to distil and
scaffold the skills required for complex thinking. This offers library–faculty teaching
partnerships a way to address the challenge of making implied skills visible in the
curriculum. Therefore, it is through contextualisation and application that the MELT
reveal their student-centredness, adaptability, sophistication and richness. Empirical
studies applying the MELT in a range of disciplines have shown their potential to
guide educators in their teaching as much as guide students in their learning (Torres,
2018; Willison, 2018).

2.5 Unpacking the Parameters of the MELT

2.5.1 The Vertical Axis: Skill Facets and the Concept
of the Affective Domain

The vertical axis of each of the MELT frameworks individually describe the skill
development associated with that framework, i.e. RSD framework (research; see
Fig. 2.1), WSD framework (work; see Fig. 2.2) and DSD framework (digital skills;
see Fig. 2.3). In each framework, the reader will notice that the skills are depicted
as verb couplets and are referred to as ‘facets’ (as in the ‘facets’ of a diamond).
This is to give the impression of ‘skill clusters’ that relate and overlap with one
another and importantly, need to be developed in tandem. Each facet is accompanied
by a descriptor informed by Bloom’s cognitive domain (Bloom et al., 1956). The
descriptor is meant to encapsulate the essence of the Skill Facet by describing what
the learner is doing at that point of their research (RSD framework), workplace
activity/practice (WSD framework) or in using digital technology (DSD framework).
A guiding question is also included, which ‘unpacks’ the facet by personalising and
expressing the skill through the ‘learner voice’.



2 The Pedagogical Frameworks … 21

Fig. 2.1 The Research Skill Development (RSD) framework. Willison and O’Regan (2006/2018).
Reproduced with permission

2.5.2 The Concept of the Affective Domain

The affective domain, defined as values, motivators and drivers (Krathwohl et al.,
1964) or as dispositions and attitudes, accompanies the Skill Facets (cognitive
domain) of each of the MELT frameworks. The affective domain is represented by
an adjective with each Skill Facet. These adjectives describe the positive emotions,
attitudes and dispositions most indicative of each facet (i.e. the dominant dispo-
sition that describes that skill). The affective domain points to the importance of
students recognising and developing attitudes and dispositions for learning together
with skills.
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Fig. 2.2 TheWork Skill Development (WSD) framework. Bandaranaike andWillison (2009/2018).
Revised by Monash University Library, 2019. Reproduced with permission

The inclusion of the affective domain, and associating it with the cognitive skills
described in the facets, shifts the focus from a teacher-centred viewpoint to a student-
centred one. The role of the affective domain in specific associationwith the skills and
processes of researching has been explored by Kuhlthau (2004). Kuhlthau insight-
fully draws connections between students’ affective dispositions ignited by the uncer-
tainty of charting unfamiliar territory during the process of seeking and using infor-
mation, and refers to this experience as the uncertainty principle. Kuhlthau (2004)
states that.

Uncertainty is a cognitive state which commonly causes affective symptoms of anxiety and
lack of confidence. Uncertainty and anxiety can be expected… confusion and frustration are
associated with vague, unclear thoughts about a topic or question (p. 341).
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Fig. 2.3 The Digital Skill Development (DSD) framework. Torres et al. (2018). Reproduced with
permission

Although the MELT frameworks focus solely on adjectives that describe posi-
tive dispositions, by acknowledging the affective domain, they draw the educator’s
attention to the importance of the range of dispositions and attitudes that are part of
an individual’s experience of learning. In a library context where the primary orien-
tation of library programmes is to teach students skills for researching, it is impor-
tant to acknowledge that feelings of uncertainty, anxiousness and frustration also
accompany the information seeking process. The MELT frameworks have provided
a way to conceptualise how the theoretical principle of uncertainty marries with a
constructivist approach to learning. As library educators, being aware of the theoret-
ical principles related to the affective domain in our teaching practice makes us more
sensitive to what we need to consider when designing skill development classes.
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2.5.3 The Horizontal Axis: Scope for Student Autonomy

The MELT share a horizontal axis, the ‘Scope for Student Autonomy’, where the
degree of learner independence is described in incremental and progressive stages
across a learning continuum. Autonomy is widely acknowledged as an important aim
in education as increasing self-reliance enables students to gain awareness of them-
selves as learners and in doing so, take control and responsibility for their learning
(Boud, 1988; Bruce, 1994; Butler, 1999; Fazey & Fazey, 2001). As Willison (2018)
points out, the facets ‘reveal “what” skills are and the levels of autonomy show
“how” to facilitate the facets, by providing a sense of the level of structure and guid-
ance required by students’ (p. 4). Student autonomy is described through scaffolded
increments across the MELT learning continuum. Willison et al. (2017) note that
descriptors guide the educator’s intervention by the question: ‘How much guidance
and space do these students need?’ The intention of the autonomy continuum is to
build student independence or self-reliance with each skill over time. Autonomy
ranges from Prescribed guidance where close educator or supervisor guidance is
required through to Unbounded autonomy where the learner is able to perform
activities independently and has the ability to extend the skills as described to new
contexts.

Autonomy is a sophisticated concept which acknowledges that skills develop
and progress at different rates (Willison et al., 2017). Unlike competency frame-
works such as the Australian and New Zealand Information Literacy Standards
(ANZIIL, 2004) which suggests learning is unidirectional and can be benchmarked
(i.e. whether a student can demonstrate the ability to do something to a certain level
or not), the focus of theMELT frameworks is on learning. TheAssociation of College
and Research Libraries Framework for Information Literacy for Higher Education
(ACRL, 2015) presents a renewed vision by introducing key threshold concepts
for information literacy ‘to encourage a deeper understanding of what knowledge
practices and dispositions an information literate student should develop’ (ACRL,
2015, p. 10). However, the ACRL Framework still lacks a developmental view of
learning. A learning continuum framed by learner autonomy as captured by the
MELT framework acknowledges that students may be positioned at various points
on the autonomy continuum in relation to different skills and tasks at any one time.
Autonomy depends on context, purpose and learner characteristics.

The scope of autonomy is also fluid in that a single task may shift through varying
levels of autonomy as learners build competence and self-regulate their learning
(Willison et al., 2017). In this way, the MELT recognises that students may demon-
strate varying levels of autonomy for the different skills and that students may oscil-
late between these skills whilst engaged in a task. A learning continuum informed
by learner autonomy recognises that students may at times move backwards when
faced with less familiar activities, tasks or concepts that are new to the learner and
therefore more conceptually demanding. As explained byWillison et al. (2017), ‘this
does not mean going backwards educationally, but rather provides insight into what
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happens in more conceptually demanding contexts, when students move into unfa-
miliar territory or when more rigour is required’ (p. 3). As noted earlier, this aspect
of autonomy is also mirrored in earlier work on information seeking behaviour by
Kuhlthau (2004), and is referred to as moving from ‘uncertainty to understanding’
(p. 340). It is likely, therefore, that a learner will move along the continuum with
every unfamiliar task.

The MELT makes it possible for an educator to reflect on how much guidance
might be required for a particular task or learning activity and ‘pitch’ or scaffold
the activity accordingly. In considering how much space needs to be created by the
educator for autonomous learning to take place, moderate autonomy where room is
provided for the individual to manoeuvre between dependence and independence,
has been considered preferable to having full autonomy (Wielenga-Meijer et al.,
2011; Zoghi & Dehghan, 2012). With this in mind, Willison et al. (2017) suggest
that ‘teachers should facilitate the level of guidance which produces the “sweet spot”
for optimum learning and thinking’, as such the authors conclude that, ‘education
generally, and the development of research skills in particular, would progress most
successfully for awhole cohortwhen in thismiddling educational “Goldilocks zone”’
(p. 430).

Therefore, from a teaching perspective (Willison et al., 2017) describe autonomy
as a ‘tug of war’, where the degree of autonomy shifts according to.

…personal elements and the demands of disciplines, work or required competence.
Autonomy is more a relationship between people and their learning environment and
less a measurable entity or characteristic that increases unidirectionally: It is more about
appropriate levels of conceptual space as each context warrants (p. 11).

Autonomy can therefore be considered as the extent of scaffolding and conceptual
space required for optimal learning to take place. Willison (2020) notes that when
educators facilitate learning, they ‘enhance student metacognition’ and students’
ability to ‘regulate their own learning’ (p. 131). An optimal learning environment also
acknowledges the interplay and inter-relatedness of affective skills and dispositions
for supporting the student to over time, take control of their learning by gradually
increasing their self-reliance (Bandura, 1997). As Bandaranaike andWillison (2017)
put it, ‘engaging in learner autonomy requires a wide selection of personal and
interpersonal skills, and a range of cognitive, metacognitive, affective and social
skills’ (p. 6).

As autonomy descriptors provide educators with a continuum for designing incre-
mental and scaffolded learning activities that make the skills embedded in the activ-
ities explicit, the MELT can guide educators in overcoming the predicament of how
to chart the developmental progression of student skills. This means the MELT offer
a way to teach and assess skills coherently in the curriculum (Bandaranaike, 2018;
McLeod & Torres, 2020; Peirce et al., 2009; Pretorius et al., 2013; Torres & Jansen,
2016). This is significant for library skill development programmes, as a scaffolded
approach to developing students’ research skills in the context of higher education
is often overlooked and even neglected by library skill development programmes.
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The following section highlights the distinctive elements of each of the MELT
frameworks, the Research Skill Development (RSD) framework, the Work Skill
Development (WSD) framework and the Digital Skill Development (DSD) frame-
work, that are explored in the practice-based examples in the book chapters that
follow.

2.6 The Research Skill Development (RSD) Framework

The RSD framework is designed to explicitly guide the cyclic development of
students’ research skills (Willison&O’Regan, 2007).While theRSD frameworkwas
not created specifically with library programmes in mind, it immediately resonated
with MUL when the library sought a pedagogical framework to guide its teaching
practice. The RSD connected well to a library context in that it is derived from
the ANZIL Standards (ANZIIL, 2004). As such, the RSD framework indicated
strong potential to guide teaching collaborations between librarians and learning
skills advisers, and in doing so, bring together educators with complementary skills
and knowledge for a new organisational teaching structure. Further validating the
potential of the RSD framework to guide and underpin the library’s teaching prac-
tice is Willison and O’Regan’s (2007) acknowledgement that in creating the RSD
framework, the ANZIL Standards appropriately capture a set of skills (see Table 2.1)
that together make for effective and appropriate use of information, considered by
the authors an essential part of the research process.

The RSD framework on the other hand, offers a reconceptualised interpretation
of ANZIL by overlaying the six ANZIL Standards with Bloom’s Taxonomy (Bloom
et al., 1956). By explicating these six research skills across a learning continuum,
Willison and O’Regan (2007/2018) effectively offer library educators the missing
‘roadmap’ or ‘blueprint’ to guide library–faculty partnerships and the way in which
the library responds to student learning. Therefore, the significance of theRSD frame-
work is in offering a reconceptualised interpretation of the ANZIL Standards, where
information literacy skills are overlaid with and scaffolded progressively across a
theoretically informed learning continuum.

While the Skill Facets in the RSD framework are represented sequentially to
capture the research process, they are not lockstep or linear. In fact, the RSD recog-
nises that research is not only a recursive process, but a process that can also be
messy as the researcher moves back and forth between Skill Facets. The facets
make these complex phases of research visible, they suggest a logical pathway
through this nuanced process that is both iterative and non-linear. In this sense,
the facets are dynamic and adaptable; they share elements of each other allowing for
context-sensitive application to research. It is when the facets are contextualised that
research skills and the processes associated with research are revealed. Willison and
Buisman-Pijlman (2016) emphasise this and also stress that the RSD facets are not:
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…generic skills, as this would imply a ready transferability, but rather they are overarching
perspectives about the research processes that are common across disciplines. In use, these
general descriptions are made real by academics who operationalise them as discipline-
specific and context-sensitive descriptors (p. 66).

The adoption of the RSD framework across the university has been led by MUL
and has been applied in partnership with academic staff to a range of disciplinary
contexts. This includes Law (Hughes et al., 2011), Nursing and Midwifery (Preto-
rius et al., 2013), Business and Economics (Taib & Holden, 2013), Business Law
(Kananatu, 2017), CreativeWriting (Wong&Yahya, 2017), Engineering (Karu et al.,
2017), Biological Sciences (Torres, 2018). In this volume, the RSD framework is
explored in Business Management (see Chap. 14 by Gleeson, Junor and Mayson),
in Law (see Chap. 8 by Brabon, Tucker, Pulungan and Lang), in an interdisciplinary
master’s programme in Environment and Sustainability (see Chap. 5 by Castillo and
Ho), in a Nursing master’s unit (see Chap. 12 Turner, Young, Freeman & Zahora)
as well as Business and Economics at Monash University Malaysia (see Chap. 7 by
Kananatu, Santra and Yahya) and in Art and Design (see Chap. 13 by Manuell).

2.7 The Work Skill Development (WSD) Framework

In recent decades, the focus in higher education has shifted to producing job-ready
graduates with a broad range of skills and attributes which transfer well to workplace
settings. TheWSD framework is a pedagogical tool that facilitates the conceptualisa-
tion and explicit development of students’ work skills. The WSD framework offers
a way for educators to bridge the gap between university curricula and industry
requirements. In this way, the WSD contributes to WIL (Work Integrated Learning)
pedagogy by conceptualising and facilitating the explicit development of students’
work skills, and informing and guiding student assessment in WIL as well as regular
curriculum (Bandaranaike & Willison, 2010).

The WSD framework provides a structure and learning trajectory that enables
educators to scaffold the incremental development of work skills in either existing or
new curriculum aswell asWIL experiences. This suggests practical applications such
as informing course design, framing learning tasks, activities and assessment design.
Therefore, the WSD framework supports educators to plan and set learning goals, so
that students can see how their work skills are progressing. As a self-reflective tool,
the WSD helps students to identify their work skills, what skills might be required
in a given role, how to monitor their skill development and a way to interpret how
autonomously they might be expected to work in a given role in regard to certain
skills.

The WSD framework consists of Work Skill Facets (see Table 2.1) that describe
a range of higher order cognitive skills and processes required in a work context.
Like the RSD, each Skill Facet is represented as a verb pair (i.e. Initiative and Goal-
oriented). The verb pair is intended to capture the complementary nature of these
skills. While these capabilities may be mutually exclusive, they are more likely
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Table 2.1 Skill facets of the RSD (2018),WSD (2019) andDSD (2018) frameworks demonstrating
the inter-relatedness of theMELT facets (cognitive skills, the affective domain and guiding questions
pertaining to each facet)

Skill facets

Research Skill (RSD)
Development framework

Work Skill (WSD)
Development framework

Digital Skill (DSD)
Development framework

Embark and clarifyWhat is our
purpose?Curious

Initiative and
goal-orientedWhat is my
role?Motivated

Explore and clarifyWhat is
my/our purpose?Curious

Find and generateWhat do we
need?Determined

Resourceful and
informedWhat do I
need?Discerning

Select and useWhat will I/we
use?Experimental

Evaluate and reflectWhat do we
trust?Discerning

Learning and reflectingHow
do I improve?Empowering

Evaluate and reflectHow will
I/we know?Discerning

Organise and manageHow do
we arrange?Harmonising

Planning and
managementHow do I
organise?Mindful

Organise and manageHow will
I/we plan the
approach?Harmonising

Analyse and synthesiseWhat
does it mean?Creative

Critical reasoning and
problem solvingHow do I
solve?Creative

Synthesise and createWhat can
I/we make?Creative

Communicate and applyHow
do we relate?Constructive

Communication and
teamworkHow do I
relate?Ethical

Collaborate and
communicateHow do I/we
relate?Connected

to be complementary and co-dependent. That is, they describe a cluster of skill
categorisations best developed in tandem. Like the RSD framework, the Skill Facets
of the WSD do not sit in isolation, they are multi-faceted in that they overlap and
share elements of each other.

The value of the WSD for the library’s teaching practice has been in describing
how the skills students develop as part of their university education can also be
articulated as skills valued by the workplace. The WSD was developed in response
to a need to do the following: assess students’ work readiness (Bandaranaike &
Gurtner, 2017; Bandaranaike, 2018) in a range of domains including emotional and
cultural intelligence; provide feedback to students in internships; and guide reflective
conversations on work skill development with students (Bandaranaike, 2018). It has
been useful in conceptualising a self-reflective approach where students align their
work skills with autonomy descriptors (Torres et al., 2014). As such, uptake of
the WSD framework has been led by MUL and applied to framing learning tasks,
activities and assessment design in disciplines such as Accounting and Finance,
Business and Economics and Law (Torres et al., 2014). In this volume, we share how
the WSD has been used to map competency standards for Occupational Therapy to
facilitate the library’s response to student learning (seeChap. 18 byTodd,Khoshsabk,
Torres and Peart) and to guide and monitor a Library Internship Program for Korean
Studies students (see Chap. 17 by Dewi, Kim and Jackson) highlighting how skills
gained through study can transfer to the workplace (Table 2.2).
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Table 2.2 Student autonomy as described in the MELT (RSD, WSD and DSD frameworks),
demonstrating how the autonomy descriptors for each of these frameworks relate to one another

Models of Engaged Learning and Teaching (MELT)

Scope for student autonomy

Prescribed Bounded Scaffolded Open-ended Unbounded

Research Skill
Development
(RSD)
framework

Highly
structured
directions
and
modelling
from
educator
prompt
researching
in which …

Boundaries
set by and
limited
directions
from
educator
channel
researching
in which …

Scaffolds
placed by
educator
shape
independent
researching
which …

Student initiate
research and
this is guided
by the educator

Students
determine
guidelines for
researching that
are in accord
with discipline
or context

Work Skill
Development
(WSD)
framework

Highly
structured
directions
and
guidance
from
mentor
where the
student …

Boundaries
set by and
limited
directions
from
mentor
where, the
student …

Demonstrates
some
independence
within
provided
guidelines
where the
student …

Works
independently
to innovate with
limited
guidance where
the student …

Works within
self-determined
guidelines
appropriate to
context, where
the student …

Digital Skill
Development
(DSD)
framework

Highly
structured
directions
and
modelling
from the
educator
prompt the
learner(s) to
…

Boundaries
set by the
educator
channel the
learner(s) to
…

Scaffolds
placed by the
educator
enable the
learner(s) to
independently
…

Learners
instinctively
initiate
engagement
with digital
technology that
may be guided
by the educator
to …

Learners
normalise and
digital practices
in accordance
with context to
…

2.8 The Digital Skill Development (DSD) Framework

Aworld transformed by technology has brought new considerations forwhat itmeans
for students to be digitally literate and what educators might be required to do to
enable such skills in the curriculum (Goodfellow, 2011; McMahon, 2014). However,
defining the dimensions inherent in digital literacy is a complex undertaking as
digital literacy incorporates a sophisticated and broad range of skills. Perceiving
digital literacy as pertaining solely to a set of technical skills over-simplifies their
scope. A more expansive view of digital literacy incorporates a range of overlapping
cognitive and interpersonal skills, attitudes, dispositions and practices in conjunc-
tion with technical skills (Feerrar, 2019). However, the complex nature of this skill
set can challenge educators in explicitly describing and developing digital skills
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within programmes of study (McMahon, 2014). This would suggest that describing
digital skills and attributes calls for a taxonomy of terms to enable, evidence and
guide learning practices (Stordy, 2015). However, Spante et al. (2018) in surveying
the literature, note that defining the diversity of concepts related to digital literacy
remains problematic. Within the context of higher education, establishing a common
understanding of digital literacy remains evident, as policy and institutional docu-
ments would benefit from reflecting a more expansive view of this skill range, as
well as greater consistency in defining what digital literacy encompasses (Feerrar,
2019; Spante et al., 2018).

A library-led initiative in partnership with discipline academics was established to
create a suitable pedagogical tool to articulate and support the progressive develop-
ment of digital skills for a variety of learning contexts. Libraries have a long history of
being involvedwith IL and consider digital literacy as an expansion of this skill set.As
such, digital skill frameworks havebeen createdby academic libraries, to help demon-
strate how IL skills connect to digital literacy (Feerrar, 2019).Anumber of digital skill
frameworks created for educational contexts were examined and reviewed as part of
the working group’s initial project scoping. These frameworks were comprehensive
and drew on a range of knowledge domains including cognitive and metacognitive,
affective, psychomotor, social, personal and technical, however, although the frame-
works covered an extensive range of digital skills, we concluded they carried certain
shortcomings.

The overall focus was often information-centric, meaning, they sometimes
focussed on finding, using and evaluating information in online settings. This risks a
limited interpretation of the digital practices that are required to function effectively
in contemporary digital settings, be they learning, social or workplace settings. In
addition, most frameworks lacked an important developmental perspective to guide
skill progression. Consequently, this limited the potential of these frameworks as
pedagogical tools for explicitly guiding digital skill development within curricula.

In response to this identified gap, the DSD framework was developed to provide
guidance to educators in enabling students’ digital skills within a range of learning
contexts. In order to address the complexity of what it means for students to be
digitally literate, the DSDworking group developed the followingworking definition
of digital skills:

The contemporary digital skills and attributes required to engage with technologies for
learning, researching, working, and functioning in society in the digital age. This involves
consuming, collaborating and creating with digital tools, and takes into account digital
identity, digital wellbeing and e-Safety (Digital Skill Development framework 2018).

The DSD framework is informed by the same pedagogical underpinnings and
parameters as the earlier MELT, and therefore, offers a flexible, adaptable and non-
prescriptive conceptual model to guide educators in enabling students’ digital skills.
The term ‘digital skills’ rather than ‘literacy’ was chosen because it aligns with the
parameters of the MELT, ensuring consistency with these models. The DSD frame-
work is being applied to provide pedagogical guidance in recognising, identifying,
enabling and expanding the repertoire of contemporary digital skills required by
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students to meet the demands of learning, social life and employment in a digital
age (McLeod & Torres, 2020; Torres et al., 2018). A chapter exploring the DSD in
a workshop for students undertaking an Education Pathways unit (see Chap. 15 by
Pilz, McLeod and Yazbeck) is presented in this book.

2.9 Summarising the Characteristics of the MELT

The MELT actively facilitates student learning in ways that enable students’ skills
to grow in sophistication and rigour (Willison, 2018). The characteristics of the
MELT make the developmental side of learning visible through the three guiding
parameters of the frameworks: the cognitive domain (Skill Facets), the Scope for
Student Autonomy and the affective domain. When engaging with the MELT, it is
often useful to remember the frameworks have the following characteristics:

• Conceptual models
• Pedagogical tools
• Learning continuums
• Tools to inform assessment and curriculum design
• Flexible, adaptable, dependent on context
• Applicable to a range of curricula and learning contexts
• Offering a common language for research skill development amongst educators
• In synergy with educational strategies

On the other hand, the MELT have shown not to be.

• Assessment rubrics
• Prescriptive and inflexible
• A set of rules
• Lockstep

A benefit of the MELT is that each framework shares the same guiding parame-
ters and theoretical principles. Therefore, familiarity with one of the MELT enables
understanding of another of the MELT frameworks. This has been invaluable for
establishing shared knowledge of the MELT across library teaching teams and for
building library staff confidence in selecting and applying themost appropriateMELT
framework for a given context.

The significance of the MELT for library educational strategies and goals has
been in the way these pedagogical tools have opened and guided a new discourse for
students’ skill development, enabling the library to transform, extend and deepen its
educational practice in a highly sophisticated way. The MELT has offered a way to
overcome the dilemma faced by library staff, in how to identify, articulate and chart
the movement of students’ research skill development, as well as how to facilitate
that movement. By providing a common language through which educators from
across the university can underpin collaborative approaches to teaching, learning,
curriculum and assessment design. Of significance, theMELT has catalysed a deeper
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understanding of the professional, pedagogic and discipline-based perspectives of
our practice, and what we share in common with educators across the university.
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Chapter 3
The Pedagogical Model Adopted by La
Trobe University Library—Constructive
Alignment and Information Literacy

Fiona Salisbury and Caroline Ondracek

Abstract Academic librarians are routinely involved in information and digital
literacy skill development programmes to build students’ research capability.
‘Embedded’ approaches to information literacy (IL) are often highlighted as having
the most potential in terms of delivering authentic IL learning experiences as part of
disciplinary content. The purpose of this chapter is to present and examine the model
used at La Trobe University Library (LTUL) to connect information and digital
literacy skills development to the curriculum. This model relies on collaboration
and one particular pedagogical approach—the theory of constructive alignment—
to embed IL skills in the curriculum. In presenting the LTUL Model, this chapter
promotes the benefits of linking educational theory and library practice. Our experi-
ence strongly suggests that a theorised approach for embedding IL in the curriculum
makes sense, for not only improved programme design, achievement of learning
outcomes and student success, but also for realising the potential of collaborative
partnerships involving librarians, academics, and teaching and learning staff.

3.1 Introduction

A major challenge for academic librarians is how to ensure all students are given
opportunities to develop the information and digital literacy skills needed at univer-
sity, professionally, and for lifelong learning. These skills are typically included in
university graduate capability statements, which affirms their importance as part of
the suite of capabilities that all graduates ought to have, regardless of course of
study. The challenge and scale implicit in reaching all students cannot be underesti-
mated; moreover, ‘all students’ can be difficult to conceptualise. Imagine sitting in a

La Trobe University is a public research university in Victoria, Australia. La Trobe opened in 1967
with 552 students and currently has over 30,000 students at campuses in Melbourne (Bundoora),
Melbourne city, Mildura, Shepparton, Albury-Wodonga and Bendigo.
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full-to-capacity sporting arena that holds over 30,000 spectators. Casting your eyes
across a crowd of this size is to glimpse the La Trobe University (La Trobe) student
population in its entirety; taking in a single view of thousands of individuals lays
bare the enormity of the aspiration to give all students the opportunity to develop
information and digital literacy skills. Understanding the size of the population to be
engaged is the first step in considering where information literacy (IL) skills are best
learned, practised, reinforced and mastered. At La Trobe University Library (LTUL)
considering issues of scale has involved weighing up the pros and cons of embedding
IL in the curriculum with more disarticulated approaches to develop students’ skills
(Salisbury et al., 2012). For us, resolving issues of scale, and creating opportuni-
ties for all students to become confident information literate graduates, starts when
librarians work in partnership with academics to embed IL in the curriculum.

Advocates of embedding IL in the curriculum in the higher education environ-
ment understand it doesn’t just happen overnight. If librarians find themselves in an
institutional environment where information skills development is at best ‘bolted on’
to the curriculum in an ad hoc way, and at worst omitted because of a lack of space
in the curriculum, best intentions can easily be stymied. Prior to 2009, for example,
even thoughwe had long been liaisingwith academic staff to build students’ IL skills,
we still found it difficult to achieve a coordinated and scaffolded approach for all
students. As a result, some students repeated the same IL learning activities across
multiple subjects, while others either didn’t receive an opportunity at all, or were
introduced to IL too late in their course to be able to progressively build skills. To
improve student access to IL skill development opportunities in the La Trobe envi-
ronment, we needed a different basis for collaborating with academic staff; in other
words, a more theoretical perspective that would resonate with academics, engage
students, and result in a coordinated and coherent approach across the institution.

Since 2009, librarians at La Trobe have worked with a model that combines
collaboration, embedding IL skills and educational theory, to change the way the
library provides opportunities for students to develop information and digital literacy
skills within the curriculum. For librarians and academics working together in this
endeavour, the interplay between collaboration, information literacy and curriculum
design is complex; effective collaboration needs a shared theoretical view to guide
pedagogical practice and to ensure better learning outcomes for students. The focus
of this chapter is firstly to present the tripartite LTUL Model and to position the
rationale for the model within the library and higher education literature. Secondly,
the chapter examines the Library Learning and Teaching Partnership Framework
(LLTP Framework; La Trobe University Library, 2019), which outlines the model in
detail. The LTUL practice-based examples in this book show the model in action.
They illustrate the principles of themodel—collaboration and curriculum embedding
driven by theory—and demonstrate how the LLTP Framework has been used to guide
and inform practice. Each practice-based example is an instance of how the LLTP
Framework has been interpreted and applied in a particular situation. Embedding IL
in individual subjects and across courses in a learning-centred way requires a collab-
orative approach where IL skill development is connected with discipline content by
interleaving IL elements through the curriculumdesign. The practice-based examples
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demonstrate how librarians and academics have taken a learning-centred approach
to tackling problems of scale to ensure all students have an opportunity to build
information and digital literacies throughout their learning journey.

3.2 The La Trobe University Library Model

The pedagogical model adopted by LTUL to connect the library to the curriculum
responds to the universal challenge of how to provide all students with opportuni-
ties to build IL skills over the course of their degree. The LTUL Model (Fig. 3.1)
links three elements—collaboration (between librarians, academics and teaching
and learning staff), embedded information literacy (as part of curriculum design
processes) and educational theory (constructive alignment). The model recognises
constructive alignment as an empowering pedagogical tool that unlocks sustain-
able and effective learning-centred approaches to embedding information and
digital literacies in the curriculum. Furthermore, it promotes productive curriculum
conversations and collaborative practice between academic and professional staff.

The LTUL Model was originally developed as a result of the library’s Design for
Learning programme, which was part of a university-wide programme of curriculum
reform in 2009 (Salisbury, 2009). This university-wide programme was an example
ofwhat Ruge et al. (2019) identify as a ‘top-down’ constructive alignment implemen-
tation. Our involvement in this programme fundamentally changed our IL practice
in that it became:

• strategically linked to the university learning and teaching agenda
• explicitly linked to graduate capabilities
• focused on partnership over support
• theoretically driven by pedagogy

Fig. 3.1 LTUL Model by La
Trobe University Library,
used with permission
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• learning centred
• evidence-based
• situated in the ‘third space’.

The true test of how a library connects to the curriculum can be measured by
the level of institutional buy-in and alignment with institutional strategy. Without
strategic traction, issues of scale and institutional impact will always remain
unresolved. The library’s involvement in the 2009 curriculum reform programme
came with institutional sponsorship to rethink and change how we practice. As a
result, we established new IL routines, we trialled an institution-wide approach to
IL skill development for all students, and we gathered evidence of the impact of
embedded IL from the perspective of students and academics. By pushing and pulling
our IL practice in multiple directions to test how it might be implemented at scale
as part of a broad institutional curriculum reform programme, we developed more
effectiveways ofworking and abandoned unsustainable and ad hoc ‘one-shot’ library
teaching interventions. In operationalising the model our orientation has shifted
toward university learning and teaching objectives and away from library-centric
IL goals (Salisbury & Sheridan, 2011). Between 2009 and 2014, 22,000 students
across five faculties were directly exposed to the model. Throughout this time, we
collected evidence regarding the impact of the model on student learning outcomes.
For example, from 2009 to 2012 we followed a group of health science students as
they developed their IL skills from first to final year. This longitudinal study demon-
strated the effectiveness of embedding IL into the curriculum design for developing
IL skills progressively throughout a course. It also highlighted the advantages of
collaborative practice in terms of student achievement of learning outcomes and
graduate capabilities, thus reinforcing the impact of library and faculty partnerships
in the university teaching and learning environment (Salisbury et al., 2013).

While the LTUL Model certainly reflects the outcomes of our involvement
in a ‘top-down’ curriculum reform programme at a point in time, importantly it
has endured. We have carried its principles into subsequent curriculum renewal
programmes and ‘bottom-up’ collaborations to embed IL in subjects outside formal
curriculum review processes. Collectively reflecting on our experience resulted in
the development of the LLTP Framework in 2014. The LLTP Framework guides
ongoing implementation of themodel so that it is coordinated, consistent, sustainable
and scalable. That our model has transcended several rounds of curriculum change
is testament to its acceptance, strength, transferability and ongoing relevance.

3.2.1 LTUL Model Rationale—Educational Theory

3.2.1.1 Why is Constructive Alignment Powerful?

Constructive alignment is ‘based on the twin principles of constructivism in learning
and alignment in the design of teaching and assessment’ (Biggs 2007, p. 52). It
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requires teachers to align intended learning outcomes, learning activities and assess-
ment tasks. If the link between these three aspects of the curriculum is made explicit,
then a deeper approach to learning is more likely. Students can’t ‘escape’ learning
because there is a logical and obvious consistency in the way all components of
the curriculum (intended learning outcomes, teaching and learning activities and
assessment tasks) support each other (Biggs & Tang, 2007). Firstly, in constructive
alignment the intended learning outcomes (ILOs) specify the topic and the activity;
that is, not just ‘what is to be learned’ but ‘how it is to be learned’ (Biggs & Tang,
2007, p. 52). Secondly, the teaching and learning activities engage the student in
appropriate practice and rehearsal of knowledge, and thirdly, assessment tasks focus
on how well the student has achieved the ILOs. The emphasis is more on ‘what and
how students are to learn rather than on what topics the teacher teaches’ (Biggs &
Tang, 2007, p. 52). When teachers pay attention to what the student needs to do
‘to construct meaning through relevant learning activities’ (Biggs, 2003), teaching
shifts toward engaging students in active learning and away from just transmission of
knowledge (Biggs & Tang, 2007); in other words, the teacher becomes the catalyst
for and facilitator of learning (see Chap. 11 by O’Hanlon and Karasmanis).

Constructive alignment provides a logical frame for embedding information skills
development into the curriculum in an authentic and meaningful way; it promotes
deep learning so the student can put IL content to work alongside discipline content.
In a constructively aligned curriculum, IL elements—ILOs, learning activities and
assessment tasks—are joined with the discipline-specific ILOs, learning activities
and assessment tasks. Using constructive alignment to embed IL into the curriculum
requires an understanding ‘that activities and assessments must be keyed to the
learning outcomes’ (Coonan & Secker, 2011, p. 6). This approach makes clear what
IL skills the student needs to learn, what they will do to develop skills and how their
skill development will be measured (Yager et al., 2013). While on the one hand this
approach is ‘common sense’ (Biggs & Tang, 2007, p. 61) on the other hand it is
important for librarians to make sure that an analysis of components to be aligned
is not undertaken in a mechanical or superficial manner at the expense of leveraging
the constructivist pedagogy that is central to constructive alignment (Biggs, 1996;
Biggs & Tang, 2007).

3.2.1.2 Constructive Alignment and Information Literacy

For more than twenty years Christine Bruce’s writing has infused the discussion
around IL with a theoretical dimension related to how information use is experi-
enced. In 2001, Bruce proposed a set of five partnership categories that academic
librarians need to work with to be effective in teaching and learning. She argues that
her partnership categories have the potential for new collaborations related to IL,
and therefore present librarians with opportunities to be involved in creating learning
experiences that highlight the value of IL. In the discussion of the ‘Curriculum part-
nerships’ category she emphasises the role of constructive alignment in partnerships
between librarians and academics by stating that:
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Ultimately the aim for Australian librarians and faculty must be to help students learn
content through the processes of information use. This will mean applying Biggs’ prin-
ciple of constructive alignment; and placing more emphasis on information literacy as a way
of working with information that can be encouraged or discouraged by particular learning
activities. (p. 113)

Like Bruce, Lupton (2004) also highlights constructive alignment as part of the
collaborative process of embedding IL into curriculum design. Embedding IL is
clearly seen not only as good practice, but as a shared responsibility (Lupton, 2004,
p. 27). Lupton also promotes using constructive alignment as a basis for educators
to collaborate on connecting IL to the curriculum in a way that is meaningful to
students:

The need for educators to collaborate is apparent in the concept of curriculum alignment.
In this concept there is a correlation between goals, objectives, content, learning outcomes,
teaching methods, teaching and learning activities, assessment and evaluation. (p. 25)

Introducing constructive alignment to conversations about embedding IL is likely
to prompt shared responsibility, and more coherent approaches and measures of
success that focus on the quality of student learning and what the student needs to do
to develop IL skills. Lupton argues such consistency needs to occur not just within
a single subject but holistically across a degree programme (2004, p. 25). Bruce
and Lupton both recommend using constructive alignment to underpin collaborative
approaches to teaching and learning related to IL. If teaching and learning is a highly
theorised practice, then it follows that embedding IL into the curriculum design
requires a theoretical approach.

Academics that haveused constructive alignment for embeddinggeneric academic
skills and IL into the curriculum attest to its value (Argüelles, 2016; Barr et al., 2020;
Edwards & Bruce, 2004; Salisbury et al., 2013; Treleaven & Voola, 2008; Ward &
Hockey, 2007; Webster & Kenney, 2011; Yager et al., 2013). Ward and Hockey
(2007) overtly coupled constructive alignment and IL. They describe the process for
embedding IL into the curriculum design as a connection between the IL standards,
subject ILOs, learning activities, assessment tasks and actual student achievement.
They emphasise the value of collaboration between librarians, academics and other
teaching and learning staff as key to the success of embedding IL into the educational
process (seeChap. 10 bySpain andMackay). ForWard andHockey (2007) successful
collaboration results in an ‘incremental development of information literacy skills
from basic to advanced across the three year degree’ (p. 379) (see Chap. 9 by Karas-
manis and Murphy; Chap. 4 by Spain) and importantly, students develop skills that
have ‘prepared them for lifelong learning which can be transferred to the workplace’
(p. 379).

Theoretical underpinnings and collaboration are both important in embedding
IL; however, the theoretical conversations encouraged by Lupton (2004) are not
always explicit in librarians’ accounts of collaborative practice to embed IL. For
example, librarians’ description of embedding IL often focus on learning activities or
assessment tasks without making connections to educational theory. In embedding
IL in a biotechnology degree, Belanger et al. (2012) describe a collaboration to
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embed a variety of IL assessment methods (for example, pre/post tests, surveys,
worksheets and analysis of student bibliographies). The advantage of embedding
assessment tasks was generating data related to student IL capability and opening
ongoing dialogue with faculty. Belanger et al. also reflected that focusing on IL
assessment in isolation revealed ‘gaps between faculty and librarian learning goals’
(p. 75). This reinforces the importance for colleagues to discuss and establish a
shared vision for embedding IL: what are the intended outcomes, the related learning
activities and assessment tasks, and the educational principles that connect these
aspects? When theoretical conversations are lacking it prompts interesting questions
regarding the implications for approaches that seek to embed IL into the curriculum
without a theoretical basis. While there may be some well-supported reasons for not
taking a theory-based approach, our experience at LTUL is that linking pedagogical
theory and practice is not only an essential factor in facilitating close collaborations
between university learning and teaching staff and library staff, it also results in
improved student learning outcomes.

3.2.2 LTUL Model Rationale—Embedded Information
Literacy

Over the past two decades there has been a clear preference in the international library
literature for the embedded approach to developing IL skills (Grafstein, 2002; Lind-
strom & Shonrock, 2006; Atwong et al. 2008; Samson, 2010; Derakhshan & Singh,
2011; Carrie & Mitchell, 2010; Winterman et al., 2011; Tagge, 2018) and the terms
‘embedding’, ‘integrating’, ‘articulating’ and ‘infusing’ are often used interchange-
ably. Regardless of terminology this approach is actively promoted by librarians
who have a keen interest in connecting IL to the curriculum (Jenkins, 2005; Johnson
et al., 2007). The momentum around embedding IL was fuelled in the early twenty-
first century by national IL standards, which not only defined and described IL, but
also recommended the embedded approach in the higher education environment.
Standards from both Australasia and the U.S. at this time (ANZIIL 2004; American
Library Association, 2000, ACRL 2003, 2015) called out the embedded approach
(or ‘integrated’ in the U.S. environment) as the principal way to implement stan-
dards and provide a pathway from IL to independent learning (ANZIIL 2004, p. 7).
This approach is based on the premise that development of IL skills and knowledge
cannot be achieved without students being simultaneously engaged in discipline-
based subject matter (Maybee et al., 2013). Embedding IL continues to be a highly
recommended approach to achieve IL learning outcomes and address issues of scale.

The embedded approach to IL means positioning IL development as part of
curriculum design from the outset, rather than making it a parallel or ad hoc
afterthought (Gosling & Nix, 2011; Lavoie et al., 2011). As Coonan and Secker
(2011) propose ‘information literacy needs to be embedded into the academic
curriculum as far as possible; it also needs to be ongoing throughout a student’s
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academic career and adapted according to the specific requirements of the disci-
pline’ (p. 6). Similarly, Bytoft Nyaas and Süld (2010) stress the ‘importance of a
contextualised approach’ (see Chap. 11 by O’Hanlon and Karasmanis; Chap. 4 by
Spain). Embedding IL so that it is situated and ‘contextualised’ within a discipline is
a view that is seen by many as the most effective option (Dolan & Martorella, 2003;
DaCosta, 2010; Chen and Lin 2010; Farrell & Badke, 2015). If students are to learn
about finding, using and evaluating scholarly information in an authentic way, IL
needs to be ‘an integral part of the curriculum, not isolated from it’ (Ward &Hockey,
2007, p. 375); the embedded approach, however, is also the most challenging to
implement.

While the goal for many librarians may be to embed IL into the curriculum, there
is also a recognition that it is impossible for librarians to achieve this on their own
(Curzon, 2004; DaCosta, 2010; Jacobson & Mackey, 2007; McGuinness, 2006).
Librarians recognise their ‘lack of curricular authority’ (Flaspohler, 2012, p. 74) as
an impediment to IL easily co-existing with course content on a large scale. For
some this barrier means other methods like the standalone or independent IL course
should be explored (Badke, 2005; Blackall, 2002; Johnston &Webber, 2003), while
for others, IL skills are seen as a joint responsibility (Hunt & Birks, 2004; Rockman,
2004), and collaboration between academics and librarians as essential ‘to capitalise
more effectively on our shared education mission’ (Flaspohler, 2012, p. 74).

3.2.3 LTUL Model Rationale—Collaboration

Collaborative relationships between academics and librarians are very important
to librarians (Derakhshan & Singh, 2011; Stubbings & Franklin, 2006). It is clear
to librarians that a collaborative approach brings together complementary exper-
tise (Brown & Krumholz, 2002; Lipu, 2003; Llewellyn, 2019; Miller et al., 2010;
Sjoberg & Ahlfeldt, 2010). Librarians are prolific writers about their collabora-
tive relationships. For example, Phelps and Campbell (2012) examined how the
academic/librarian relationship has been described over time andwhat contributes to,
or discourages, partnership. Their scrutiny of elements that hinder and/or contribute
to collaboration leads to the conclusion that in developing partnerships, librarians
need to refocus the relationship so that it is not so focused on producing a product.
They suggest that a focus on shared values results in stronger and more lasting
connections.

In their exploration of collaboration between academics and librarians, Pham and
Tanner (2014) identified commitment to working together, shared norms, and having
a common conceptual framework as some of the features of effective collaboration.
Collaborative partnerships that work well are those based on trust, commitment and
shared values. Conversations around shared learning and teaching values therefore
will strengthen collaborations related to embedding IL in the curriculum (see Chap. 4
by Spain; Chap. 6 by Findlay andO’Dwyer; Chap. 10 by Spain andMackay; Chap. 11
by O’Hanlon and Karasmanis). Educational theories, like constructive alignment,
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can also prompt deeper reflection on practice when explicit in librarians’ conversa-
tions (Feekery et al., 2016; Salisbury et al., 2012, 2013). Librarians need to initiate
conversations that are ‘more educationally focused and link institutional objectives,
educational theory and student learning outcomes’ (Salisbury et al., 2012, p. 10) so
they can assuredly discuss with academics how embedding IL into the curriculum
leads to improving student learning outcomes (Saunders, 2012). Collaboration is the
key and ‘the shift in emphasis to learning outcomes is realised through collaborative
practice’ (Mackey & Jacobson, 2010, p. 215).

When librarians report on relationships where collaboration to embed IL has been
based on educational theory and an understanding of discipline pedagogy, they also
conclude that the result is ‘deeper and more productive conversations and collabo-
rations’ (Fosmire, 2012, p. 51) between librarians and academics (see Chap. 16 by
Ripoli et al.; Chap. 10 by Spain andMcKay; Chap. 11 byO’Hanlon andKarasmanis).
Collaboration based on a pedagogical approach brings about new coherent practices
(Winterman et al., 2011) because librarians and academics ‘understand and view the
student group from the same perspective’ (Bostock et al., 2010, p. 115). Theory-
based practice is also often a key ingredient for collaboration that is sustained over
time and that tracks progression of student skill development through the curriculum
(Fleming-Castaldy, 2018; Lach & Pollard, 2019) (see Chap. 4 by Spain; Chap. 9 by
Karasmanis and Murphy).

As previously discussed, the rationale for our model has a strong foundation in the
library and higher education literature. Despite having a robust justification based in
the literature, the sustainable implementation of anymodel requires a guidebook, and
for LTUL that guidebook is the LLTP Framework. The LLTP Framework enables
the model to be implemented as business as usual. With the LLTP Framework as a
dynamic manual for practice we have operationalised the model across the library
and institution.

3.3 The LLTP Framework

The LLTP Framework operates within the context of university strategic drivers and
has evolved alongside university policy related to information and digital literacy (La
Trobe University, 2020). The constant in successive university strategies and plans is
ensuring all students can progressively develop the required information and digital
literacies for academic success; the LLTP Framework assembles the components
(Fig. 3.2) needed to guide library staff to deliver this objective.

Organised around the student learning journey, the LLTP Framework is focused
on collaboration between people in the university learning and teaching community.
The ‘partnership’ of the LLTP Framework’s title gives prominence to partnership
between library staff, students and our academic and professional colleagues. This
intentional emphasis acknowledges that librarians are ‘third space’ professionals
(Whitchurch 2013), and creating opportunities for all students to develop IL skills
cannot be undertaken by librarians alone; it must occur in the third space where
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Fig. 3.2 LLTP Framework
components by La Trobe
University Library, used with
permission

boundaries between academic and professional domains are fluid and responsibilities
are shared.

While the focus of this chapter is on connecting the library to the curriculum, the
LLTP Framework is broader. It takes a holistic view of the student learning journey
and recognises that information and digital literacies need to be both embedded
in and supported outside the curriculum, through a range of library programmes,
services, collections and spaces. The LLTP Framework also situates IL in the broader
digital literacies landscape by referencing the high-level attitudes and capabilities
outlined in the La Trobe Digital Literacies Framework (La Trobe University, 2016).
This reflects our intention to make visible the relationship between information and
digital literacies in the ‘broader conception and practical contexts of academic and/or
professional competencies’ (Corral and Jolly 2019, p. 122) that underpin institutional
priorities for graduate capabilities and employability skills.

Foregrounding digital literacies as a component of the LLTP Framework also
emphasises the importance of this capability set for librarians. Librarians are increas-
ingly inhabiting online learning environments more than face-to-face classrooms.
Additionally, they routinely develop online resources and learning objects to address
issues of scale and student engagement. In our internal staff development programme,
the principles of constructivism that are so important for student learning also come
to the fore to enable librarians to actively expand their digital skills and share their
experiences with each other.

The blended and online delivery component of the LLTP Framework is a mix that
encompasses face-to-face (see Chap. 4 by Spain), online (see Chap. 6 by Findlay and
O’Dwyer) and blended (see Chap. 9 by Karasmanis and Murphy; Chap. 10 by Spain
and Mackay; Chap. 11 by O’Hanlon and Karasmanis; Chap. 16 by Ripoli, Carey,
Chong and Ondracek) modes of delivery. What emerges from the La Trobe practice-
based examples in this book is that librarians’ own digital dexterity and fluency is an
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important ingredient—alongside pedagogical understanding—in creating engaging
online learning activities across all delivery modes.

In relation to curricular programmes the LLTP Framework brings together all
three elements of the La Trobe Model for connecting the library to the curriculum.
Section 2.3 of the LLTP Framework specifically outlines how the pedagogical notion
of constructive alignment is used for systematically embedding IL into subject and
course design (Fig. 3.3). In this way information literacy ILOs, learning activities
and assessments are explicitly linked to discipline-specific scenarios.

Appended to the LLTP Framework is the Information Literacy Matrix (ILM),
which lists information literacy ILOs relevant to the La Trobe graduate capability of
‘Research and Evidence-Based Inquiry’. ‘Research and evidence-based inquiry’ is
the ability to identify, analyse and interpret data and information in various forms to
draw connections across fields of knowledge. Subject ILOs related to ‘Research and
Evidence-Based Inquiry’ tend to be broad so the detail in the ILM is used to identify
the activities required to actively and authentically engage students in building IL
skills. The verbs used in the ILOs in the ILM express what students need to learn
and demonstrate to achieve capability in ‘Research and Evidence-Based Inquiry’.

All subject level ILOs exist in the context of a year level and a course degree
programme. To ensure that information literacy ILOs are appropriate to the level
of learning that students are expected to demonstrate in a disciplinary context,
the ILM sets out four capability levels—Foundation, Consolidating, Proficient and
Advanced—across six information skill development areas taken from theAustralian
andNewZealand information literacy framework, principles, standards and practice
(ANZIIL 2004). The capability levels in the ILM don’t necessarily represent year

Fig. 3.3 LLTPFramework.Constructive alignment and information literacy byLaTrobeUniversity
Library, used with permission
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levels but are designed so knowledge and skill development can be progressively
scaffolded across subjects and courses to ensure incremental development of skills
based on prior experience. The aim is for all students to engage effectively with
what they need to know, augment existing knowledge, and be confident in their IL
capability from first year to final year. By providing clear statements for expected
learning outcomes across four capability levels the ILM provides librarians with a
tool to support the development of IL learning activities and assessment tasks.

3.3.1 Using the LLTP Framework to Connect the Library
to the Curriculum

Constructive alignment and IL are a potent mix in subjects that have ILOs related
to the relevant La Trobe graduate capabilities, i.e. ‘Research and Evidence-Based
Inquiry’ or ‘Digital Capability’. When developing a new course or reviewing an
existing course, academics ensure appropriate Graduate Capabilities are integrated
in subject intended learning outcomes (SILOs) or course intended learning outcomes
(CILOs). Mapping where either ‘Research and Evidence-Based Inquiry’ or ‘Digital
Capability’ are integrated in SILOs provides librarians with a trigger to use rele-
vant ILOs from the ILM or the La Trobe Digital Literacies Framework (La Trobe
University, 2016) to develop IL learning activities that are aligned with assessments.
This approach works whether librarians are part of curriculum design teams or
collaborating with an individual academic.

Examination of SILOs is the starting point to identify whether information and
digital literacies need to be embedded in a particular subject or scaffolded across
year levels in a course. This translation of theory into practice helps librarians to
interpret the nature of the collaboration and ongoing curriculum conversations that
may be required. In practice, we have characterised three levels of collaboration
that may follow inspection and mapping of SILOs. The levels of collaboration were
developed in response to a more recent curriculum refresh and redesign programme
that required a focus on online modes of delivery.

Level 1: Embedded and constructively aligned—Level 1 refers directly to a
constructively aligned approach for developing IL skills within discipline content.
Level 1 collaboration is appropriate where SILOs or CILOs relate to achievement
of the La Trobe Graduate Capabilities of ‘Research and Evidence-Based Inquiry’ or
‘Digital Capability’. At this level the ILM is used to design, sequence and embed
online or blended IL learning activities, and assessment tasks in the curriculum to
ensure students achieve learning outcomes. Co-curricular programmes and services
provided by the library are also part of the support available for students.

Level 2: Integrated resources—At Level 2 collaboration is required even though
SILOs don’t explicitly relate to achievement of ‘Research and Evidence-Based
Inquiry’ or ‘Digital Capability’. IL skill development may have been embedded
in a prerequisite subject, but in order to be successful, some students may need
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ongoing support to find and use library resources for building discipline knowledge
or completing assessment tasks. Therefore, at this level librarians collaborate with
academics on online resource curation, online assessment help guides and integrating
existing relevant self-help online instructional materials in the learning manage-
ment system. Students are also connected to co-curricular programmes and services
provided by the library.

Level 3: Partnership opportunity—In Levels 1 and 2 there is a clear path to collab-
oration and it iswell established. In contrast, Level 3 is about the librarian recognising
an opportunity to start a conversation with an academic when a relationship or part-
nership doesn’t yet exist. These examples include subjects outside the curriculum
redesign process, new subjects or courses, or subjects with new coordinators who
don’t have an existing relationship with the library.

These levels of collaboration are a guide for librarians as they cross institu-
tional boundaries to engage with a wider spectrum of learning and teaching concepts
and agendas (Salisbury et al. 2102; 2013). As third space professionals, librarians
have shifted from teaching into the curriculum, toward taking shared responsibility
for information literacy ILOs, learning activities and assessment tasks, which are
alignedwith subject ILOs, learning activities and assessment tasks. This has occurred
and been supported through building our learning and teaching knowledge; as part
of ongoing professional development, librarians undertake training on constructive
alignment from the central LaTrobe learning and teaching unit. This training provides
library staff with an understanding of constructive alignment and builds capacity to
use educational theory in IL teaching practice.

3.4 Conclusion

This chapter reviewed the literature that supports the LTUL Model. It has explored
both collaborative relationships between librarians and academics where the primary
focus is to embed IL into the curriculum, and the extent towhich academics and librar-
ians use the theory of constructive alignment as the basis for their shared practice. For
many librarians and academics working in partnership to embed IL in the curriculum,
IL is truly embedded when it becomes part of the disciplinary content. The LLTP
Framework guides librarians at La Trobe to use educational theory to make coherent
connections between discipline content and embedded IL elements: ensuring the best
learning outcomes for students and providing all students with opportunities to build
on their existing IL knowledge and develop new skills.

Research demonstrates that there is an improvement in student IL learning
outcomes when IL elements are connected with discipline content (Salisbury et al.,
2013). The development of the LLTP Framework was informed by this evidence and
our ongoing practice continues to be evidence-based; however, the La Trobe authors
in this book focus on how collaboration between librarians and academics manifests
in practice, and the role of the LLTP Framework in influencing how people work
together to connect the library to the curriculum. In presenting the LTUL Model,
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this chapter has promoted the benefits of linking educational theory and library prac-
tice. Our experience strongly suggests that a theorised approach for embedding IL
in the curriculum makes sense, not only for improved programme design, achieve-
ment of learning outcomes and student success, but also for realising the potential of
collaborative partnerships involving librarians, academics, and teaching and learning
staff.

The case for ‘embedding’ IL has been increasingly promoted by teaching and
learning librarians as themost effectivemethod of providing studentswith opportuni-
ties to become discerning and critical users of information. At the same time the part-
nership between academics and librarians has been demonstrated to be the ‘corner-
stone of an IL programme that flourishes and endures on campus’ (Curzon, 2004,
p. 29). Conversations focused around educational theory mean academics and librar-
ians can view their collaborative practice from the same perspective when aligning
learning outcomes, teaching and learning activities and assessment tasks. Following
Mackey and Jacobson’s (2010) argument that collaborative endeavours only enhance
the student experience, the LTUL practice-based examples in the following chapters
show that the likelihood of a successful collaboration increases exponentially when
a theoretical approach underpins practice.
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Collaborative Partnerships



Chapter 4
Five Pillars to Bridging the Legal
Research Skills Gap in Law

Melissa Spain

Abstract This case study describes how a librarian used the La Trobe University
Library Learning and Teaching Partnership Framework (LLTPFramework) to build a
collaborative partnership with academic teaching staff, to embed legal research skills
into the Juris Doctor postgraduate degree. The LLTP Framework and the related
Information Literacy Matrix serve as a guide for librarians to forge partnerships
with academics to incorporate research skills and information literacy into subjects
and courses. As part of this case study, I discuss how such a partnership evolved
over a series of conversations about embedding legal research skills into a core first
semester subject. The case study shows how successful collaboration using the LLTP
Framework’s principles enables the teaching of these skills to be embedded into the
curriculum, adopting the pedagogical practice of constructive alignment for optimal
student learning and to bridge the known legal research skills gap in law graduates.

4.1 Introduction

Collaboration and partnership, constructive alignment, and information and digital
literacies are pivotal to the Library Learning and Teaching Partnership Framework
(LLTP Framework; La Trobe University Library, 2019) used at La Trobe University
Library (LTUL). Fundamental to the success of these concepts is the establishment
of collaborative partnerships between library staff and faculty academic teaching
staff. When I began in the role of librarian at LTUL, the Juris Doctor (JD) course
was relatively new; it is a postgraduate course offered full time over three years. An
opportunity arose to establish a collaborative partnershipwith the course coordinator,
who was also the academic responsible for teaching a core first year JD law subject.
Our first informal meeting over coffee began with a chat about reading list require-
ments for that subject, but quickly evolved into a discussion about the ways critical
legal research skills could be embedded in the entire JD curriculum. We agreed on
the importance of these skills and how embedding skills in the course might bridge
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the acknowledged research skills gap between university study and the workplace.
This case study outlines the process of leveraging such a collaborative partnership
to implement the LLTP Framework into the JD course.

4.2 Laying the Foundations

From the outset in my collaboration with the JD course coordinator we discussed
the known skills gap that exists for law graduates entering the workplace. The gap
between the practical legal research skills of law students on completion of their
degree, and the skills required on day one in the workplace has been well recognised
and documented in the literature (see Babacan, 2013, p. 28; Cordon, 2011, p. 395;
ALTC, 2010, p. 19). This gap is global in scope and not limited to any one institution
or country. Kim-Prieto (2019, p. 5) provided a great snapshot of countries that have
recognised and started to address the gap within the law curriculum.

My previous experience as a librarian in a law firm provided the understanding
of what a graduate needs on their first day in order to efficiently execute a research
task and the value placed on legal research skills by employers. This industry expe-
rience enabled me to identify areas in the JD where skills could be successfully
embedded and scaffolded across the course, providing students with the research
skills required for legal research beyond university. Sharing this experience with
students also enables me to say with authority ‘you will need these skills not only
now but also as a legal professional’. When students understand that research skills
are relevant to their university assessments and to future work, they become more
engaged and receptive.

An informal environmental scan and literature review I conducted in 2017, just
after I started at LTUL, revealed that Australian university practices often addressed
the skills gap by offering generic legal research skills classes at the start of the law
course. The literature is clear that the most effective way to teach these skills is by
scaffolding and embedding the skills throughout the entire course, not just as separate
legal research skills classes at the start of the course without context to a law subject.
Clinch (2006 p. 36) discusses phasing in different elements of legal research as the
students’ progress through the course, introducing different skills as they develop.
Kauffman (2010, p. 348) stated that an effective way of teaching legal research for
work-ready practice is to embed it into the course at ‘point of need’. Embedding at
point of need in the law course requires cooperation and collaboration with teaching
staff to develop learning objects that directly relate to subject assessments. It is
optimal that a relevant subject research example or scenario is used to teach the basic
skills, such as locating an authoritative version of a case and legislation, through to
the more complex requirements such as finding judicial consideration or researching
secondary materials to produce a legal analysis. McLaurin and Presser (2005, p. 247)
stated that for embedded learning to work the ‘key success factors include interac-
tivity, integrationwith core law content, and collaboration between librarians, faculty,
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students and other stakeholders’. This echoes our LLTP Framework’s principles on
the value of effective collaboration.

Beyond the legal research skills gap, the literature also comments on the impor-
tance of teaching graduates to critically evaluate the material they have sourced
online. The rapid technological change in publication of online legal materials,
togetherwith the inclination for students to ‘google’ answers,means that the authority
and authenticity of the material retrieved may be compromised. The instant answers
offered online entice students, but they often lack the skills to discriminate between
authoritative and non-authoritative sources, or even identify cleverly disguised false
information. There is increasing discussion on the importance of teaching search
strategy and analysis, includingpreparing awritten strategy, identifyingkey concepts,
key facts and background, as well search strings, synonyms and the best sources
to use. As Linz (2015 p. 24) stated ‘though research analysis and planning is not
particularly difficult, it is a new skill for law students to acquire’.

At my first meeting with the JD course coordinator over a coffee, we examined the
reading list for a core first-year JD subject, ‘Legal Process Methods and Institutions’
(LPMI). However, he was also very enthusiastic and willing to discuss the skills gap.
More importantly, he was interested in collaborating to embed a legal research skills
seminar into LPMI with this component being taught by me. Ideally, the search
strategy component would be introduced and embedded in the first-year subjects,
linked to course assessments and scaffolded, as students progressed. In this way,
by graduation, students should have built up a consistent practice of research. The
ultimate goal would be to have a consolidation workshop at the end of their course,
which could include simulations on what to expect in practice. With this as our
aspiration and using the LLTP Framework as a guide, I set upon the task.

4.3 The Five Pillars of the Legal Research Skills Bridge

4.3.1 The First Pillar—Coffee and Connection
for Collaboration

Aspreviously stated,my collaborative bridge-building partnershipwith the JDcourse
coordinator commenced with the foundation established in the library coffee shop. I
emphasise this because these conversations can occur either formally or informally
depending on the preference of the academic. In this case, the coffee and conversation
were initiated to discuss required texts for reading list material for LPMI, and this
provided an opportunity to broach the topic of research skills in the context of legal
research. By seeking out opportunities where appropriate to raise the skills gap
dilemma, offering possible solutions, and emphasising the benefits of aligning skill
development with assessment requirements, I was able to address the broader issue
of the legal research skills gap. Using the LLTP Framework as a guide, informed by
my recent work with graduates in law firms and my recent literature review, I was
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able to discuss with authority the value of research skills in the workplace. Our coffee
conversation led to embedding a one-hour face-to-face seminar in the curriculum for
the LPMI students. Following the constructive alignment principles, we agreed that
the seminar would be structured around a topic similar to the assessment task, and
our collaboration was firmly established when a topic was agreed upon. The topic
was centred on researching access to justice for marginalised Australians.

The LPMI subject intended learning outcomes (SILOs) that best aligned to legal
research skills was to ‘Demonstrate advanced knowledge of the framework of the
Australian legal system including its core institutions and sources of law’. The criteria
for the assessment, an oral presentation, required researching relevant legal sources.
Although these students were postgraduates, they were first-year law students, and
most knew very little about legal research or the law. Given that this was the only
opportunity to teach these skills, the challengewas to limit the amount of information
to that which could be conveyed in the one-hour face-to-face session. The course
coordinator and I agreed that the seminar should introduce writing a search strategy,
and the key sources used for legal research, cases and legislation, all of which are
fundamental to effective legal research.

4.3.2 The Second Pillar—Engaging Students Whilst
Teaching the Skills

JD postgraduate students have deliberately chosen law as a second qualification,
consequently, they are often more open to engaging in developing legal research
skills than many undergraduate students and have a genuine curiosity and desire
about finding the law and relevant sources. Even so, legal research is a unique type
of research, and engagement in these sessions is essential so I developed a session
outline that covered writing a search strategy, using search operators and practical
demonstrations in the databases for finding cases and legislation. Given the limited
time allocation, I encouraged student engagement by using demonstrations of the
live databases that they would use for their assessments, and current topics related to
the assessment. However, although overall student feedback was favourable, student
evaluationof the sessions indicated that toomuch informationwas presented in a short
time which some students found overwhelming, thus compromising engagement.

4.3.3 The Third Pillar—Conversation, Collaboration
and More Coffee

As a result of student feedback, our next coffee conversation includedways to address
the information overload to make the session less overwhelming and more hands on.
To improve future seminars and to retain the most valuable content, we agreed on a
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longer time allocation andmore time for individuals to practise skills presented. Itwas
agreed that allocating two hours would allow time for content delivery and student
interaction,with hands-on practise using the databases.Moving froma seminar to this
interactive workshop approach where students actively used legal databases further
increased student engagement and enhanced the learning experience.

After each semester, continual conversation (and sometimes coffee) with the
course coordinator about the success of each session, together with acknowledging
the students’ consistent comments about more time, we increased the session dura-
tion from one to two hours, and eventually into a four-hour workshop. The progres-
sive allocation of more time for the session not only enhanced student learning but
also demonstrated that the course coordinator valued the teaching of these skills by
allowing precious teaching time to develop these skills in students. It is an indication
of the successful collaboration in establishing the parameters for the workshop and
an example of a fruitful partnership involvingmutual support to enable the embedded
teaching of these skills within the law course.

4.3.4 The Fourth Pillar—Scaffolding the Bridge

The continued success of the longer workshops formed a basis to extend the conver-
sationwith the course coordinator beyond intervention into one subject—to the entire
JD course. Drawing further on my literature review on the legal research skills gap
in graduates, we agreed to scaffold the skills into more subjects across the JD with
the aim to reduce this gap. To identify subjects where skills development could be
embedded, I conducted a reviewof the SILOs and the assessment requirementswithin
each JD subject across the course. For some subjects the SILOs had direct relevance
to legal research and for others, the assessment rubric criteria held the relevance
(see Table 4.1). I then used the Information Literacy Matrix (ILM), to determine the
relevant level of capability required in each subject to ensure adequate scaffolding
across year levels.

Simultaneously to this process, I became a member of a group of corporate law
and university librarians who were developing a set of core legal research literacy
competencies for law graduates, to address the legal research skills gap. The group
was formed after an Australian Law Librarians Association (ALLA) workshop on
addressing this gap, and the resulting output was a set of core legal research compe-
tencies for law graduates (Australian Law Librarians Association, 2019), as a guide
for law librarians. Joining the group was both strategic and perfectly timed as I was
able to use this authoritative guide (endorsed by both the legal industry and univer-
sity law librarians) to map the competencies to the capability levels identified in the
ILM. The four capability levels identified in the ILM are Foundation, Consolidating,
Proficient and Advanced. The four essential competency areas for the development
of legal research skills in the ALLA guide are Legislation, Case Law, Commentary
Research, and Plan and Conduct Research. Within each of these four areas is a sub-
list of competencies that are required for any law graduate. The ILM enabled me
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to match these competencies from the Foundation to Advanced level; it gave me an
authoritative framework that academics recognised and connected with. Using the
ILM in conjunction with the ALLA guide, I was able to map the skill and proficiency
level to a subject assessment task that required that particular skill, as shown in Table
4.1.

For example, the first-year semester-one subject (LPMI)workshopdelivered foun-
dation skills for finding legislation, cases and commentary for their assessment. In
the second semester, building on the case law skills learned in LPMI, the ‘Consti-
tutional Law’ subject required a summary/outline of a case which involves higher
level case law research skills. The foundation skills that were learned in the first
semester were extended in the second semester to develop more sophisticated tech-
niques for case law research. This scaffolded approach satisfied the required level to
reach theConsolidating stagewithin the ILM. Furthermore, to build on the legislation
research skills taught in LPMI, the second semester core ‘Statutory Interpretation’
subject provided an opportunity to teach higher level legislation research skills. The
assessment involved interpretation of legislation using legislative extrinsic materials,
ultimately delivering the Consolidating level skills of the ILM. With optimism and
the LLTP Framework as a guide, I developed a plan for scaffolding across the entire
JD course, by mapping SILOs, assessment rubric criteria for an individual assess-
ment task, legal research competencies, and relevant levels of proficiency within the
subjects. This process identifiedwhere the legal research skills could be taught for the
optimal learning result; starting with introductory legal research skills, such as iden-
tifying and locating cases and legislation through to finding in-depth commentary
(see Table 4.1).

To date my network of collaborators in embedding legal research skills in the
JD course includes the course coordinator and some of the subject coordinators, but
the challenge ahead is to gain support and trust from other subject coordinators to
embed these skills in their subjects. In some subjects where I have identified SILOs
and assessments related to legal research, the academics feel they do not have room
for research skills learning activities in their subject, and others are less open to
incorporating practical legal research workshops in their subject. One way to break
down this barrier is to leverage the buy-in from the discipline academics who are
already successfully embedding the legal research workshops into their subjects.
Positive student feedback and a course coordinator who champions the cause are all
invaluable in validating the importance of embedding the skills into subjects. It is
then a matter of seeking out opportunities with discipline academics, preferably in
person (with or without coffee), to discuss possibilities.
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4.3.5 The Fifth Pillar—Crossing the Bridge to Legal
Research Skills Competency

There is room for expanding research skills assessment in each subject and whilst
I am not at this stage yet, the next step after scaffolding the teaching of the skills
throughout the JD is to incorporate an assessment task that can assess the student’s
competency with each of the essential legal research skills. Buelin et al. (2019, p. 22)
stated that ‘formative assessment can take on many forms’. A formative assessment
in the form of a search strategy could be used. This would require students to plan
their database searching including identifyingkey concepts, brainstormingkeywords,
writing search strings and identifying the databases to use, as well as keeping a record
of where they have searched. The literature suggests that formative assessment-
related tasks are an effective method in student motivation and achievement (Cauley
&McMillan, 2010) and in a course where students are overloaded with readings and
assessments, an incentive must be given to enable students to fully engage. This may
be in the form of a search strategy plan with a requirement to attach this as part of
their assessments as shown in Fig. 4.1.

Critical to the formative assessment model is not only the actual assessment but
also the feedback delivered to the student which enables improvement and reflection
on learning. It is anticipated that it would not be too onerous to add a requirement
to the assessment criteria, asking students to develop a search strategy plan for each
of the appropriate assessments. The strategy would outline the key legal concepts,
keywords and search strings used for database searching, identifying the appropriate
authoritative databases used, and keeping a record of where they have searched. This
could be assessed as a five per cent component of the assessment, and ideally marked
by the librarian, or it could simply be a requirement that it is handed in as a record
of the research trail the students have undertaken.

To fully bridge the legal research skills gap at La Trobe University (La Trobe), we
still need to implement our initial plan to holisticallymeasure the readiness of students
for legal research in the workplace at the completion of the student’s law course. For
example, a final workshop could be offered by the library, specifically preparing the
student for the workplace and consolidating the legal research skills learned over
the course by applying them to workplace simulated scenarios. There could be a
formative assessment aimed at reinforcing the skills learned which could take the
form of a search strategy based on a research question typical to the workplace,
which is then submitted for review by the librarian. This would lead to a Certificate
of Legal Research Skills Competency. But that mission is beyond the scope of this
case study.
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Fig. 4.1 Legal research strategy

4.4 Bridging the Skills Gap—Reflections

Building bridges to span the gap between the legal research skills level of a graduate
leaving university and the required skills level for the graduate in the workplace is
not a quick process. I quickly learned after the first year that ‘Rome was not built in a
day’, and neither was the bridge across the legal research skills gap. Scaffolding skills
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into a law curriculum is a major undertaking for academics and librarians and may
take several years of persistent collaboration and partnership to complete. The LLTP
Framework is a valuable and adaptable tool which has givenme the pedagogical basis
and language to enable such a project. It can be used as a platform for partnering
with academics to deliver the practical legal research skills that students require for
university and theworkplace. On reflection, the LLTP Framework has been of critical
importance to the process of embedding and scaffolding skills, and an invaluable tool
whichprovides the educational andpedagogical reference point formeas a newcomer
to academic libraries. Whilst scaffolding this bridge, adaptations and modifications
may be required to accommodate the available resources, especially in terms of
time commitment. Academic librarians often liaise with academics across more than
one course, and it is necessary to explore different ways of offering legal research
skills training. For example, when the bulk of teaching is face to face, embracing
technologies will allow you to record some of the skill teachings so that a truly
blended approach can be delivered, and some content can be used across other law
courses and subjects.

My own belief in the power of collaborative projects was also important. I respect
that some academics do not have the same motivation or capacity in their subject
structure to allocate chunks of time for teaching legal research skills. They too have
agendas that must take priority, after all, they are there first and foremost to teach
students the law. Timing is important, choose the right moment to broach the topic
with academics, avoiding the busy exam time or start of semester. In investigating
avenues for getting the message heard across the Law School, inclusion in the Law
School Learning and Teaching Committee was extremely beneficial for this project.
It allowed me to sit with academics from various subjects and be exposed to their
subject planning and become part of the process.

Finally, collaboration and partnership requires patience and perseverance, as well
as understanding that partnering to constructively align and scaffold legal research
skills into a course may take time. But if we accept that the academics’ priority must
be teaching the law, and position the library in that process using a sound pedagogical
model there can be room for embedding and scaffolding the teaching of legal research
skills into law courses. I hope to see the fifth pillar of the La Trobe legal research
skills bridge in place soon, and that this bridge will ensure that all graduates can
cross over into the workplace with work-ready legal research skills.
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Chapter 5
Mastering Environment
and Sustainability: How the Research
Skills Development Framework Brought
Harmony to an Interdisciplinary
Program

Tami Lou Castillo and Susie Ho

Abstract An interdisciplinary degree represents a radical departure from tradi-
tional discipline based curricula as it integrates contrasting disciplines, pedagogical
approaches as well as bodies of knowledge. As such, co-designing the Master of
Environment and Sustainability (MES) at Monash University, an interdisciplinary
Master’s degree, involved educators spanning numerous sub-disciplines within and
across Science, Business, and the Humanities. Conceptualising a new curriculum
required a deliberate process to foster collaboration among these diverse educa-
tors. We needed to reach consensus as to how the boundaries between traditional
discipline structures and ways of thinking could be harmonised, to create fluency
between disciplines for learners of all backgrounds. Sensemaking in an interdisci-
plinary context is not only critical for educators but for students alike, as this cohort
comes from diverse disciplinary, professional and cultural backgrounds. Addressing
pedagogy and scaffolding boundary-spanning skills to support students’ research
capabilities, and interdisciplinary synthesis and analysis, was therefore a key focus
of curriculumdesign.After attendingworkshops facilitated by librarians and learning
skills advisers for MES educators on the Research Skill Development (RSD) frame-
work, a decision was made to adopt this conceptual, adaptable, non-disciplinary
specific model. It provided a way to interpret the research process in relation to
boundary-spanning skill sets and guide curriculum design. We describe how the
RSD framework promoted dialogue and collaboration and offered the benefit of a
pedagogical structure to unify and harmonise disciplinary differences.
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5.1 Interdisciplinary Learning and Overview
of the Masters of Environment and Sustainability

It has been recognised by global entities such as the United Nations that traditional
monodisciplinary models of education do not develop the broader understanding
and skills graduating students require to be able to effectively approach complex
problems of the twenty-first century, such as climate change, poverty and food
security (Coulibaly, 2019). Williams (2002) identified, for systemic change to take
effect on a large scale, “new capacities are needed to manage conflict, interpersonal
behaviour and fragmented and contested power relations” (p. 105). In recognition
that complex environmental issues cannot be addressed through a single disciplinary
lens, higher education world-wide has become increasingly interdisciplinary. The
number of undergraduate and postgraduate offerings has grown substantially over
the past 25 years (Brandenburge & Kelly, 2019; Irani, 2018).

In 2016, the Faculty of Science and the Faculty of Arts, along with the Monash
Sustainable Development Institute and the Monash Business School, were tasked
with co-developing the Master of Environment and Sustainability (MES). An
interdisciplinary learning context focuses on finding solutions to world problems;
however, this presents unique challenges for educators when designing curriculum
and assessment (Brewer, 1999; Coops et al., 2015; de Greef et al., 2017). Students
studying interdisciplinary degrees need to develop highly sophisticated ‘boundary-
spanning skills’ or abstract interdisciplinary thinking, as well as ‘knowledge
brokering’ (Ernst and Young LLP and Federation of Indian Chambers of Commerce
and Industry, 2018). They need to integrate knowledge, skills and frameworks using
advanced synthesis and critical thinking. The course vision was therefore to develop
and integrate students’ specialist and boundary-spanning expertise across multiple
domains, to enable graduates to approach complex multidimensional issues of our
time. Second to this was the aim of facilitating collaborative partnerships across the
university itself, with a view to breaking down traditional departmental silos in both
education and research.

Students were drawn from 35 different nations, from Botswana to France, and a
plethora of disciplinary backgrounds (e.g., fashion, biomedical studies, engineering).
Students in the course would specialise in one domain usually associated with their
professional background or aspirations (e.g., governance, corporate sustainability,
environmental security, leadership or international development). They would also
be expected to learn and integrate elements of these five different domains in their
foundational interdisciplinary core studies and final interdisciplinary advanced prac-
tice units (subjects). It is crucial to scaffold and support this higher level integration of
diverse knowledge and skills. Within the interdisciplinary literature, students report
that they can feel overwhelmed and confused by unclear disciplinary boundaries and
become exasperated by the need to master an unbounded knowledge base. They can
also lack familiarity with assessment genres and academic conventions outside their
own discipline (Klaassen, 2018). For example, STEMM students may not be familiar
with social science assessments focused upon perspectives or critical analysis.
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5.2 Reframing Thinking for a New Interconnectedness

Developing a response to highly complex sustainability issues, requires a dynamic
integrated relationship between disciplinary fields of study, policy and society
(Bednarek et al., 2018) and one which goes beyond the rigidities of conventional
disciplines (Wilson, 2010). Schon (1991) explained that the difficulty in achieving
this is significant because when we are faced with problematic situations we frame
our thinking by our disciplinary backgrounds, organizational roles, past histories,
interests, political and economic perspectives. Therefore, creating a new intercon-
nectedness between traditionally conceived disparate areas of knowledge requires a
way to reconceptualise, reframe and refresh how we think about types of knowledge
and what behaviours are needed to be able to span traditional boundaries (Williams,
2002; Bednarek et al., 2018).

Understanding the different perspectives and constraints of other sectors, disci-
plines and communities, and the ability to collaborate within diverse teams across a
range of disciplinary areas and cultures requires boundary-spanning skills (Alkaher
& Goldman, 2018; Brown et al., 2015). Boundary-spanning skills are demonstrated
by individuals who show the ability to manage a range of interdependencies, traits
and dispositions that transcend a knowledge-base and include interpersonal relation-
ships to build social capital. Williams (2002) characterises Boundary Spanners with
skills and attributes to be able to “build cultures of trust, improve levels of cognitive
ability to understand complexity and be able to operate within non-hierarchical envi-
ronments with dispersed configurations of power relationships.” (p. 106) Bednarek
et al. (2018) note that cultivating the thinking and behaviour required for boundary-
spanning has the potential to increase the usefulness of research and the impact of
future professionals by “fostering the capacity to absorb new evidence and perspec-
tives into sustainability decision making, enhance research relevance for societal
challenges, and open new policy windows” (Bednarek et al., 2018 p. 1177).

With the complexity and sophistication of these skills in mind, co-creating a
cutting-edge curriculum for the MES to explicitly develop students’ boundary-
spanning skills for future work environments and research across knowledge, social,
political and institutional boundaries was a challenging undertaking.

5.3 Unique Challenges of Co-designing an Interdisciplinary
Curriculum

Currentmodels of interdisciplinary education focus on teaching different disciplinary
content around a central theme, like climate change, to show different disciplinary
perspectives on this issue. However, less is known about how to genuinely co-teach
and co-develop curriculum at a deeper level rather than this ‘bolt on’ approach. The
interdisciplinary curriculum can therefore be perceived as disjointed at the subject
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or degree level unless it is underpinned by a priori framework that supports educa-
tors to collaboratively establish meaningful connections across multiple disciplines
and forms of knowledge (Lindvig et al., 2017). Tripp and Shortlidge (2019) empha-
sised that a guiding framework supports educators to integrate different perspectives,
expertise and research cultures rather than relying on students to integrate the knowl-
edge presented independently; however, it must be flexible enough to be adapted by
educators from disparate contexts. Successful integration and harmonisation of disci-
plines and expertise around a theme is therefore contingent on the strength of the
collaboration among educators and the establishment of an approach to curriculum
using a mutually understood language (Bardecki & Millward, 2020; Tinnell et al.,
2019).

In consideration of the unique challenges for interdisciplinary studies and the new
MES course, educators identified the need for a pedagogically sound approach that
would underpin and guide the co-design of a new curriculum. Although this was
identified as a need, pedagogical tools with the flexibility and adaptability to bring
together educators and unify contrasting disciplines are lacking. Frameworks that
do exist for interdisciplinary curriculum seem to be content-driven or competency
based (Tripp & Shortlidge, 2019; Gantogtokh & Quinlan, 2017; Full et al., 2015).
Torres (2018) notes that ‘the lack of appropriate pedagogical tools with the educa-
tional language and disciplinary flexibility to describe how research-related skills
can be explicitly developed and articulated as acknowledged outcomes of learning’
(p. 3). More importantly, existing interdisciplinary frameworks lack a theoretically
informed learning continuum to guide progressive skill development.

What MES educators needed was, therefore, a robust pedagogical tool that could
be applied as a guiding framework to collaboratively harmonise and constructively
align boundary-spanning skills for an interdisciplinary curriculum. Due to different
educational cultures, the framework should provide a shared understanding and
language. Of importance was the ability of the tool to inform a cohesive course struc-
ture with appropriate skills development to ensure students from all backgrounds are
appropriately challenged and supported.

5.4 Identifying Criteria for a Suitable Pedagogical Tool

As the first co-developed inter-faculty course at Monash University, the MES would
be difficult to design. The challenge facing interdisciplinary educators was finding
a way to ensure that curriculum and assessment design, as well as teaching prac-
tices, use language that does not assume tacit knowledge of a discipline’s conven-
tions, assessment types or terminology. Therefore to move this new interdisciplinary
degree forward, MES educators sought to identify a suitable empirically validated
pedagogical tool to guide curriculum and assessment design that had the flexibility
and adaptability to underpin an interdisciplinary context. The tool needed to facilitate
a range of educational objectives which were:
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• Demonstrated empirical validation across disciplines (non-disciplinary specific)
• Facilitated the integration of disciplines (flexible and adaptable)
• Guided curriculum and assessment design (frame assessment tasks, scaffold skills

development at the course level)
• Enabled a shared pedagogical approach
• Informed curriculum mapping (with a focus on students’ research skills)

To facilitate the education objectives noted above, the tool needed to encourage
new conversations that catalysed collaboration among MES educators and library
staff supporting student learning in this space. The criticality of collaboration meant
that the tool needed to support a diverse range of educators to:

• Establish a shared understanding of educational objectives
• Encourage collaboration through amutually understood language (cutting through

jargon)
• Provide teaching and learning guidance to students from all backgrounds
• Harness the local knowledge-base and existing expertise

The initial critical step in activating the educational objectives identified above
pointed strongly towards mapping curriculum to identify what skills students needed
to develop to engage with the integrated knowledge and skills content of interdis-
ciplinary coursework. This was particularly important because the student cohort is
highly diverse in terms of disciplinary background, profession, and preferred learning
style (Coops et al., 2015).

With the lack of suitable pedagogical tools to draw on to guide the co-development
of the curriculum design process, the MES Course Coordinator was left with
exploring and finding a solution to the following challenging questions:

Q.1 What is required for the traditional boundaries between discipline structures
andways of thinking to becomeharmonised in curriculumdesign, to create fluency
between disciplines?
Q.2 How can a course be cohesively co-designed with appropriate skills develop-
ment to ensure students from all backgrounds are appropriately challenged and
supported?

5.5 Engaging the Expertise of Library Staff

Early conversations about mapping curriculum and skills development between the
library and the MES coordinator revealed the potential of the Research Skills Devel-
opment (RSD) framework (Willison & O-Regan, 2006, 2018) to achieve the educa-
tional objectives noted above. Library staff had been applying the RSD framework
since 2009 in a range of disciplines and had addressed a variety of educational chal-
lenges through the application of this pedagogical tool (Torres & Jansen, 2016).
Library staff also explained that an additional benefit of applying the RSD was
its collaborative potential, as it offered a common platform and language to guide
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and facilitate collaboration. The education MES team has expressed that they had
encountered difficulties in understanding each other, particularly across STEMM
and HASS, having differing interpretations of terms such as advanced skills or inde-
pendent analysis. It therefore made sense to partner with Monash University Library
(MUL), as librarians and learning skills advisers had acquired a deep knowledge-base
and expertise with the RSD framework to address teaching, learning and curriculum
challenges in a range of disciplines. Empirical knowledge gathered over time across
disciplines was valuable in the context of a new interdisciplinary curriculum, as
engagement and experience with the RSD framework extended to the same faculties
who would be contributing to MES coursework. Collaboration with the library was
therefore considered appropriate support for success in this challenging context.

5.6 Theoretical Underpinnings and Empirical Validation
of the RSD Framework

The rationale for validating the RSD framework for application in the MES was
considered in light of empirical studies in the published literature (Willison, 2018).
The scholarly literature shows that the RSD framework has been successfully applied
as a collaborative model to guide complex teams and projects and has built educa-
tional partnerships (Torres and Jansen, 2016) and in doing so the capacity for inte-
grated curriculum (Paterson et al., 2013; Willison, 2014). For example, in its meta-
analysis of a range of studies, Willison (2014) concluded that the RSD framework
creates a collaborative environment (instead of competitive), which is important
when considering that faculties are often in competition for students or research
grants. The RSD is valuable for underpinning collaboration because of its flexibility
and relevance to a range of disciplines and subject matter and in doing so creates a
common language for diverse teams of educators (Torres& Jansen, 2016). The frame-
work’s terminology spans disciplinary boundaries and increases team confidence in
‘learning and assessment in course-level context in a variety of disciplines’ (Willison,
2014, p 16). As such, the RSD framework provides accessible terminology that tran-
scends disciplines, while still providing sufficient flexibility for different disciplines
to develop pedagogy within their particular learning context (Willison and O’Regan,
2007). Willison (2018) emphasises that:

The RSD and its classification of levels of guidance can enable a clearer conceptual connec-
tion between otherwise separate studies, including studies using action research, ethno-
graphic studies and quantitative studies, if it is used as a priori framework for constructs and
for interpretation of findings for those studies. (Willison, 2018, p. 3)

In building a course that is coherent for students, one must evaluate how the
different skills and knowledge being developed in each distinct disciplinary unit map
out and contribute to course-level skill development (Loveys et al., 2014; Pretorius
et al., 2013; Willison, 2017). As Willison (2018) noted, the RSD framework offers
a way to conceptualise and support how skills can be scaffolded in a curriculum by



5 Mastering Environment and Sustainability … 75

increasing their sophistication and rigour over time, i.e., as the student progresses
through the degree. Willison (2018) explained that the RSD framework facilitates
knowledge integration of content and skills, to ensure students clearly see and, there-
fore, meet the educational objectives at the unit, course or program level. Importantly,
the RSD is a pedagogical tool designed to enrich pedagogical content knowledge so
that educators have guidance as to how to teach students sophisticated thinking skills
within (inter)disciplinary contexts (Willison, 2018).

As a conceptual framework, the RSD is not a set of prescriptive rules or an
assessment rubric, rather it is a frame for clearly articulating assessment tasks and
has been used by academics to reframe their assessment tasks and marking rubrics
(Willison, 2012). The tool increases the clarity of assessment purpose and coher-
ence of learning objectives (Willison, 2012), which is particularly important when
students are working across different disciplines and may not have tacit knowledge
of a discipline. The RSD allows educators to intentionally and appropriately design
assessment of content and skills in a targeted, explicit manner (Willison et al., 2017).

Students and academics have reported that they recognise and acknowledge the
development of their own or their students’ research skills as a result of using the
framework (Willison&Buisman-Pijlman, 2016). Torres (2018) explained the impor-
tance ofmaking research skills explicit to students in teachingpractice so that students
become familiar with the terminology and are aware of how they are utilising their
skills as they progress through their studies. Pretorius et al. (2013) stated that in
working with Nursing and Midwifery, ‘The RSD framework proved a valuable tool
in the redesign of a second yearMidwifery assignment by providing an explicit guide
to build and assess student skills’ (p. 383). Furthermore, the demonstrated benefit to
students is the clarity of expectations in learning (Jonsson, 2014; Paterson et al., 2013;
Pretorius et al., 2013; Willison, 2012). It is well known that when student cohorts
are diverse, assessment rubrics and information must be further clarified, due to the
absence of tacit knowledge of disciplinary styles and expectations. The flexibility
and adaptability of the RSD has been reported by educators noting that they can
more clearly and comprehensively embed essential research skills and sustainability
specific skills into the curriculum (Willison et al., 2010).

We felt confident exploring the RSD framework to meet our challenge because
of the documented rigour and success of the RSD framework in a range of learning
contexts both at Monash University and at the national and international level (Preto-
rius et al., 2013; Taib & Holden, 2013; Torres & Jansen, 2016; Willison, 2012,
2014, 2018; Yoshida, 2015). MUL has acquired deep expertise with RSD framework
across disciplines to inform the library’s response to embedding research skills and
processes in the curriculum. These include Law (Hughes et al., 2011), Nursing and
Midwifery (Pretorius et al., 2013), Business Management (Taib & Holden, 2013),
Biology (Torres, 2018) and across the Faculty of Arts (Torres & Jansen, 2016) at
Monash University. This convinced us of the potential of the RSD to meet specific
curriculum design and skill development objectives of the MES, including the chal-
lenge of identifying boundary-spanning skills that students needed to develop as
researchers—an integral part of this course.
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5.7 Learning About the RSD Framework: The Workshops

The first workshop facilitated by the library was an introduction to the RSD frame-
work to gain academic buy-in as well as foundational understanding of the frame-
work. The purpose was to introduce the parameters of the RSD framework (Skills
Facets, Scope for Student Autonomy, Affective Domain) and demonstrate how these
interact to create a tool for learning. Academics brought their assessments along to
map skills and expected level of autonomy to the RSD framework. Applying the RSD
in this way provided a lens through which to interpret skills in the course outline
by linking academic learning skills, research skills and boundary-spanning skills
required in this learning content. In doing so, MES educators began to unpack their
assessment tasks and map these to the RSD framework to identify skill gaps and
how independently educators expected students to be able to apply requisite skills
to undertake the task and tasks in future, more advanced units. Assessment tasks
were then reworked with the guidance and expertise of library research and learning
skills advisers whowere also present alongside academic colleagues. Educators from
disparate disciplines were asked to explain what could be unclear for non-cognate
students, thus putting themselves in the shoes of learners new to that discipline. At
this point, cross-disciplinary challenges became obvious and collaborations were
initiated to deal with these. For example, in a discussion about what ‘research-
mindedness’ means, academics and researchers from varying disciplines realised
that the term ‘research’ was loaded as it could be conceptualised, interpreted and
described in many ways, leading a novice (such as a student) to potential confusion.
Conversations with the RSD framework at the centre of the discussion helped to
create meaningful dialogue about curriculum design underpinned by skill develop-
ment between academics. The workshop also enhanced rapport between academic
staff and library staff who were able to demonstrate their expertise and value to the
curriculum. Essentially, by using the RSD framework, the library team and academic
staff developed a common language with which to discuss learning and teaching
within the course.

The second workshop facilitated by the library was focused on using the RSD
framework to inform rubric design. This workshop focused on interrogating course
assessment to ensure constructive alignment. It featured the mapping of skills
students’ undertaking MES required and how these skills were articulated in assess-
ment to ensure increasing expectations of autonomy and sophistication across course-
work. For example, the core units developed foundational research skills that would
later be built on in second year capstone units. Educators strengthened the scaffolding
of less advanced skills and knowledge in core foundation units and were then able to
build on these through assessment in more advanced units. This workshop required
a level of interpretation of the rubrics, sparking discussions around the language
used across disciplines that were incorporated in assessment and how skills students
needed to develop were described and conveyed.

The library facilitated robust pedagogical discussion on differing perspectives on
teaching and learning. This manifested in starkly different perceptions regarding
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the value of rubrics and even whether skills should be explicitly taught within
the curriculum. Through discussion, the academic team agreed on a harmonised
vision and that rubrics and the RSD framework formed a sound pedagogical
approach to building assessment across units in a targeted, scaffolded and harmonised
way. Assessments would be more clearly and explicitly articulated, and boundary-
spanning skills made more obvious by linking them to skills underpinning research
practice. Upon completion of the second workshop, awareness of the library’s exper-
tise had been demonstrated and trust was established across all participants. More-
over, deeper collaboration and harmonisation of approaches had been achieved, with
flow-on positive outcomes for students.

5.8 RSD Workshop Outcomes for Informing Curriculum
Design

5.8.1 Applying the RSD Framework: Revealing Skills
for Interdisciplinary Study

Workshops led by the library contributed towards a positive change to teaching
practice. This was particularly true for activities that allowed educators to identify
and articulate the multitude of boundary-spanning sub-skills underpinning assess-
ment and those that revealed assumed tacit knowledge. Thus, the library team facili-
tated the learning curve of academics to explicitly link skills required for interdisci-
plinary study to research rich content. The process ofmapping skills from assessment
tasks to the RSD Facets of Research revealed the strong interplay between affective
(emotional) skills and dispositions and how they relate to cognitive skill sets, which
in combination assist in articulating skills for boundary-spanning thinking (see Table
5.1).

5.8.2 Applying the RSD Framework: Revealing Unconscious
Assumptions About Learner Autonomy

The RSD framework offers a learning continuum explicating progressive degrees of
student autonomy inperforming skills associatedwith theRSDframework’sFacets of
Research (See chapter two). Engagingwith the RSD framework has helped educators
make their expectations of student autonomy visible, which has provided a way to
guide conversations as towhether autonomy is pitched too high or too low.Academics
have been surprised that often the level required in an assessment was informed by
false assumptions of skill independence or specific abilities that many learners may
not have developed or been exposed to when entering into a new discipline within
an interdisciplinary context. During the RSD workshops, for example, educators
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frequently stated that the RSD framework helped them see the student perspective.
This has enabled educators to appreciate just how complex the assessments theywere
creating were.

Applying the RSD framework revealed that there were multiple tasks within a
single assessment task. Through collaborative discussion and analysis, all educators
found that the assessments were routinely pitched at higher levels of autonomy.
As such, educators came to realise they were assuming higher degrees of tacit
knowledge from students, and as students from different disciplinary backgrounds,
they would struggle to perform at these higher levels of autonomy. Educators were
then able to collaboratively improve their assessments, by explicitly articulating the
tacit knowledge required and building in appropriate and scaffolded skill develop-
ment. The library’s facilitation, expertise and guidance in using the RSD frame-
work allowed academics to understand unconscious assumptions, articulate tacit
disciplinary knowledge and make expected skills and their development explicit.

5.9 Reflection on the Initiative

Often there are barriers that prevent the development of this type of partnershipwhere
workingwith library experts and academics of this calibre is the exception rather than
the norm. However, this experience has been a highlight of both authors’ careers.
Therefore, a significant outcome gained for our application of the RSD framework
as educators is the rich and rewarding experience of deep collaboration between
academics and library staff.

The RSD was pivotal for opening a new shared path for how cross-disciplinary
educators can work together in a true and unique collaborative partnership. The
RSD framework has successfully met a known gap in interdisciplinary education by
offering a common platform and language to overcome monodisciplinary teaching
and research practices. As such the RSD has provided guidance to educators in a
new interdisciplinary curriculum and provided a way to uncover and ensure that
boundary-spanning skills critical for engaging in this complex context are overt
and clear. As such, the sophisticated skills that a diverse student cohort requires
to engage with challenging concepts and ideas are scaffolded deliberately, explicitly
and incrementally across units to ensure progression. The result is a successful, well-
rounded, sound, consistent and transparent course, which facilitated the success and
satisfaction of the students. The RSD framework has proven highly successful and
effective across the Master of Environment and Sustainability and we encourage
take up of the RSD framework more broadly to overcome a range of challenges in
interdisciplinary education.
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Chapter 6
Enabling Community: Collaborating
Through Online Learning Design

Anna Findlay and Carolyn O’Dwyer

Abstract The redesign of a tertiary enabling programme at La Trobe University
generated opportunities for collaboration between academics and librarians. Previ-
ously offered face to face, a shift to online delivery provided an opportunity to rethink
how equity students are familiarisedwith the university environment, academic skills
and the library. Our collaboration generated a learning community that extends the
partnership described in the Library Learning and Teaching Partnership Framework.
Tomodel the benefits of a learning community, this collaborative partnership encour-
aged students to see library staff and resources as integral to academic success. This
case study reports on the drivers and process of collaboration, known outcomes
relating to resource use, student feedback, and reflects onpotential for further research
and resource development.

6.1 Introduction

In theAustralian university setting, enabling programmes (also knownas preparation,
transition or pathway programmes) provide supported access to higher education for
non-traditional students (Taylor et al., 2018). While a recent study provides evidence
that longitudinal outcomes of these students equate to those of students entering
the same course via more conventional means, a range of pedagogical strategies
and approaches have evolved to meet their initial needs (Chesters et al., 2018). The
students targeted by these programmes commonly identify with at least one dimen-
sion of familial, cultural, geographic, linguistic, economic or social disadvantage
as defined by Australian Commonwealth funding agreements (Hodges et al., 2013).
This cohort may be understood in terms of multilayered intersectional diversity, but
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also in terms of a common experience of educational disadvantage that has left them
with no accepted basis for entry to university.

As university participation has broadened to include more non-traditional
students, there has been a gradual shift from the deficit discourse attached to these
cohorts and towards a more nuanced valuing of lived experience. Educational design
and delivery approaches in enabling programmes have been extensively mapped and
reported on by enabling educators at the University of Newcastle, who define an
enabling pedagogy as one of ‘care, empathy and optimism’ (Bennett et al., 2016,
p. 24), and describe the positive outcomes achieved by taking a strengths-based
approach. There is a complex balance of respecting students’ prior knowledge and
experiences, while recognising that they are unlikely to have had access to the social
and cultural practices underpinning academic success, or to have been acculturated to
the encoded language and conventions of a learning environment (McKay & Devlin,
2014).

A range of social, cultural, digital and educational challenges confront enabling
students. Hodges et al. (2013) identify twin dilemmas: knowing how and when to
access support services (including academic skills advice and the university library);
and how to be comfortable with seeking help. While many students may worry
about how they are perceived when requesting support, non-traditional students may
experience the act of asking for assistance as an acknowledgement of failure. Oliveira
(2017) proposes that the academic library has an important role in student retention
and success, and that library staff are well placed to positively influence student
outcomes. If the student cohort is likely to be unfamiliar with—and anxious about—
the role and value of the academic library, there are questions about what this looks
like in practice. These questions become more complex when students are learning
online.

Ways of addressing this were considered when academics leading the La Trobe
University (La Trobe) enabling programme—the Tertiary Preparation Programme
(TPP)—approached the Library Learning and Teaching team. Institutional drivers
meant this programme was undergoing a complete and time-constrained course
redesign. Previously a face-to-face single semester course taught at regional
campuses, the new enabling programme would offer six start dates per calendar
year in eight-week blocks. Between eight and ten modular micro-subjects were
planned to be available in each block, or online study period. This constantly rolling
course delivery model may be conceptualised as a carousel, with multiple entry and
exit points. It provides a high level of flexibility (Mancini et al., 2018) to students
whose study may be interrupted by complex financial, family and health circum-
stances (Harvey&Luckman, 2014).With a vision of how a vulnerable student cohort
might be provided with intuitive and targeted support, TPP academics approached
the library. A conversation began on how we could embed online library resources
and digital literacies into the curriculum, and promote in-person support to students
in campus libraries and co-located learning hubs.
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6.2 Framework

The Library Learning and Teaching Partnership Framework (LLTP Framework; La
Trobe University Library, 2019) acknowledges the importance of partnerships and
collaboration in the development of student skills for academic success. Librarians
collaborate with academic staff to embed information literacy instruction which is
constructively aligned with the intended learning outcomes of the subject or course,
and with the graduate capabilities of ‘Research and Evidence-Based Inquiry’ or
‘Digital Capability’. Collaboration in this context is a ‘working, learning and sharing
process’ (Pham&Tanner, 2014, p. 3), focussed on transferral of knowledge amongst
all participants.

Effective collaboration between academics and librarians has been identified as
key to the development of student research skills, while research indicates that
engagement with library instruction is most likely when it is linked to subjects and
assessment (Pham & Tanner, 2014). By partnering with teaching academics and
student learning services, librarians can further promote and coordinate academic
services to students (Dewan & Steeleworthy, 2013). An embedded approach to scaf-
folding information literacy into subjects provides learners with purposeful engage-
ment, allowing students to build on the foundations of their prior learning (Courtney
& Wilhoite-Mathews, 2015). A further and critical point related to librarian and
academic collaboration is that it gives librarians access to the online spaces where
students are already present and active (Tumbleson & Burke, 2013). In this case, an
online librarian presence was identified as critical for authentic student engagement
with the library.

A key redesign concern of the TPP academics was the loss of the learning commu-
nity that the face-to-face programme had provided. Learning isolation, lack of effec-
tive access, and a lack of awareness of how to access support (or lack of effec-
tive access to support) are frequently cited as reasons why students withdraw from
enabling programmes (Willans & Seary, 2018). As a way of addressing this, a central
theme emerged of reinforcing and extending the frame of the TPP community to
include others that students might encounter in their learning journey. In the initial
stages of the course redesign, the TPP student-facing team consisted of academics
and learning skills advisors. As the development progressed, this was expanded to
include librarians. TPP students might no longer have subject lecturers or tutors on
regional campuses, but they could access online and face-to-face help through the
library.

The process of collaboration between academics, educational designers, learning
advisors, and librarians generated an inclusive learning community for these staff. As
resources were developed, we became increasingly aware that we were exemplifying
precisely the type of inclusive learning community that we wanted our students to
experience. We decided to make this visible to students by bringing staff involved in
collaborating on the development of the subject into the presentation and delivery of
online subject content. Doing this mirrored the previous face-to-face learning expe-
rience where librarians and learning support staff were actively involved in student
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learning. From the librarian’s perspective, this allowed us to embed information
literacy development, create an understanding of the library as an integral compo-
nent of successful learning, and reinforce that all students are welcome and belong
in library spaces.

6.3 Methods

Our collaboration involved discussion of areas where librarians could contribute
to the development of research skills and digital literacies, using a constructively
aligned approach linked to activities and assessments that would be meaningful for
students. Together, we identified the need for selection and creation of appropriately
scaffolded instructional resources to develop research skills and digital literacies, and
the curation of academic resources for students’ learning and reading. The academics
suggested librarians present a video on digital and research concepts that would
form part of subject learning content, contextualising them as part of the university
learning community. Looking at the course and subject intended learning outcomes,
librarians identified that this would be a level one collaboration (as defined by the
LLTP Framework) requiring an embedded approach.

6.3.1 Embedding Librarian Videos in Subject Content

Librarians found this request a little unusual: ‘Would librarians be prepared to present
videos on some digital and research concepts for some of the subjects?’ Although
we frequently create instructional videos with voiceover, we had not previously
been asked to present to the camera and were initially a little hesitant. However,
the academic team were committed to building visible pedagogical connections to
the broader university community into the course and had identified the Library as
a fundamental part of this. Focus group testing of emerging curriculum resources
(with TPP student volunteers) indicated that extensive use of short videos encour-
aged student connection with curricular content. Focus group students discussed
having a sense of knowing the video presenters which gave them confidence to ask
questions and get assistance via online forums and email. Many students completing
the online enabling programme transition to face-to-face undergraduate programmes,
and familiarity with on-campus support services and staff has the potential to actively
contribute to their longitudinal retention and success. These discussions in the focus
groups and the potential for ongoing engagement with students encouraged us to
proceed.

The filmed presence of librarians was requested for two subjects specifically.
‘Digital Literacy’ introduces students to foundational concepts of digital literacies,
including appropriate online behaviour, how to navigate the learning management
system, and how to access IT and learning support. ‘Academic Digital Literacy’
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Fig. 6.1 Screenshot showing video ‘What are Digital Literacies?’ presented by Anna Findlay,
embedded into the ‘Digital Literacy’ subject in the learning management system by La Trobe
University used with permission

extends this digital capacity by explicitly teaching students how to use their existing
skills in an academic environment. It includes an introduction to foundation concepts
of research, resource curation and intellectual property. Both subjects are offered a
minimum of four times a year. Although there are no mandatory TPP subjects,
carousel designmeant that all students would enrol in one or both subjects depending
on their level of prior attainment and their point of exit from the programme. Videos
presented by librarians for these subjects included the following:

• Introduction to digital literacy: what is digital literacy and what does it mean for
university study? (Fig. 6.1)

• Annotated bibliography: what is it and how do I create one?
• Netiquette: how should I behave online at university?
• Searching and researching: what is the difference between searching for informa-

tion on the internet, and researching in a library database?
• How can library staff and Peer Learning Advisors (PLAs) help students in their

studies? What sort of questions could I ask a librarian or PLA, and how can they
help? (A dialogue between a PLA and a librarian).

Working to tight timelines, script template drafts and outlines were developed,
adapted and personalised by the librarians who would be presenting. Filming was
conducted by an external provider, allowing a professional shoot, and edited videos
with high production quality. Positive initial responses from focus groups led to
library settings being used for subject videos presented by academic staff, including
the entrance foyer of the Melbourne campus library, different teaching and reading
rooms, and even spaces between the library stacks. Once the external filming contract
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expired, further videos were created in-house with existing equipment, spaces and
staff.

In planning the course architecture, TPP academics intentionally designed
modular subjects constructed from original resources and units which could be repur-
posed as mobile learning objects in other subjects and courses. The collaborative
videos became part of a suite of shared learning resources accessible to others within
La Trobe via a central media repository. At the time of writing, a TPP resource
register indicates university-wide uptake of specific content in other courses with
similar intended learning outcomes. Examples of this reuse so far include but are not
limited to the following:

• Whole modules from the subjects ‘AcademicWriting’ and ‘Digital Literacy’ have
been made available to undergraduate and postgraduate students in the School of
Education.

• Foundational units on the topics of human body systems and introductory
chemistry have been accessed by the School of Nursing and Allied Health.

The context and impact of this reuse is currently being explored as the subject of
further collaborative research.

6.3.2 Assessment Help Guides

As part of our discussions on assessment support, the library provided subject guides
for TPP subjects. Branded ‘assessment help guides’, these were created specifically
for undergraduate and postgraduate subjects with ‘Research and Evidence-Based
Inquiry’ components. Providing supplementary self-guided support, the pages on
these guides are arranged to align with required components of each assessment task
and include links to more general information on learning support and referencing.
Students are more likely to use self-help guides if they can see a direct correlation
to their studies (Courtney & Wilhoite-Mathews, 2015), so we linked our guides at
the point of need in the assessment instructions. Content includes specific parts of
academic skills guides, library videos, eLearning modules, relevant library resources
and other quality open access resources (Fig. 6.2). With these guides we aimed to
encourage assessment self-efficacy in foundation learners and familiarise them with
resources they might again encounter in undergraduate study.

6.3.3 Resource Curation

As well as collaboration on videos, library support was requested for identifying
and curating appropriate existing university and open-access learning resources in
video and text format. Diverse resources were collated from multiple academic and
general sources including library collections, online journals and popular magazines,
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Fig. 6.2 Screenshot of the ‘Digital Literacy’ subject Assessment Help Guide, with embedded
eLearning module and supplementary resources such as video by La Trobe University Library used
with permission

websites and video streaming. Academic language and concepts were intentionally
presented in accessible formats, such as research reporting fromwebsites such as The
Conversation, and long format investigative news articles. These resources offer a
point of reading transition to students for academic research and writing. As subjects
progress, students are also introduced to peer-reviewed academic journal articles
and explicitly taught how to draw on these for research purposes. Existing library
eLearning resources were also identified for potential inclusion or adaptation in other
TPP subjects. An unanticipated value of this was an opportunity for the library team
to identify opportunities for resource refreshment or further resource creation.

6.4 Reflections

6.4.1 Anna

Why are library staff presenting video content in the learning management system?
By seeing the faces of a variety of La Trobe staff and former students, the academic
environment becomes more familiar to students, and contributes to demystifying the
language and culture of academia (McKay & Devlin, 2014). It is hard to specifically
measure our personal impact on student engagement, but during Orientation 2019, I
was running a library tour and a student approached me. They greeted me by name,
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saying that they ‘saw me in the TPP video’. They had enrolled in an undergraduate
course, and on the first day on campus found a familiar face. TPP academics strongly
encouraged students to visit their nearest library, and to get in touchwith us if they had
questions. As a result we experienced an increase in students from TPP contacting us
via phone and chat with queries around referencing. Their motivation to ‘do it right’
has led them to question when something isn’t clear in our online resources, such as
the library’s Academic Referencing Tool. For example, a TPP student helped us to
identify and correct one of our citation examples. There were also challenges for us in
this new online format—library and academic support staff at our regional campuses
found themselves fielding additional inquiries from students feeling overwhelmed
by online study and seeking face-to-face support for their assignments. This presents
areas for further discussion around how we can better support students studying
online, and how we can maintain consistency for students across all our campuses
and beyond. We are also considering the impact of our assessment help guides, and
how to adapt them to more interactive learning content.

6.4.2 Carolyn

The TPP course redesign process presented us with numerous challenges around
quality, time frames and resourcing. Underpinning this was our concern that retention
and success in enabling programmes is significantly lower than in undergraduate
courses and that online enabling programmes have the lowest retention and success
of all (Harvey et al., 2017).Meeting these challenges and innovating to develop a best
practice model that continued to deliver improved educational and life outcomes at
scale for some of the most educationally disadvantaged students in the state, meant
that we had to think outside our own small team and draw on the expertise and
creativity of the wider La Trobe community.

One of the key elements of our enabling approach is to always positively model
the learning, communication and professional behaviours that our students may not
have had access to in their previous experiences. Actively showing the value of
collaboration in our subjects through the participation of the library team became a
structural element in our ‘invisible curriculum’ andmade a significant contribution to
the learning of our students (Case et al., 2014). Another important element has been
the demonstration of community, which familiarises isolated online students with the
faces, spaces and practices of the university library environment. Qualitative student
feedback on both subjects accessed through La Trobe’s Student Feedback Surveys
(SFS) in 2018 included comments such as ‘Learning more about digital literacy was
fascinating to me’, ‘I learnt so much about netiquette and how to properly present
myself online as well as how to utilise this technology more efficiently’. Quantitative
feedback drawn from the SFS data in 2018 indicated that overall student satisfaction
with TPP subjects rated 4.08 out of 5 compared to a university average of 4.01.
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6.5 Next Steps

The resource constraints of the TPP redevelopment provided a creative opportu-
nity for collaboration. It drew attention to the importance of mapping the university
library as a space of community and belonging—especially to equity and enabling
students who are less likely to have familiarity with academic environments. It
actively engaged library staff in processes of constructive alignment working with
academics to take new approaches to learning activity development, embedded at
the points where foundational academic knowledge and skills could be progres-
sively scaffolded as students advanced through the subject and course. Ironically,
as it demonstrated the existence of the library community to the enabling cohort,
it established and developed a powerful sense of collaboration and shared intent
between library staff and the enabling academics. There is continuing discussion
within and between both our teams about how to leverage and extend the work done
in the programme so far. Part of this discussion will involve ways of continuing
to collaborate in resource development, and research to measure both immediate
learning outcomes and longitudinal impact.
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Chapter 7
Riding on the RSD: A Library–Faculty
Partnership in a Cross-Cultural Context

Thaatchaayini Kananatu, Namita Santra, and Esmael Yahya

Abstract We describe a successful library–faculty collaboration at Monash Univer-
sityMalaysia which saw the implementation of the research skill development (RSD)
framework in a Masters of International Business Law unit, ‘International Trade
Law’. In identifying a disconnect between the pedagogical frameworks available to
guide academics in Business Law, and the skills that students require to cultivate
‘research mindednesses’ for this unit, the teaching partnership looked to the RSD
framework to meet this gap. In an exemplary library–faculty collaboration that has
since served as amodel for RSD adoption across theUniversity, the team has success-
fully applied theRSD framework to design a curriculum that explicitly articulates and
embeds students’ research skills in assignments and corresponding marking rubrics.
We trace the development of our approach and share the benefits that collaboration
underpinned by the RSD has brought to our partnership that remains strong today.

7.1 Setting the Stage

The first introduction to the research skills development (RSD) framework (Willison,
2012; Willison & O’Regan, 2007) in the Malaysian context was at an introductory
workshop in 2016 delivered by our Library colleagues from the Australian campus.
The workshop introduced the RSD framework as a non-prescriptive, conceptual
framework that provided a structure through which educators could teach research
skills to university students. This appealed to us as a way to develop the legal
research skills of business students in International Trade Law, a core subject in the
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Master of International Business (MIB) at the School of Business, Monash Univer-
sity Malaysia. The RSD framework was found to be flexible enough to inform the
assessment design andmarking criteria of the law assignmentwhich all studentswere
required to complete as a part of this course. However, as our students were not law
students but business students, there was a need to align the law-based assessment
to the learning outcomes that were focused on students’ future professional roles in
a corporate setting. The relevant course learning outcome states that graduates will
‘be critical and creative scholars who apply research skills to business challenges’.
The unit learning outcomes indicate that students should also be able to ‘identify and
understand legal issues, apply the relevant laws, and write a coherent piece of advice
discussing the legal implications arising in an international trade dispute’.

One of the key aims in a Masters-level or postgraduate-level unit is to enhance
research skills—in particular, to enhance research-based thinking and to teach
students the processes involved in research. We had a critical need to focus on the
MIB program at a whole-of-program level, in order to facilitate the skill development
of students undertaking theResearch Pathway option and/or those intending to under-
take future higher degrees by research. The following literature points to the value
of cultivating a research culture in undergraduate (Paterson et al., 2013; Willison &
Buisman-Pijlman, 2016) andMasters curricula (Venning&Buisman-Pijlman, 2013),
and the objective in using the RSD framework was to develop ‘research-mindedness’
in the postgraduates who undertook the MIB program. However, it was recognised
that research skills were lacking in the unit ‘International Trade Law’, as the previous
focus of the unit was on legal problematising, i.e. assessments that were ‘problem-
based’ (identifying the problem and the law) rather than ‘research-based’ (analysing
the issue and finding a solution through research).

The problem-based teaching approach required the utility of a legal reasoning
method commonly known as the ‘Issue Rule Application Conclusion’ or IRAC
method of analysis (Burton, 2017; Turner, 2012). The IRAC method was designed
for law students in order to teach legal reasoning skills and train the students to ‘think
like a lawyer’ (Burton, 2017). This paper postulates that the IRACmethod is not suit-
able for non-law students, who are not aiming to be legally trained. Therefore, there
is a tension between the two approaches; problem-based learning and research-based
learning.

The current literature on legal education for non-law students, in particular
business students, is focused on three approaches to legal education in business:
studies that advocate using either a ‘problem-based learning’ approach (Batty, 2013;
Douglas, 2012); an ‘environmentalist’ or contextual approach, i.e. how the law relates
to business (Dove & Bryant, 2016; Endeshaw, 2002); or utilising interdisciplinary
theoretical frameworks to make sense of the ‘law’ in social sciences and economics
(Arup, 2013; Jones, 1989). The current literature shows gaps in terms of incor-
porating a research framework in the teaching and assessment of law subjects for
non-law students. Braye et al. (2006) advocate a research-informed organisation of
the teaching and learning of law for non-law students through the curriculum and
assessment tasks that involve student-led research, but does not indicate the method-
ology or framework to be used. The literature is focused on teaching law to non-law



7 Riding on the RSD: A Library–Faculty Partnership … 99

undergraduate students, which points to a significant gap in studies done on teaching
law to non-law postgraduate students, which requires a higher standard of research-
informed curriculum and assessment. This chapter elaborates on the collaborative
efforts made between the library research and learning team and the academic lead,
in the use of the RSD framework for legal education of non-law students.

The purpose of the collaboration with the library was to focus on integrating
research skill development into assignments and marking rubric criteria, with the
intention of constructing assignment tasks and marking rubrics that align with the
RSD framework. The library’s research and learning team, consisting of librarians
and learning skills advisers who had considerable exposure to the framework (having
used it to develop research skills in library programs), collaborated extensively with
the lead academic throughout the redesign of the unit. The library’s expertise, not only
with the framework but also with the development of research skills per se, facilitated
the redesign of the assessment, the construction of the marking rubric and started
the discussion on the learning outcomes of the unit. The collaboration was taken
further after 2017 when the Library invited Dr. JohnWillison (the author of the RSD
framework) from the University of Adelaide, to deliver a masterclass on the RSD
framework at Monash Malaysia. The masterclass introduced us to a deconstructed
version of the RSD that resonated with the team currently collaborating to redesign
the assessment informed by the RSD framework. This peaked collaborative interest
in utilising the RSD framework, as we could see how it could be used for curriculum
design as well as for creating assessment marking rubrics.

Thus, this chapter traces the development of how the research skill develop-
ment (RSD) framework was used in the construction of marking rubrics in semester
assignments in the MIB’s unit ‘International Trade Law’.

7.2 The Partnership

In designing the postgraduate course ‘International Trade Law’, it became evident
that there were three significant learning outcomes that align with the RSD frame-
work: first, to be able to identify legal issues and laws in an international trade context
(Embark and Clarify); second, to be able to apply the laws relating to international
trade in a variety of practical situations (Evaluate and Reflect); and third, to be able to
write a coherent piece of advice discussing the legal implications of the issues arising
in an international trade dispute (Communicate and Apply). The unit comprises two
in-semester formative assessments: individual presentations and an assignment. The
assignment which accounted for a quarter of the total grade tests the students on
their ability to identify the legal issues that arise in an international trade context, to
determine the relevant laws and scholarly work relating to those legal issues, and to
be able to give coherent advice on the legal implications. The assignment requires the
students to embark on a research process that includes conducting legal research, i.e.
finding the law, legal materials and legal resources; analysing the legal data obtained;
and putting the analysis into context (i.e. how it solves the legal problem at hand).
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Table 7.1 RSD facets in
relation to IRAC method

RSD facet IRAC method

Embark and clarify Identify the relevant legal issue

Find and generate Identify the relevant rule/law

Evaluate and reflect Apply the relevant rule/law to the
legal issues

Analyse and synthesise Conclude with the final answer

Organise and manage Structure the answer according to the
IRAC method

Communicate and apply Correct legal citation and referencing

Attempts were made to incorporate the RSD framework facets into this process,
and what was eventually developed utilised the RSD framework facets as well as
a combination of the IRAC method and social science-type essay-writing criteria
(Table 7.1).

For instance, Embark and Clarify was used to measure the student’s ability to
identify the legal issues; Find and Generate was utilised to ascertain the student’s
research in finding the relevant ‘Rule’; Evaluate and Reflect was used to determine
the student’s ability to ‘Apply’ the rules or laws found to the legal issues identified;
and Analyse and Synthesise provided a way to ascertain the student’s ‘Conclusion’
or final answer to the question. As the assignment also requires good structure and
writing skills, Organise and Manage and Communicate and Apply were used to
measure students’ ability to structure their answers linking their arguments, show
clarity of thought and use the correct citation and referencing.

By using the RSD framework in combination with the IRACmethod, we were not
only able to teach the postgraduate business students how to conduct legal research
but also encouraged them to use the skills learnt in this unit for other subjects that
required research. This ensured greater transferability of skills. In comparing the
results of two cohorts from that year, the students who undertook the course after we
had introduced theRSD framework scored better, withmore students obtaining credit
or distinction. Using the RSD framework to create a criterion-referenced assessment
rubric also enabled us to align the assessment question to the rubric. As a result, the
students were able to answer the assessment question more effectively.

7.2.1 The Faculty–Library Partnership in Action

Driven by the interest created by the library in this unit, two committees were estab-
lished to promote the rollout of the RSD framework across courses at the Malaysian
campus.While one dealt with the groundwork needed in relation to the dissemination
and adoption of the RSD framework, the other acted as a Steering Committee and
came up with campus-wide initiatives related to the RSD. At the initial stages, the
direction was to create relationships with faculty and to find ‘champions’ to model
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the adoption of the RSD framework as a tool for improved teaching and learning. The
lead academic of the course described here was the first amongst the champions and
expressed her interest in collaborating with the library and successfully developed
RSD-informed marking rubrics for this unit. However, the collaboration between
the library and the business course did not stop there. While the assessment rubric
made research skills explicit and allowed the students to consciously work through
the facet expressed in the rubric, the library was key to helping students develop the
skills stated in the RSD framework through workshops embedded in the course.

With the assessment rubric set in place, the faculty and the library came together
for further collaboration. Over the course of the following year, the library designed
a series of RSD-informed workshops to develop the range of skills required for the
unit ‘International Trade Law’. We ran workshops on advanced literature searching
to develop search skills for the business law assignment; on citing and referencing to
address the AGLC (Australian Guide to Legal Citation) referencing style (which the
students had never been exposed to before); and a workshop on academic writing and
presentation skills to provide guidance on both style and formatting and presenting
law to a business audience.

Each workshop began with learning objectives based on the RSD facets that
articulated to the studentswhat skills theywere being asked to demonstrate andwhere
they were up to in the research process. For example, workshops 3 and 4 (Table 7.2)
both developed skills underCommunicate and Apply. The learning objectives clearly
emphasised the ability to, ‘Structure and link your legal arguments coherently’ and
‘Present your arguments following legal conventions’. The impact of talking about
skills explicitly in this way was immediately evident (based on the conversations
and the feedback collected after each workshop). The main takeaway for us was that
being explicit about skill development made students aware of the skills they were
expected to demonstrate, and that awareness led to better outcomes.

One way we ensured that skill development was made explicit was by using the
language of theRSD framework to signpost the skills wewere developing throughout
the workshops. One way we did this was by using the guiding questions which
accompany each of the facets as prompts for reflection. In this way, for instance,
students were asked, ‘What is your purpose?’ echoing Embark and Clarify which

Table 7.2 RSD facet
addressed in relation to
library workshops

Library workshops RSD facet

Citing and referencing (AGLC3) Embark and Clarify
Evaluate and Reflect

Advanced literature searching Find and Generate
Evaluate and Reflect

Academic writing Embark and Clarify
Organise and Manage
Analyse and Synthesize
Communicate and Apply

Presentation skills Communicate and Apply
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prompted them to stop and ‘clarify and consider ethical, cultural, social and team
(ECST) issues’ as outlined in the framework. Signposting in this way created a
metacognitive awareness that facilitated thevocabulary becomingpart of our teaching
and as such the students’ vernacular (Torres, 2018). AsWillison (2018) notes,making
research skills explicit helps learners develop skills slowly over time.Asking students
to regularly reflect on the facets of the RSD framework and to think about what stage
of the process of research they were engaging with creates learners, we believe, who
demonstrate greater ‘research-mindedness’ and ultimately, greater student autonomy.

This partnership also has ultimately led to other collaborations with other
colleagues from the School of Business due to the success of this partnership and
word of mouth.

7.3 Concluding Remarks: Moving Forward

This chapter is an account of our experience embedding the RSD framework in a
postgraduate program in an international setting. What we discovered was that the
RSD framework lends itself to law-based assignments, because it aligns well with
standard legal methods of analysis and criteria for legal essay writing. Our experi-
ence supports the claim by Willison (2018) in the special edition of the Journal of
University Teaching and Learning Practice that, ‘The RSD is a conceptual frame-
work…designed for educator engagement that enriches their pedagogical content
knowledge so that they know how to teach students sophisticated thinking skills
within (inter)disciplinary contexts’ (p. 1).

The collaborative partnership which began in 2016 has been successful for the
library, creating an awareness amongst faculty academics of the expertise library
research and learning specialists bring to the curriculum. Byworkingwith academics
to embed research skills in course content, the library teams have become valuable
partners in education. The Malaysian context demonstrates that the framework can
have broad application across cultural contexts and disciplinary boundaries.
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Chapter 8
Talking About Torts: Building Skills
in Law Students

Katherine Brabon, Kay Tucker, Rheny Pulungan, and Katherine Lang

Abstract Conversations with academics are critical for the successful placement,
design and improvement of our skills teaching programs in the Monash Faculty
of Law. Using the example of the ‘Torts’ unit, we illustrate how we draw on the
Research Skill Development (RSD) framework in conjunction with Law learning
outcomes and graduate competencies to design a class embedded into Week 2 of the
unit. The class was successful in meeting our aims of improving student skills in
self-reflection, research and writing, as evidenced through case note assignments.

8.1 Introduction

Academic law librarians have a long tradition ofworking closelywith law lecturers to
embed skills. Our common goal is to ensure that law students understand and acquire
the research and writing skills needed for success in law school and, afterwards, as
lawyers.Monash law librarians and learning skills advisers enjoy a collegial relation-
ship with the Law Faculty, helping us to initiate and contribute to conversations about
legal education. We teach into undergraduate and postgraduate levels, in coursework
and research degrees. In the undergraduate program we work with students in their
first and second semesters, again in their third year, and finally in a research project
unit in the final year. Our aim is to scaffold the necessary skills throughout the
program, drawing on the Research Skill Development (RSD) framework (Willison
& O’Regan, 2006, 2018) and Law graduate outcomes. However, there are gaps in
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skills teaching within the curriculum that we would like to fill; and conversations,
both formal and informal, help to identify and address these gaps. In this chapter,
we use the example of talking with ‘Torts’ unit lecturers to address a perceived skills
gap related to case note assignments.

Conversations concerning the curriculum take place anywhere—on the stairs, at
faculty events, and more formally, in committees. Over the last few years, faculty
educational designers have also entered the conversation, bringing another valuable
link to the units and courses we focus on. To prepare for and bring authority to
these conversations, we use relevant skills frameworks and learning outcomes. The
RSD framework has been useful to guide our team’s thinking and planning, however
it needs to be considered in terms of frameworks and guidelines more specific to
the discipline of law (Hughes et al., 2011). The frameworks that consider graduate
outcomes for law students are outlined in the Threshold Learning Outcomes (TLOs;
Australian Learning and Teaching Council, 2010) and, more specific to research
skills, in the Legal Research Competencies for New Law Graduates (Australian Law
Librarians’ Association, 2019). Conversations are an important mechanism to align
our understanding and design of skills teaching with faculty unit learning outcomes
and assessments, as well as requirements of the workplace.

Our key aim is to improve the research and writing skills of law students in both
undergraduate and postgraduate courses. As educators we want to align skill devel-
opment with unit learning objectives and marking rubrics to enable students to more
effectively complete unit assessments. In the longer term, students need to also meet
graduate outcomes and be work ready. The undergraduate law degree at Monash is
the LL.B (Hons) where students graduate at Australian Qualifications Framework
(AQF) level 8 (AustralianGovernmentDepartment of Education andTraining, 2013),
although the earlier core units are classified as AQF level 7. Similarly, while Juris
Doctor (JD) students graduate at AQF9, earlier units may commence at levels 7 or 8.
While JD students are postgraduate, they do not have an undergraduate law qualifi-
cation, meaning that the more specific legal research and writing skills taught earlier
on are very similar to those taught to the undergraduates. The requirements outlined
in the AQF levels align with the scaffolding used in the RSD facets, which helps us
with our teaching design. For both cohorts, the case note assignment (described in
more detail in 8.4.1.2 Research Skills) necessitates new skills in research and writing
style. In this chapter, we reflect on how the frameworks, used in conjunction with
curriculum conversations, inform our skills teaching and student learning.

8.2 Linking Relevant Frameworks

We look to two main frameworks to help us embed skills in curricula. The TLOs are
integral to the development of skills for law students and hence to the design of the
curriculum. They outline the skills, competencies and knowledge that graduates of a
Bachelor of Laws (Australian Learning and Teaching Council, 2010) or Juris Doctor
(Council of Australian Law Deans, 2012) should be able to demonstrate. Of the six
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TLOs, four tie in closely with the teaching and learning goals of the Law Library
team. These are Thinking skills (TLO3), Research skills (TLO4), Communication
skills (TLO5) and Self-management (TLO6), all of which are embedded into units
throughout the curriculum. An important first step in planning our teaching is to
consider which TLOs are being addressed and how we can introduce scaffolding to
expand their relevance using the RSD. The TLOs are apparent in the RSD facets and
can be contextualised for the discipline of law (see Table 8.1). A former member of
our team published a thorough analysis of critical thinking skills in the law context,
concluding that, although thinking skills are evident in the RSD framework, it does
not go far enough to address the specific type of critical thinking required by law
students (Hughes, 2011). Hughes went on to thoroughly explore the type of critical
thinking skills required by law students, and thiswork is a useful extension of theRSD
as a conceptual framework. We can more clearly match the place of research skills,
communication skills and self-management in the various RSD facets. The value
of the RSD framework is that it adds a layer by introducing a learning continuum;
moving learners from Prescribed Research, through Bounded, Scaffolded, Open-
ended, and finally to Unbounded Research. Linking the RSD framework and the
TLOs in this way helps in our conversations with unit lecturers to better address
both the general and the more specific needs of the unit in terms of students’ skill
development.

While there has been discussion around the implementation and use of the RSD
framework in teaching research and writing skills generally, there have only been
a few articles published on the application of the RSD framework to the teaching
of research skills in legal education. As outlined in our case study, utilising addi-
tional educational frameworks alongside the RSD, primarily the TLOs, enables a
more in-depth and thorough analysis of the skills needed to study and succeed in
law (Hughes et al., 2011). Our educational design conversations with Law Faculty
academics demonstrate the importance of adopting strategic approaches to imple-
menting these skills as well as showing the benefits of engaging in a systematic peda-
gogical conversation between academics, learning skills advisers and librarians (Taib
& Holden, 2013). These conversations allow a deeper deconstruction of assessment
tasks and provide us with the opportunity to scaffold learning outcomes to maximise
skills development opportunities (Taib&Holden, 2013). The RSD framework allows
this scaffolding for skill development and is flexible enough to be incorporated into
a variety of disciplinary practices, including the prevalent problem-based teaching
approach often utilised in undergraduate law units (Kananatu, 2017).

In considering the RSD framework in relation to our teaching, we take into
account the discipline-specific knowledge that students need in laµw.The law assign-
ment types are new to students and differ from more traditional assignments such
as essays. They include the following: case notes, legal memoranda to clients and
colleagues, written and oral submissions, legal problem solving, court reports and
policy memoranda. As such, there are law-specific requirements to the learning
continuum outlined in the RSD framework. For example, a student may have the
skills to undertake Bounded Research in Arts, but the skills required for Bounded
Research in Law may require placing in context specific to legal problem solving
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methods such as the IRAC (Issue, Rule, Application, Conclusion) method (Burton,
2017).

8.3 From Informal Conversations to Structured Learning

During our consultations with first year students, we often observe that students
have difficulty conducting independent research, which includes applying critical
and analytical thinking to clearly communicate research findings in their assign-
ments. These observations are verified through feedback from lecturers. The case
note assignment, a common law assessment, is a requirement for first year students
taking ‘Torts’. This assignment requires students to analyse, research and discuss a
specific court case and its associated legal issues. To address the skills deficit shown
by students and bettermeet unit learning outcomes, greater collaboration between the
lecturers and the Law Library teamwas needed. In this way, a conversation emerged.

The library has a long history of collaborating closely with the Law Faculty on
curriculum design that incorporates research and writing skills. Innovations have
varied from short discrete units consisting of skills, ethics, and research modules, to
a full semester compulsory unit in first year called ‘Research and Writing’, to our
current model of embedded classes and eLearning modules in selected substantive
law units. Our conversations with the faculty have been instrumental in leading to a
more scaffolded approach of embedded skill development. By providing a structured
and incremental approach to developing students’ skills, theRSD framework clarifies
what an embedded and scaffolded approach to learning looks like. We could easily
see the logical step in moving students from the research and writing we had taught
them in their first semester to the next stage, using ‘Torts’ as the host unit, especially
as the unit’s learning outcomes can be mapped to the RSD framework. The learning
outcomes cover the following: researching, interpreting and synthesising; formu-
lating reasoned and appropriate responses; communicating effectively and persua-
sively; learning andworking autonomously; and using feedback to improve students’
own capabilities and performance.

Having identified a clear need to enhance skill developmentwithin ‘Torts’, we first
considered the place of the unit within the course as a whole and the skills teaching
carried out so far, that is, we scaffolded the skill development. We then used the RSD
facets and learner autonomy to design the class in the context of the ‘Torts’ unit, and
we examine this more closely in the next section. The majority of undergraduate law
students undertake ‘Torts’ in the second semester of their law degree. In Semester 1,
we teach students research and writing skills in a first compulsory unit, ‘Foundations
of Law’, applyingPrescribed Research as the degree of learner autonomy in the RSD
framework. At the same time, these students take ‘Criminal Law’, and it is there that
they are first exposed to the ‘case note’ assignment type, where they move along the
learning continuum to Bounded Research. This is complicated by a small number
of students who study ‘straight’ law (only law subjects with no concurrent non-law
degree) who undertake both ‘Foundations of Law’ and ‘Torts’ in their first semester,
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and are therefore more likely to be situated earlier in the learning continuum at
Prescribed Research. This means that we need to be flexible in the way we progress
along the RSD continuum when teaching.

An added impetus in using the undergraduate ‘Torts’ unit as the host for skills
scaffolding came from some prior success we had experienced in the postgrad-
uate Juris Doctor unit. There are key differences between the undergraduate and
postgraduate cohorts in terms of class sizes and lecturer teaching style, however
the skill development needs are very similar. The initial conversation between the
chief examiner (CE) and the law learning skills adviser resulted in joint work to
develop clearer expectations for the assignment and to build skills based on student
experiences from an earlier case note assignment in the JD first trimester unit. The
marking rubric was also redesigned to more explicitly incorporate skill development.
An underlying issue was related to student confidence and their authority to inter-
pret assignment instructions independently without relying on clarifications from
the lecturer. Students were encouraged by the lecturer to attend a seminar run by the
learning skills adviser, stressing its relevance, as below:

The aims of the seminar are to help you develop appropriate skills and get better marks. It
will build on your experience of writing a case note in your first semester and help you to
identify ways to use feedback from that assignment to improve your performance in this one.
It will also show you how to make proper decisions about the scope of the task and whether
you are interpreting it in a defensible way.

The outcomes at the end of the JD unit indicated a link between improved grades
and participation in the library’s skills development seminar, and was a positive
experience for the lecturers. The approach elevated and reinforced the importance
of the skills component of student learning and helped to inform the undergraduate
conversations.

8.4 New Conversations, New Initiatives

We approached the Chief Examiner of ‘Torts’ to suggest a research and writing
skills class for the ‘Torts’ students, specifically addressing the case note assign-
ment. This was met with enthusiasm and it was agreed that the Law Library team
would teach a class during an allocated two-hour workshop slot for each of the six
streams early in the semester. Embedded teaching is preferable to an optional extra
class: student attendance is likely to be higher and library teaching is given a more
structured presence in student learning (Shumaker, 2012). This is even more impor-
tant at the undergraduate level, where motivation levels can be lower than those of
postgraduates.
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8.4.1 Applying the Frameworks

Reflecting on the RSD, we identified that first year undergraduates begin at the
Prescribed and Bounded Research end of the framework. The aim of our new ‘Torts’
classes, alongwith addressing the unit learning outcomes, is that students’ progress to
Scaffolded Research. The ‘Torts’ class activities are designed to ensure that founda-
tional research skills are reiterated and practiced in class, before introducing research
skills of increased complexity. Therefore, the class acts as a bridge between the
faculty’s expectations for the assignment and the students’ current knowledge and
capability. The assignment type, based on a specific court case, is common in the
Law Faculty. It is generally divided into part A and part B. Part A requires students
to summarise the facts of the case and explain the reasoning of the judges. Part B
usually requires students to discuss the broader legal context and wider significance
of the case. Part B requires a considerable degree of independent research, as well as
critical thinking and analytical writing to communicate and apply the research, all of
which can be found in the RSD facets. The RSD framework gave us a lens through
which to identify that when students are developing a repertoire of skills required
for research, they develop skills at different rates. The learning continuum offered
by the RSD’s Scope for Student Autonomy helped to identify this and to target our
teaching to the lesser developed skills using an evidence-based approach.

Each two-hour class was taught collaboratively by a learning skills adviser and a
librarian. The class was divided into three parts: 1. Self-reflection, 2. Research skills,
and 3. Writing skills.

8.4.1.1 Self-Reflection

The underlying basis of both the postgraduate and undergraduate workshops was to
encourage students to self-reflect on previous work to identify areas for improvement
and therefore become more independent when tackling a new task (Willison et al.,
2016). As a pre-class activity, we asked students to consider the case note assign-
ment they had completed for ‘Criminal Law’ in the previous semester and reflect on
any difficulties encountered. In small groups, students discussed the feedback they
received and were encouraged to share issues raised with the class as a whole. We
then discussed feedback on the Semester 1 case note assignment from the Criminal
Law Chief Examiner and analysed a High Distinction (HD) case note example.

This was a highly prescribed activity using simple criteria relating to the RSD
Skill Facet Evaluate and Reflect. Across the different streams, students commonly
identified difficulties in writing about the case in Part B of the assignment, where
they were required to research the issues and critically analyse the decision in the
case. This showed us that students were able to ‘reflect on and improve the process
used’ but that they needed guidance in finding, evaluating and analysing sources. The
activity was also relevant to the RSD Skill Facet Embark and Clarify. By identifying
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common difficulties in writing a case note assignment, students were able to clarify
the questions, requirements and expectations of the current task.

8.4.1.2 Research Skills

We introduced practical activities designed to enhance a range of research skills that
fell into the areas of expertise of both librarians and learning skills advisers. For
example, a specific focus was applied to the facets Find and Generate and Evaluate
andReflect, as students had shown they lacked information seeking skills, particularly
navigating complex databases to locate information and the ability to critically eval-
uate the resources they found. We aimed to move students from Prescribed/Bounded
to Scaffolded, that is, to ‘evaluate information/data and inquiry process using criteria
related to the aimsof the enquiry’ and to ‘reflect insightfully to improveownprocesses
used’.

At the Bounded end of Find and Generate, students collect and record appropriate
information and data using given methodology from predetermined sources. Part A
of the case note assignment requires interpretation of a predetermined source; a case
prescribed by the lecturer. Students are required to find the prescribed case in the
authorised law report and write a short report on the case facts and the reasoning of
the judges in reaching their decision. Most jurisdictions have an authorised report for
each court and this version (if available) must be cited by students in assignments.
Moving from these highly structured directions, Part B of the case note assignment
requires a greater level of independent research. Our class activities took into account
both aspects of the assignment, whichwere thenmapped onto the learning continuum
of the RSD framework.

We first conducted a structured class activity that involved finding the case with
its correct citation and the legal issues involved. We then moved to a guided research
exercise applying ‘find and generate’ skills. Students were asked to find Australian
Broadcasting Corporation v Lenah Game Meats (2001) 208 CLR 199, a relevant
Australian case that considers the concept of a tort of privacy in Australian law. Our
aim was to deepen students’ research skills by facilitating activities that required
them to use themore advanced research functions of case databases such as CaseBase
(available on the Lexis Advance database) and FirstPoint (available on the Westlaw
AU database), which they had been introduced to during our classes in an earlier
unit, ‘Foundations of Law’. These functions include options to search within a case’s
database entry to understand the case history and to find publications referring to the
case.

We asked students to find the case using their own devices and with our guidance,
thenwediscussedwith themways to research the case. Student participation is crucial
as it contributes to long-term learning by aiding initial understanding and facilitating
memory. The ability to research a case in this way is important to students’ compre-
hension, as the databases enable the researcher to see related cases and publications,
including how other courts have treated the case being researched, for example,
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with ‘positive’, ‘negative’ or ‘neutral’ consideration. This enables students to make
informed arguments about the direction of the law in that area.

Our research skills teaching also needs to address the Legal Research Competen-
cies for New Law Graduates (Australian Law Librarians’ Association, 2019). These
competencies mostly map to the Find and Generate facet in the RSD framework, for
example focusing on the ability to ‘Find the most authoritative version of a case’,
and ‘Find the litigation history and judicial consideration of a case’. However, there
are also competencies relating to Embark and Clarify (e.g. ‘Determine main legal
concepts for the legal issue being researched’) and Evaluate and Reflect (e.g. ‘Criti-
cally evaluate resources and results for currency, relevance and authority’). Table 8.1
shows a table mapping the TLO and ALLA competencies to the RSD framework’s
Facets of Research and Bounded Scope for Student Autonomy. This mapping shows
how theRSDcanhelp articulate or unpack themorediscipline-specific contextualised
competencies.

8.4.1.3 Writing Skills

We used a published case note (see Taylor & Wright, 2002) to highlight impor-
tant skills and techniques for undertaking a case note assignment. Skills include the
following: structuring the assignment; writing a thesis statement; displaying crit-
ical analysis; and displaying understanding of the case context and its significance,
using particular sections from the case note to show these elements in practice. As
discussed, the second part of the case note assignment requires students to expand
uponwhat they have learnt about the issues in the case, to research the issues indepen-
dently, analyse with evidence and write an essay. The case note assignment calls for
independent research and importantly, evaluating sources and critically analysing
the case. These are the aspects students struggle with; they are generally able to
summarise the case, but find it difficult to articulate the broader context of the issues
in the case and to understand the issues in enough depth to critically analyse the
judgment.

Broadly, our goal was to promote student independence in approaching assign-
ments and cultivating critical thinking for researching in law. This aligns with the
scaffolded skills of the RSD framework, whereby ‘scaffolds placed by supervisor
enable the researcher(s) to independently’ undertake a number of tasks. The final part
of the class can be considered in light of the Analyse and Synthesise and Communi-
cate and Apply facets of the RSD, and facilitates students to move from Bounded to
Scaffolded Research. TheBounded description for analysis involves analysing trends
and themes in several sources and synthesising knowledge into prescribed standard
formats. ScaffoldedResearch is where, students ‘ask rigorous, researchable questions
based on new understandings’. It is important to note that students are unlikely to
begin at the Bounded category for Communicate and Apply by demonstrating ‘disci-
pline specific language to relate their prior learning and newly developed knowledge’,
as they are very new to law. As such, we provided a case note published in a law
journal to familiarise students with the style of language, structure and argument.
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We emphasised that the case note must have a logical structure that communicates
an argument.

8.5 Continuing the Conversation

The structure of our teaching reflects the strong relationship between research
and writing, and brings together the TLOs of Thinking, Research, Communica-
tion, and Self-management combined with the learning continuum provided by the
RSD framework. Team teaching with learning skills advisers and librarians helps
to develop students’ skills in a holistic way through the finding and integration of
research sources relevant to law. Writing skills are linked to how students communi-
cate the information that is the product of their research; a way to integrate research
and assess students’ research skills development.

We observed a significant improvement in students’ preparedness to undertake
the ‘Torts’ case note assignment after introducing the relevant frameworks. When
students consulted with library staff on the first draft of their assignment at the Law
Library’s Research and Learning Point, we observed that their ability to clarify the
requirements of the task had improved. They were able to structure their case note
by first providing a brief outline of the facts of the case and then analysing its legal
significance and wider societal implications. They were also more likely to use the
authorised law reports and cite relevant primary and secondary sources of law sourced
from reliable databases. They were able to synthesise the research and structure their
case note to better argue the significance and wider implications of the case.

This improvement was also impacted by greater clarity of the assignment instruc-
tions and marking rubric, to which we contributed early on. In particular, we recom-
mended that specific tasks were listed thereby enabling students to clarify questions,
requirements, and expectations, as described in the Embark and Clarify facet of the
RSD framework. As such, these changes are likely to have contributed to an overall
improvement in performance. Our class provided a foundation for the students to
engage with the assignment instructions and the corresponding marking rubric, so
the two aspects are likely to have worked in combination to result in improved
performance.

We continued our conversation with the ‘Torts’ chief examiner and tutors to
discuss student performance in the case note assignment by meeting at the end of the
semester. Faculty reported that overall students had improved in their ability to meet
the requirements of the task, contributed to by our class. In particular, they noted that
a high number of students structured their assignments well, addressed the questions
and used headings for signposting. A contributing factor, as mentioned earlier, was
improved clarity in assignment instructions from the lecturer, nonetheless we can
also attribute the improvement noted to the focus we placed on case note structure in
our class. Areas for improvement were also identified by the tutors, such as clarity
of expression, using overly descriptive rather than analytical writing and the need
to write in plain English, as well as insufficient or poor use of sources and citation
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errors. Going forward, we have discussed that it may be beneficial to introduce a class
exercise to specifically address the problems with clarity and expression in writing.
We will also add more emphasis on correct citing and follow-up with after-class
eLearning resources provided on Moodle.

Overall it was agreed that the provision of instruction and preparation for the
case note gave the students sufficient tools to adequately complete a good case
note assignment. Our curriculum conversations held with both undergraduate and
postgraduate ‘Torts’ chief examiners indicate an improvement in students’ ability
to interpret assignment instructions, which has translated into improved assignment
structure and writing. Close analysis and alignment of unit learning objectives with
Law TLOs, ALLA Legal Research Competencies and the RSD framework have
contributed to the successful design of scaffolded learning in ‘Torts’. There is still
room for ongoing refinement, of course, so the conversations will continue. There
will be changes in assignments and new teaching staff, but the frameworks allow us to
adapt to the shifting environment. Early discussion and ongoing conversations about
the curriculum are critical to our aim of improving students’ ability to undertake
research independently. The adaptability of the RSD framework has enabled us to
design a program that develops skills that encompass the research process as they
relate to Law.
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Chapter 9
Sustaining Curriculum Design
Conversations Transform the Teaching
of Evidence-Based Practice in Health
Sciences

Sharon Karasmanis and Fiona Murphy

Abstract This case study demonstrates how sustained conversation and collabora-
tion between librarians and academic teaching staff have been critical for effectively
embedding evidence-based practice (EBP) and the related information literacy skills
(IL) into the curriculum design in Health Sciences courses at La Trobe Univer-
sity. Drawing on the Library Learning and Teaching Partnership Framework, we
examine how a constructively aligned approach to embedding EBP was imple-
mented in collaboration with discipline academic staff. We also outline how the
learning activities and innovative online resources we developed in partnership with
academics have contributed to transforming the teaching of EBP in Health Sciences.
In our experience, if librarians equipped with the relevant skills and knowledge are
involved in curriculum design conversations, it enables the scaffolding of IL skills
at the appropriate steps of the students’ EBP learning journey to ensure successful
and sequential skill development.

9.1 Introduction

Facilitating and sustaining curriculum conversations about evidence-based prac-
tice (EBP) relies on librarians with expertise not only in EBP but also the skills
to take a pedagogical approach to embed information literacy (IL) skills develop-
ment in the curriculum. This combination is critical for individual librarian/academic
relationships and at La Trobe University (La Trobe) it has resulted in a decade
of productive conversations to embed and scaffold EBP skill development into
Health Sciences’ subjects and courses. The Library Learning and Teaching Part-
nership Framework (LLTP Framework; La Trobe University Library, 2019) outlines

S. Karasmanis · F. Murphy (B)
La Trobe University, Melbourne, Victoria 3086, Australia
e-mail: f.murphy@latrobe.edu.au

S. Karasmanis
e-mail: karasmanis6@bigpond.com

© Springer Nature Singapore Pte Ltd. 2021
L. Torres et al. (eds.), Connecting the Library to the Curriculum,
https://doi.org/10.1007/978-981-16-3868-8_9

125

http://crossmark.crossref.org/dialog/?doi=10.1007/978-981-16-3868-8_9&domain=pdf
mailto:f.murphy@latrobe.edu.au
mailto:karasmanis6@bigpond.com
https://doi.org/10.1007/978-981-16-3868-8_9


126 S. Karasmanis and F. Murphy

the pedagogical approach—constructive alignment—that has informed and under-
pinned our conversations. The approach outlined in the LLTP Framework has solid-
ified and standardized our practice. The ongoing training and development have
been critical to ensuring that a high level of expertise is maintained in learning and
teaching theory and EBP, to enable our Health Sciences librarians to bring exper-
tise to curriculum design conversations with their academic colleagues and achieve
successful outcomes. As such, our health librarians participate in the Australian
Evidence-Based Practice Institute’s continuous professional development activities
in EBP, and constructive alignment in teaching practice.

This case study will examine how a constructively aligned approach to embed-
ding EBP, including the IL skills needed to effectively engage in EBP, was imple-
mented throughout the Health Sciences’ course design in collaboration with disci-
pline academic staff. We will discuss the importance of librarian participation in
curriculum conversations in the subject design phase. In our experience, if librarians
equipped with the relevant skills and knowledge are involved in curriculum conver-
sations from the outset of the design process, it enables the embedding of aligned
learning activities and scaffolding of skills into the curriculum over several years.

9.2 Rationale

A key curriculum issue around undergraduate information literacy (IL) skill devel-
opment is the lack of coherent and intentional design. This results in episodic and
fragmented approaches, rather than coherent and incremental development of skills,
which means it is not always possible to determine the achievement of student
learning. In response to the challenge presented by this curriculum issue, we have
collaborated with academics to design a program of EBP skill development, appro-
priate for success in the health professions, that aligns intended learning outcomes
(ILOs), learning activities, and assessment tasks. We used the learning-centered
model for embedding IL into the undergraduate curriculum, as outlined in the LLTP
Framework, to overcome the problem of IL as an ‘add-on’ to the curriculum. EBP
and IL are now firmly embedded in the course and subject curricula and aligned in
a meaningful way.

Within the LLTP Framework, the Information LiteracyMatrix (ILM) guides scaf-
folding of skills, with four capability levels from Foundation to Advanced, and ILOs
are specified across these four levels of proficiency. The ILM is used to supple-
ment subject or course ILOs and guides the development of IL learning activities.
Health Sciences’ courses at LaTrobe comprise a core first-year taught acrossmultiple
campuses and disciplines. This creates an opportunity for reaching a large student
cohort (2,000) using a scaffolded approach for embedding skills into core sequential
subjects over the first three semesters (18 months) of a students’ discipline study,
in nursing and midwifery, physiotherapy, prosthetics, and orthotics, occupational
therapy, podiatry, human communication sciences, public health, dietetics and human
nutrition, and orthoptics.
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9.3 Approach

The principles underpinning constructive alignment according to Biggs and Tang
(2011, p. 95) include ‘the constructivist theory of learning, with alignment between
ILOs of the course, learning activities, and assessment tasks’. Furthermore, construc-
tivist theory states ‘that learners use their own activity to construct their knowledge’
(Biggs & Tang, 2011, p. 97), while Shuell (1986) advises ‘what the student does, is
actually more important in determining what is learned than what the teacher does’.
Aligning learning outcomes, learning activities and assessment tasks is critical for
learning success. Learning outcomes for EBP in theHealth Sciences course, cover the
use of research-based evidence in professional healthcare practice to help students
understand the role of research evidence. This includes how evidence is developed,
and how to interpret research methods and outcomes. Therefore, it is imperative that
students have the IL skills to construct and implement effective research strategies,
and can identify and locate authoritative sources of information, and the best research
evidence relevant to their discipline.

Learning activities that address these key health sciences learning outcomes
commence with simple activities in students’ first semester of study, with more
complexity introduced throughout subsequent semesters. As part of providing scaf-
folded support, we developed a range of resources and activities for embedding
in the curriculum. These include online modules, videos, online assessment help
guides, an eBook, and face-to-face tutorials. eLearning resources were all created by
librarians in collaboration and consultation with discipline teaching staff. In addi-
tion, as part of the broader learning environment librarians monitor and respond to
questions in learning management system (LMS) forums, and students have access
to co-curricular activities provided by the library in the Learning Hub. This range
of resources and activities ensures that understanding of EBP and the importance
of systematic searching in health databases are developed and comprehensively
supported and that students have a deep understanding of the importance of health
literature as required for patient care by the midpoint of their course.

In semester one, the first-year subject ‘Introduction to Professional Practice’, is
followed by ‘Research and Evidence in Practice’ in semester two, and ‘Integrating
Evidence into Practice’ in the second year (first semester). Table 9.1 outlines the
alignment of intended learning outcomes, learning activities, and assessment tasks
in these three sequential subjects. In addition, the table indicates the varied ways
additional support is provided in the broader learning environment to support this
design. A detailed description of each subject can be found in Sects. 9.3.1–9.3.3.
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9.3.1 ‘Introduction to Professional Practice’—Year 1,
Semester 1

In ‘Introduction to Professional Practice’ students learn about the foundation
concepts for professional practice in Health Sciences. This subject is also designed
to focus on the development of information literacy skills. Our conversation with
discipline academics in ‘Introduction to Professional Practice’ started more than a
decade ago. In 2009, in collaboration with teaching staff, our Health Sciences librar-
ians created a suite of Information Literacy online modules for Health Sciences to
address key learning outcomes relating to health literature and EBP. Each module
guided students in an area of learning, for example: findingpeer-reviewed journal arti-
cles on a topic and assessing the quality of authoritative information. These modules
have been reviewed and renamed as Achieve@Uni (http://latrobe.libguides.com/ach
ieve). Other learning activities and resources which support learning in this subject
include the following: subject-specific online assessment help guides; the online
forum in the students’ LMS, which we monitor to scaffold support for learning
activities; as well as face-to-face help from the learning hub in the library.

9.3.2 ‘Research and Evidence in Practice’—Year 1, Semester
2

This subject is an introduction to research-based evidence in professional health-
care practice, as preparation for the second-year subject ‘Integrating Evidence into
Practice’. It was designed to give students an understanding of the foundations of
research and evidence in practice, and the critical appraisal of the validity of research
evidence. Conversations between academic teaching staff and librarians were critical
in the design of online learning activities relating to information literacy and EBP in
this subject. One of the principles of EBP is to ensure that the best available evidence,
that is valid and clinically relevant, be used in the decision-making process for patient
care (Erickson et al., 2018, p. 4). The subject ILO relating to searching for evidence
(information literacy) required the students to construct a search strategy using a
PICO method (Erickson et al., 2018, p. 20), and to conduct a keyword search in the
health databases Medline and CINAHL to find the best available evidence on their
topic, see Table 9.2. Research and Evidence in Practice (Erickson et al., 2018), an
open textbook specifically designed for this subject, is used by students throughout
these activities, in particular, the introductory Chaps. 1 and 2, and 3 on the actual
search process, with critical appraisal of search results discussed in Chap. 4.

ResearchandEvidence inPractice is the core textbook and required reading for the
subject ‘Research and Evidence in Practice’. The creation of this open-access eBook
was a collaboration between academics and library staff and was the culmination of
curriculum design conversations between the librarian and discipline teaching staff
over seven years. Initially, a suite of online modules was created and made available

http://latrobe.libguides.com/achieve
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Table 9.1 Constructive alignment of EBP/IL in Health Sciences (first and second years)

Intended learning
outcome

Assessment task Learning activity Learning environment
support

Year 1, Semester 1
‘Introduction to
Professional
Practice’

Construct and
implement effective
research strategies to
identify and locate
authoritative sources
of information

Find five or more
peer-reviewed journal
articles which provide
authoritative evidence
for the written essay

Finding and using
information modules
in Achieve@Uni to
help locate credible
sources of information.
Can’t I just Google?
video gives a basic
description of credible
evidence
Assessment help
guides

Learning management
system (LMS)
Librarians monitoring
the LMS forum
Support from the
library learning hub

Demonstrate
understanding of
referencing by
correct use of APA6
referencing

Use correct
referencing in APA6
style to create a
reference list for the
written essay

Consult Achieve@Uni
Referencing module
and use the Academic
Referencing tool to
guide you in correct
referencing

LMS forum
Library orientation
classes
Library learning hub

Year 1, Semester 2
‘Research and
Evidence in
Practice’

Develop an effective
search strategy to
address
practice-based
research questions

Create a search
strategy to answer a
practice-related
question using the
PICO format and
keywords

Consult Chap. 3 in
Research and Evidence
in Practice to guide
you in constructing
your search strategy

Research and
Evidence in Practice
Library Learning Hub

Critically appraise
some components on
the validity of health
research evidence

Critically appraise a
research article, for a
1500-word critical
appraisal assessment

Consult Chap. 4 in
Research and
Evidence in Practice
to understand critical
appraisal of health
literature

Research and
Evidence in Practice
Library Learning Hub

Year 2, Semester 1
‘Integrating
Evidence into
Practice’

(continued)

https://latrobe.libguides.com/achieve
https://youtu.be/N39mnu1Pkgw
https://latrobe.libguides.com/referencing/
https://latrobe.libguides.com/referencing-tool
https://doi.org/10.26826/1007
https://doi.org/10.26826/1007
https://doi.org/10.26826/1007
https://doi.org/10.26826/1007


130 S. Karasmanis and F. Murphy

Table 9.1 (continued)

Intended learning
outcome

Assessment task Learning activity Learning environment
support

Generate and review
relevant and
answerable
practice-related
questions using a
structured approach
Develop and
implement database
search strategies to
acquire evidence
relevant to
professional practice
Appraise the strength
of evidence
generated by a range
of methodologies
Apply appraised
evidence to
practice-related
problems, issues or
situations

Create a search
strategy, to answer a
practice related
question, using the
PICO format
Perform a systematic
search in health
databases, using
Medical Subject
Headings and
keywords, and
advanced search limits

Face-to-face tutorial
classes
Consult the Health
databases to guide you
through the search
process
Consult Research and
Evidence in Practice
for revision of
research-based
evidence for
professional practice

Online learning
resources, Research
and Evidence in
Practice; Health
databases online guide
Workshop based on
research designs, with
support from the
Library Learning Hub

Table 9.2 PICO keyword search strategy. The question: Is bed rest or exercise more effective for
the treatment of back pain in the elderly?

Population, Patient or
Problem (P)

Intervention (I) Comparative Intervention (C) Outcome (O)

Back pain
OR
Backache
OR
Lower back pain
*The database’s Age Group
limits are used to limit the
search to the
‘elderly’population group.

Exercise
OR
Physical activity

Bed rest
OR
Bedrest

Pain relief

to students in their LMS. These were subsequently updated in 2018 by librarians
and academics and published as Research and Evidence in Practice. Because all the
eBook authors were involved in some aspect of teaching ‘Research and evidence in
Practice’, they were well aware of the challenges that students face in understanding
introductory research, evidence-based practice, and finding peer-reviewed literature
from health databases. The content was written in a conversational and informal
style, intentionally designed to engage students. The videos included in the eBook
have light-hearted content as well as interviews with La Trobe researchers who

https://latrobe.libguides.com/healthdatabases
https://doi.org/10.26826/1007
https://doi.org/10.26826/1007
https://latrobe.libguides.com/healthdatabases
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are experts in their field. Furthermore, because Research and Evidence in Practice
(Erickson et al., 2018) is an Open Educational Resource, and available for worldwide
use in teaching practice, it contributes to open practice in education.

9.3.3 ‘Integrating Evidence into Practice’—Year 2, Semester
1

The above two examples of embedding EBP skill development in core Health
Sciences’ subjects are delivered to a mix of students from all health disciplines. In
contrast, ‘Integrating Evidence into Practice’ in the second year is taught to specific
discipline groups in allied health. As librarians, a more specific curriculum design
conversation is required for this subject, as teaching staff prescribes the practice and
discipline-related clinical questions to be taught in the classroom. This is a more
tailored approach than the broader conversations for previous subjects for a generic
Health Sciences cohort. Librarians, highly skilled in EBP, ensure that this prescribed
content on complex clinical questions can be addressed successfully in the classroom
setting.

This subject’s embedded learning activity is face-to-face instruction, with a disci-
pline prescribed clinical question for investigation in the class. This activity builds on
student’s prior knowledge scaffolded from the two first-year subjects. These classes
are aligned to the subject’s ILOs which are based on developing and implementing
complex and comprehensive search strategies. These involve both hands-on tuto-
rial classes and activities, which provide students with the skills and knowledge to
successfully complete their assessments. More critically, however, students learn the
search skills to become confident clinicians and ensure they can deliver high-quality
patient care using the best available evidence to inform their decision-making.

In collaboration with discipline teaching staff, and depending on the needs of the
discipline, a typical class may include the following:

• Refreshing what students learned in the first year by using the PICO framework
to structure a search strategy, including the use of various search tips such as
truncation and phrase searching.

• An introduction to subject headings such as Medical Subject Headings (MeSH).
• Hands-on experience searching for studies in Medline and CINAHL using both

subject headings and keywords (systematic searching).
• Saving searches, creating a database account, and useful database limits.
• An activity where students locate medical subject headings in Medline and/or

CINAHL.
• Depending on the discipline, other databases may also be included, such as the

Cochrane Library, PEDro, or OTSeeker.
• Revision of what students have learned in the class, using the quiz software

Kahoot! at the end of the session.
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• In some disciplines, time is made available where students can work in their
groups to locate studies for their assessments with the librarian on hand to help.

We also collaborate with discipline teaching staff on a clinical topic that we can
workshop in the tutorial classes, as shown inTable 9.3, and other examples as follows:

• For adolescents with articulation problems, does electropalatography (EPG)
work better at increasing intelligibility compared to other interventions?

• Is a high protein diet effective for weight loss in older adults who are overweight
or moderately obese?

• Is ginkgo biloba effective as an intervention for age-related macular degenera-
tion?

• Do water therapies reduce or relieve pain in patients with rheumatoid arthritis?

Prior to each semester,wedetermine the previous cohort’s achievement of learning
outcomes, to inform conversations about subsequent strategies going forward to
address any learning issues. We also discuss tutorial scheduling and any changes to
assessment that need to be addressed in classes to assist with alignment. While infor-
mation literacy has been embedded into theHealth Sciences curriculum since 2009, it
is important to ensure that our ongoing curriculum conversations remain current and
relevant in the Health Sciences environment. Every effort ensures that learning activ-
ities, whether tutorial classes, online modules, or quizzes remain engaging, current,
and relevant to students.

9.4 Outcomes

Measuring the impact of the library’s interventions is critical to excellence in practice.
The influence on student learning, engagement, and overall student experience is
constantly reviewed and provides further evidence of the impact of implementing
the LLTP Framework for an enhanced learning experience, even if students already
have some self-confidence in researching for assessments. Students have commented
that they appreciate the face-to-face library tutorials, as it is an opportunity to ask
questions and to gain practical hands-on experience.

Developing a rangeof online learning resources for teaching staff to use in a variety
of ways is a service innovation that has influenced and enhanced student learning and
engagement. Curriculum design conversations have been integral to the development
of these resources. ‘Why can’t I just Google?’ (https://youtu.be/N39mnu1Pkgw) was
our first collaboratively designed video, integral to first-year students and has over
227,000 YouTube views. This original video, plus Achieve@Uni, online Assessment
and Expert Help Guides (https://latrobe.libguides.com) and ‘Research and Evidence
in Practice’ (Erickson et al., 2018) all provide the scaffolding that enables students
to start engaging with what they need to know to augment and build on their existing
information-seeking knowledge. The data from our research (Corbin & Karasmanis,

https://youtu.be/N39mnu1Pkgw
https://latrobe.libguides.com
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2010) makes it evident that using the LLTP Framework model for embedding assess-
able IL learning outcomes and activities in the curriculum is the most effective way
to influence student learning and engagement. From the measurement of entry-level
skills of first-year students (Salisbury&Karasmanis, 2011), through to thefinal longi-
tudinal study (Salisbury et al., 2013), and evaluation of the Research and Evidence
in Practice eBook (Erickson et al., 2018), the evidence shows continual sequential
building of skills increases student confidence and positive academic perspectives.

9.5 Conclusion

Our journey has taught us much about sustaining curriculum design conversations.
Most particularly, the importance of librarians’ skills in collaboration, participation,
and effective engagementwith academic colleagues. To enable effective partnerships,
we also learned the importance of health librarians being highly trained not only in
EBP but also in learning and teaching theory and practice.

The ability for academics and librarians to speak the same language in evidence-
based practice is essential when preparing students for practice in a clinical setting.
The critical nature of expertise in EBP has been validated in the literature (Fineout-
Overholt et al., 2005; Sackett et al., 2000). According to Herbert et al., (2011, p. 167),
‘librarians are useful people and very important collaborators for evidence-based
practice’ and the ‘best way to learn how to conduct efficient searches is to observe a
skilled librarian conduct searches and then have the librarian give you feedback on
your own search strategies’ (p. 40). While Greenhalgh (2016, p. 19) states, ‘[Librar-
ians] know the databases available, they know the complexities of searching, they
know the literature…and they usually know just enough about the topic to have
an idea of what you are looking for and the levels of evidence that are likely to
be found’. Curriculum design collaborations are not always easy due to a range of
factors; however, effective and ongoing conversations are critical between librarians
and discipline teaching staff to continue critical evaluation of the effectiveness of
learning interventions or changes to the curriculum, to improve and enhance student
learning.
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Chapter 10
Co-designing Quizzes to Convince
Quizzical Law Students

Melissa Spain and Anita Mackay

Abstract This case study illustrates how collaborative partnerships, one of the
principles of the La Trobe University Library Learning and Teaching Partnership
Framework (LLTP Framework), enabled curriculum design conversations between
a librarian and an academic subject coordinator to successfully embed introductory
legal research skills into a first-year law subject. The case study is an example of how
developing and fostering ongoing curriculum design discussions, and collaboration,
helps develop engaging and aligned content using Biggs’ constructive alignment,
another key feature of the LLTP Framework. In our respective roles of a librarian
and an academic we have worked together to revitalise legal skills instruction using
in-class instruction, and quizzes, designed to be an experiential learning activity.
Embedded learningobjectswere designed and aligned to the relevant subject intended
learning outcomeand assessment using blendeddelivery to teach legal research skills,
resulting in improved student engagement with legal research techniques. In this case
study we review the successful collaborative process between a librarian and a disci-
pline academic, the steps taken to implement constructive alignment, and how those
steps were realised in the teaching of the subject.

10.1 Introduction

In the context of curriculum design, this case study looks at developing legal research
skills teaching and assessment (in the form of quizzes) within the first-year core law
subject ‘Legal Institutions and Methods’ (LIM) in the Bachelor of Laws degree. It
discusses how the Library Learning and Teaching Partnership Framework (LLTP
Framework; La Trobe University Library, 2019), was implemented in this process
to embed research skills into this subject. Biggs (2014, p. 5) defined constructive
alignment as the following:
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a design for teaching in which what is intended students should learn and how they should
express their learning is clearly stated before teaching takes place. Teaching is then designed
to engage students in learning activities that optimise their chances of achieving those
outcomes, and assessment tasks are designed to enable clear judgments as to how well
those outcomes have been attained.

Our case study focuses on the importance of legal research skills for students
studying law and after they graduate and enter the legal profession. It outlines how
the LLTP Framework principles of collaborative partnerships, constructive align-
ment and blended learning aided the curriculum planning process undertaken by the
authors in our respective roles as academic subject coordinator and law librarian.
Our conversations have covered how this process was informed by the literature as
well as previous less-successful approaches to teaching legal research skills. This
example of curriculum design to embed legal research skills into the subject utilised
a two-pronged approach to the learning activities: (1) in-class instruction and (2)
quizzes. Adhering to the principle of constructive alignment, these activities were
aligned with one of the key Intended Learning Outcomes (ILOs) for the LIM subject
which was to ‘Demonstrate comprehension of fundamental legal research methods’.

10.2 ‘Legal Institutions and Methods’ (LIM)

LIM is a compulsory first-semester, first-year subject for all students undertaking
a Bachelor of Laws degree. Most of these students are new to university, but there
are also postgraduate students undertaking the degree for whom studying law is
new. The subject introduces the legal system in Australia and its core institutions,
with an emphasis on courts. Students learn about the court hierarchy, the doctrine of
precedent, how to read and analyse cases and observe court proceedings. The content
is taught in one-hour weekly lectures, and by students attending a Victorian court and
writing a court report that comprises 40% of their assessment. The subject covers
legal methods, with emphasis on the fundamentals of legal research, case analysis
and legal problem-solving.

Students are required to undertake independent research to locate three legal
sources to support their analysis of the court proceedings they have observed. To
support the development of independent research capability the subject also covers
legal methods with particular emphasis on the fundamentals of legal research, case
analysis and legal problem-solving. A key learning outcome for the course is to
‘Demonstrate comprehension of fundamental legal research methods’. The learning
activities aligned to this ILO are included in a two-hour weekly seminar with 25–30
students in each group. LIM introduces students to the necessary skills to locate
two types of legal resources: primary and secondary. The former is legal decisions
by courts and legislation made by parliament, and the latter is academic and expert
commentary about the law. Learning is then assessed by the completion of two
quizzes worth 7.5% each.
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For new students, mostly from a generation that believes Google has the answers
for everything, they are confronted with a whole new world of mysterious materials
and bewildering legal databases to navigate. We recognised that the first hurdle to
overcome is to make them aware of the importance of evaluating sources (one of the
legal information literacies) for both their university studies, and their future as legal
professionals. They need to learn the importance of using authoritative sources for
primary law, as well as how to locate and evaluate secondary sources to ensure they
choose reliable and high-quality options from the multitude of online and printed
material available to them. Ultimately LIM can only introduce these legal research
skills, but the aim is to emphasise and reinforce the importance of these skills which
will provide a solid foundation for more advanced legal research skills that may be
scaffolded at appropriate times throughout their degree.

10.3 Collaboration—Development of the Current
Approach to Teaching Legal Research

Kaufman (2010) considers that effective legal research skills instruction requires
cooperation and collaboration between librarians and academics to develop learning
activities that are delivered at the point of need for highest learning impact and
engagement. Using the LLTP Framework, curriculum design took place through a
series of lengthy conversations to develop the approach and learning outcomes that
each of us, in our different roles, saw as valuable for first-year students. Constructive
alignmentwas achieved by designing learning activities that alignedwith the research
ILO and assessment. In-class instruction was in the context of the class topics, and
the quizzes followed on from this instruction, providing hands-on practice and rein-
forcement of skills. These conversations were premised on mutual recognition of
the importance of teaching these skills and each other’s valuable contribution to
student learning. The librarian respected the teaching pedagogy of the academic,
relying on their subject knowledge to help align the skills content to course content.
Likewise, the academic had an open mind and willingness to allow the librarian to
constructively align the legal research skills with the subject ILO for optimal student
learning.

We began our planning conversations several months before the semester and
reflected on past experiences of teaching primary legal research skills (secondary
research had not been taught previously). Two approaches had been tried: optional
classes delivered by the librarian and video modules, both of which were followed
by quizzes to test the knowledge acquired. Both approaches were standalone and
not aligned to the course content. The optional classes were not well attended,
as they were offered outside of the subject timetable and not delivered by their
lecturer. Those students who did attend were disengaged. This disengagement is in
line constructive alignment theory as formulated by Biggs and Tang (2011, p. 99)
who state ‘Where assessment is not aligned to the intended or other desired outcomes,
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or where the teaching methods do not directly encourage the appropriate learning
activities, students can easily “escape” by engaging in inappropriate learning activ-
ities that become a surface approach to learning’. Constructive alignment offered a
well-respected pedagogical alternative for teaching these research skills.

Thepremise for a newapproachwas that students’ initial exposure to legal research
should be positive and engaging—hopefully leading to students having a positive
mindset for future legal research skill instruction, as well as a good basic under-
standing of the processes. The quizzes were therefore redesigned to be an experi-
ential learning activity, embedded in the curriculum to establish a sense of success
and competency, rather than summative assessment, where knowledge is tested after
completing a standalone module. This approach is supported by the literature: Cook
and Babon (2017) establish that improved learning outcomes for students flows from
‘active learning’, with quizzes recognised as a method of active learning. As Trowler
and Trowler (2010, p. 14) note: ‘A substantial, robust body of evidence exists to
support assertions that individual student engagement in educationally purposive
activities leads to more favourable educational outcomes’.

Blended learning is another of the LLTP Framework’s features and there is much
literature on the blended delivery of teaching, where the content is delivered via a
combination of eLearning and face to face, in class teaching. Udby (2014, p. 294)
explains that active learning can successfully be implemented using blended delivery,
and we embraced this approach by face-to-face class instruction, an in-class video,
getting students to use the relevant databases during class, and two videos rein-
forcing the skills preparing them for the quiz. This is further supported by literature
suggesting that using a variety of technology will ‘help… students develop the skills
necessary to conduct legal research in a constantly evolving environment’ (Kaplan
& Darvil, 2011, p. 177). Based on our combined reflection on past experience and
the understanding of the literature, we resolved to use the active learning of the
online quizzes and face-to-face seminar content, delivered by the seminar leaders
and supplemented by two videos on finding case law and legislation.

10.4 First Prong: Embedded In-Class Instruction

10.4.1 First Illustration: Secondary Research

To assist students with the research component of their court report assessment, a
two-hour seminar was dedicated to secondary legal research the week after they had
been to court to observe proceedings. For the assessment, students were required to
independently locate three academic sources relevant to the proceeding they observed
in order to assist with analysis of their observations. Therefore, students would be
searching for materials about topics such as self-representation and the impact of
video-links on court proceedings. We also adopted an approach of Dewald (1999),
which argues that the necessary elements of a successful program should include
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the following: that it is course and assignment related, it is delivered at the point in
time when needed, and it is embedded in the course. In line with this approach, we
jointly developed the seminar contentwhichwas then delivered by academic teaching
staff during timetabled seminars. It was proposed that content delivery by academic
teaching staff during scheduled class time would remove the poor perception of this
librarian-led skills instruction, a barrier we faced previously.

The seminar commenced with a 10-min video recorded by the librarian that
covered steps for using legal research databases to search for sources such as journal
articles, academic books and government reports (e.g. by law reform commissions).
The video was also available on the Learning Management System for students to
access during their own time. Following this, students were asked to use the search
techniques covered by the video to locate one secondary source each and write the
details on a whiteboard in the classroom. This source needed to be directly related to
the video of court proceedings they had all watched in the seminar two weeks earlier.
Teaching staff then facilitated a discussion about why some sources were preferable
to others, raising matters including currency (including how to use older sources
to find more recent sources), quality of the publication and whether the material
was Australian (it was not impossible for students to use international material for
their assessment, but it would be more challenging for them to connect this mate-
rial to observations made in Australian courts). This discussion had to be managed
delicately to avoid embarrassing students who had located sources that were less
ideal.

The next stage involved students critically evaluating secondary sources. Students
were asked to imagine that they had found three journal articles that they were
provided extracts from (thesewere chosen for specific purposes, therefore the sources
students located as part of the previous section of the seminar were not employed for
the purposes of the deeper analysis). Students were then asked to follow a checklist
from chapter 16 of their textbook covering secondary legal research that they were
required to read before the seminar (Mackay & Chifflet, 2021, pp. 481–482). The
checklist asked students to evaluate journal articles by answering questions about
topics including ‘reliability and objectivity of the author’, ‘reliability of the journal’
and ‘relevance to your topic’. Studentsworked in small groups to answer the questions
on the checklist, which involved them looking up the journal website (e.g. to see if
it was a peer reviewed journal) and the authors, to check their qualifications and
expertise in the field.

Students were asked to rate the three journal articles by giving them a score out
of ten. The purpose of the scoring was to demonstrate that not all journal articles are
equal. Following the small group discussions and rating process, therewas a full-class
discussion about the relative quality of the three articles. Seminar leaders found that
many students started from the premise that all published material is of high quality
and accuracy. This is supported by a study that found that students commencing
their law studies are not well versed at understanding information they have found
online, and that ‘their approach to information acquisition tends to be passive rather
than active’ (Gallacher, 2007, p. 192). This discussion demonstrated to students that
this is a false assumption and that they need to be more critical of secondary legal
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sources. The goal for the end of this seminar was that students would know (1) how
to navigate appropriate databases and locate sources for their court report (from the
video), and (2) be able to evaluate materials before deciding what to rely on for their
assessment. This assisted them to focus on finding three high-quality sources for
their court report, rather than a large volume of sources with limited relevance (such
as sources about legal systems in other countries).

10.4.2 Second Illustration: Primary Research

The approach to in-class instruction on finding cases (one of the two primary sources
for law), which is also the subject of one of the quizzes, was integrated into a seminar
in which students were preparing a detailed analysis of a court decision (R v Wilson
(1997) QB 47 (UK.);Wilson case). The lesson was planned using resources from the
librarian about the use of a relevant database. Students were asked to start by entering
the name of theWilson case in Google, whereby they discovered that Google did not
produce the correct decision. Students were then introduced to some legal databases
for finding legal decisions and asked to locate theWilson case. This was followed by
spending some time analysing key components of the Wilson case, including how
the judge had relied on earlier decisions (precedents).

Students were then asked to return to the databases to look up those earlier deci-
sions. They were also shown how to find out if these decisions (theWilson case and
the others referred to in it) were still ‘good law’, that is to check if any of them
had been overturned by a later court. They could then identify if the Wilson case
had been used as a precedent for future cases. That is, they were looking forward
and backwards from the case they were analysing. Finally, they could find academic
articles (secondary sources) that analysed theWilson case. This information is avail-
able to them in the case citator database. As well as giving critical instruction for
the quiz, it was more engaging for students to look up a case that they were reading
and analysing, and consequently had some understanding of—than if they had been
simply given the name of cases to enter into the database.

10.4.3 Feedback

Student feedback indicated that the in-class instruction was helpful. An informal
survey was sent to the student cohort that they could respond to anonymously. The
survey asked ‘what has been the most helpful aspect of the legal research instruction
in LIM for you? Please explain the reasons’. The following comments were received:

• ‘Having people actually show you how to access the materials and research rather
than telling us about it. By showing us, then we know how to do it ourselves and
using actual examples lets us know how the search will work’.
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• ‘The case citations, because previous to the research seminars I would have no
idea what a citation was or how useful it can be in finding cases’.

• ‘Going through it in the seminars has been the most useful because it gives us a
chance to ask questions, make sure we can see that it’s being done correctly (as
the seminar leader takes us step by step through it)’.

10.5 Second Prong: Quizzes as a Learning Activity

The quiz on how to locate case law opened on the first day of the seminars in which
students were taught how to find cases in the case citators. It was open for another
week after the final seminars had been taught, therefore students had plenty of time
to complete the quiz in their own time but were encouraged to do so while the tuition
was fresh in their minds. A similar format was followed for teaching students how
to find legislation, the other primary source for law.

We identified two key objectives that we considered necessary to ensure the
quizzes were an optimal learning activity. First, the quizzes needed to be more
engaging and the questions less difficult than in the past. The librarian designed the
quizzes so that students used the actual live databases when answering the questions.
This heightened engagement, firstly by requiring them to carefully follow step-by-
step instructions listed in the questions, and then to execute the instructions in the
actual legal databases that are essential for legal research. The relevant databaseswere
hyperlinked to each question and opened in new windows allowing the students to
switch between the questions and databases to follow the steps. (see Fig. 10.1).

Secondly, the quizzes should be written as a learning activity, with step-by-step
instructions clearly outlined to deliver an authentic interactive experience with the
databases. Each question was developed with a set of instructions clearly set out in
gradual steps. A significant amount of time was spent ensuring that the instructions
in each question were clear and precise. These steps explain the required process
to find the answers in the databases. This direct engagement with the live databases
delivered an interactive experience which was real, requiring the student to execute

Fig. 10.1 Example of a question from the Legislation Quiz by La Trobe University used with
permission
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a search from start to finish. The benefit of this approach has been discussed in the
literature, and Biggs (2019) has stated that ‘Learning is constructed bywhat activities
the students carry out; learning is about what they do, not about what we teachers
do’.

Together we ensured that the quizzes aligned with the subject content, that ques-
tions were related to the databases students will be using during their law degree,
and as legal professionals after they graduate. By providing clear steps for them to
follow to obtain the correct answer, we created a learning activity that introduced
them to these databases in an accessible, non-stressful way. Although the quizzes
were assessed (together comprising 15% of the marks for LIM), the students could
attempt them multiple times in the one-week period that they were open, and there
was no time limit on each attempt. This removed the stress of getting it right the
first time and provided a supported learning environment for students to try again.
After each quiz had closed, students were able to access their mark, view the correct
answer, and access guidance to help them understand why that answer was correct.

10.5.1 Feedback

Student feedback indicated that they found the approach taken to quiz design helpful
for their learning. The responses to the abovementioned survey question included
the following:

• ‘In each question of the cases quiz there were clear walkthrough instructions on
how to enter information in the correct boxes to find the desired outcome. This
was an advantage as it would otherwise be difficult to decide on which search tool
to use and what information is used to search in the correct case’.

• ‘The quizzes really help because they force you to practice it on your own’.
• ‘The quiz because it goes through a step-by-step process that needs to be followed

in order to obtain the correct answer. The instructions are also written clearly and
in a way that is easy to understand’.

10.6 Final Reflections on Constructive Alignment in LIM

The key to the success of the approach to teaching legal research skills in LIM is
our collaboration. Our regular conversations are an illustration of how librarians
and academics can work together to provide constructively aligned legal research
skills into a subject. The resulting two-pronged approach to embedded learning
activity for research skills involves in-class instruction by seminar leaders that rely
on resources developed by the librarian, and quizzes that are a learning activity,
rather than a summative assessment. The in-class instruction has been embedded at
the point in the subject where the skill is most relevant to students. As an effective
and engaging learning activity the quizzes are an essential part of our constructively
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aligned approach.Whatmakes the quizzes such a successful element of this approach
is that they

• are aligned to the subject ILOs;
• provide an activity that promotes active learning;
• provide an authentic opportunity for students to practice skills needed in subject

assignment; and
• provide motivation and feedback via grading of the quiz.

We did this by designing questions that involved the use of live databases, with
each question requiring the student to follow a series of steps to be taken in the
appropriate databases which, if followed correctly, would lead them to the correct
answer. The quiz results were universally high (for all students who completed the
quizzes) but more importantly this approach heightened student engagement with,
and enthusiasm for, legal research techniques that we hope will be sustained and
applied to the research for later assessments as they progress through the course. It
also provides a basis for scaffolding more advanced research skills throughout their
law degree, and consolidating the work-ready research skills which will be valued
and required beyond their degree in their future careers as legal professionals.
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Chapter 11
Curiosity, Collaboration and Critical
Reflection: Developing Primary Source
Literacies in an Undergraduate History
Subject

Clare O’Hanlon and Sharon Karasmanis

Abstract Motivating students and developing research skills is important for a posi-
tive learning experience and ensuring student academic success. This case study
examines a successful curriculum redesign initiative for a history subject ‘Slavery
and Human Trafficking: Forced Labour in a Modern World’ at La Trobe Univer-
sity. We discuss how a librarian and subject coordinator collaborated to motivate
students around the importance of developing primary source literacies, review
how the Library Learning and Teaching Partnership Framework shaped embedded
learning activities and explore the need for reflective practice in library teaching
practice. This initiative took a proactive approach, to seamlessly integrate informa-
tion literacy skill development in order to extend and enrich online and face-to-face
learning opportunities throughout this complex and challenging subject.

11.1 Introduction

Wentzel andBrophy (2014) clearly articulate the intentions and importance of linking
learning activities to the curriculum, noting how motivation fits in with effective
curriculum design and learning activities:

Learning is fun and exciting, at least when the curriculum is well matched to students’
interests and abilities and the teacher emphasizes hands-on activities. When you teach the
right things the right way, motivation takes care of itself. If students aren’t enjoying learning,
something is wrong with your curriculum and instruction (p. 1).

This quote exactly relates to our challenges in motivating students to develop
competency in primary source literacies. Teaching students in the ‘right way’ as part
of curriculum redesign, enables students to connect, engage and enjoy their learning.
Using the learning journey as articulated in the Library Learning and Teaching Part-
nership Framework (LLTP Framework; La Trobe University Library, 2019), helped
us focus on how we connected learning, content and teachers so that students could
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enjoy the benefits of digital and face-to-face learning, where the mode of learning
matched the complexity level as required for the different topics.

Collaborationwith teaching and educational design staffwas central to the success
of this initiative. Crisp (2017) outlines this further with her paper on collaborating for
impact in teaching primary source literacy, stating that ‘bringing in partners to collab-
orate on effectively teaching with primary sources makes the task of encouraging
primary source literacy seemmoremanageable for all parties involved’ (p. 8).Weiner
et al., (2015, p. 8), in their study on archival literacy competencies, noted the impor-
tance of archivists, faculty staff and librarians collaborating to integrate competencies
in the undergraduate history curricula. Both papers acknowledge the link between
collaboration and building competency, recognising the collective contributions of
each expert partner. Building and integrating competencies and understanding in this
specialised area is critical to enable students to find and access primary sources in
history.

‘Slavery and Human Trafficking’ is a core second-year subject for students under-
taking a history major, and an elective subject taken by students in other majors,
particularly politics, legal studies, gender, sexuality and diversity studies and interna-
tional relations. The subject is taught throughout five La Trobe University campuses
within Victoria, Australia. Enrolment numbers vary across campuses with face-to-
face learning activities tailored to local requirements, but all the online learning
activities were the same. In ‘Slavery and Human Trafficking’, the outcome of strong
collaboration and connections between content, students and teachers is the seam-
less integration of primary source literacy skill development and history content. For
students, this teaching connects history content and information literacy instruction
in an attempt to enhance the learning experience by tailoring it to the context of their
subject. Reflection contributed significantly to continuously improving the student
learning experience, as discussed later in this case study.Continuous quality improve-
ment happened throughout the semester, and after each year of delivery, particularly
where students needed extra support aroundunderstanding anddiscussionof complex
topics.

11.2 Rationale

Developing skills in the student’s learning journey is clearly outlined in the LLTP
Framework, from;

1. recognition of prior knowledge,
2. building on that knowledge and skill base,
3. consolidation of critical discipline knowledge,
4. independence in research and lifelong learning.

In ‘Slavery and Human Trafficking’, one of the main learning outcomes was
development of proficiency in primary source literacy. In 2018, a joint task force set
up by the Society of American Archivists (SAA) and the Association of College and
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Research Libraries (ACRL) developed a set of guidelines for developing primary
source literacy (SAA/ACRL 2018). According to these guidelines, primary sources
are ‘compelling, direct evidence of human activity’, with primary source literacy
intersecting with information and digital literacies, rather than working in isolation.
Therefore, the LLTP Framework with a focus on information and digital litera-
cies across the student learning journey remains very relevant in supporting the
development of skills in this subject.

The LLTP Framework pays attention to the modes of learner motivation and
engagement (p. 7), including learner–teacher interaction, such as specialist knowl-
edge transfer; learner–learner interaction, where students facilitate their own learning
with their peers; and learner–content interaction, where students independently
access online resources such as quizzes, reading lists and research guides. Learner
engagement is used effectively in this case study to maximise the face-to-face time,
and to build specialised skills holistically throughout the subject.

11.3 Our Approach: The Student Learning Journey

The literature expands on the importance of explicit competencies for undergraduate
students undertaking archival research. Competencies identified for undergraduate
students include the following:

• accurately identifying primary sources;
• gathering and locating primary sources;
• using a research question, evidence and argumentation to advance a thesis;
• interpretation, analysis and evaluation;
• following publication and referencing protocols (Rutner & Schonfeld, 2012;

SAA/ACRL 2018; Weiner et al., 2015).

Weiner et al. (2015) state, even students who are information literate may not
transfer that skill set when working with archival materials, as different skills
are required to find, evaluate and reference these sources. Therefore, specialised
instruction is critical for developing proficiency in undergraduate history education.

Appended to the LLTP Framework is the Information LiteracyMatrix (ILM). The
information literacy capability levels in the ILMwere a useful starting point to guide
teaching that built on students’ prior knowledge in ‘Slavery and Human Trafficking’.
Furthermore, as therewas a variation in the range of prior knowledge and skillswithin
this cohort, our teaching had to allow for this mix of abilities. Whilst all students
were at similar stages of finding and evaluating secondary sources, the historymajors
were consolidating critical knowledge around primary sources. Students studying
this subject as an elective were still building foundational knowledge, but were able
to bring other knowledge and experiences, particularly around the socio-political
context.

Our approach to developing primary source literacies across the student learning
journey involves learner–content, learner–learner and learner–teacher interaction
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(LLTPFramework, p.7).Wedeveloped a simple and stimulating structure for learner–
content interaction, so that students could engage independently with weekly course
content in an enhanced digital environment. The recent Guidelines for Primary
Source Literacy (SAA/ACRL 2018) affirmed our approach, and succinctly illus-
trated the skills that students need to develop. They noted the intersection of primary
source and other literacies (such as information, digital and visual), therefore, the
LLTP Framework was a good fit for our purpose as guidance for our teaching activi-
ties. The guidelines noted, too, the importance of analytical, ethical, theoretical and
practical concepts and considerations.

11.3.1 Learner-Content Interaction

Finding and evaluating primary sources in a digital environment is one of the key
challenges facing undergraduate students, therefore, the general principles of good
online subject design need to be applied. The main criteria in developing learner–
content engagementwas ensuring simplicity in online design,which in this case study
involved easy access and navigation, clear and consistent layout, clear expectations
and instructions and avoidance of information overload by limiting the number of
readings.

Using the learning management system, we set the scene up front and made
learning expectations explicit to students each week. The key was simplicity and
included a mix of activities constructively aligned to learning outcomes in the
subject. Collectively, these activities provided the required knowledge, in a scaf-
folded way: from simple viewing to deeper learning via reading and discussion.
Each week students learned a bit more about slavery and human trafficking themed
around different geographical regions and time periods. The weekly learning activi-
ties included a link to a brief primarily text-based document, such as a letter or a treaty
(primary source); a journal article or book chapter (secondary source); and a video
(usually a documentary or a media representation). This video was a key part of the
engagement, it helped with ‘capturing their curiosity and connecting them to people
and events from the past’ (Weiner et al., 2015, p. 156). There was also informa-
tion around assessment tasks and an online assessment help guide, all constructively
aligned to the learning outcomes within the subject.

11.3.2 Learner–Learner Interaction

We were keen to introduce peer learning to help students collectively consolidate
their engagement with the content. For example, the subject matter was sensitive and
emotionally challenging to discuss online, with students showing varying degrees of
confidence and familiarity with the subject matter. Consequently, we felt the face-
to-face environment empowered students to participate, learn and engage in a more
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comfortable and informal space. Each week, students were asked to explore assigned
primary sources, building and scaffolding complexity as the semester progressed.We
were also aware of building students’ historical consciousness, defined by Glencross
(2015) as ‘the understanding of the temporality of historical experience or how past,
present and future are thought to be connected’ (p. 413). It was important to guide
students in connecting them to visualise the pastwith the present, particularly legacies
related to race, ethnicity, gender and class. This helped students and teachers foster
empathy which was essential for discussing and reflecting on disturbing events and
material in this subject.

The subject coordinator was pleased with the face-to-face discussions and felt the
students were more engaged in an informal and relaxed environment. Because the
expectations around the learner content were clear and simple, students came to their
tutorial discussions more prepared and knowledgeable, and able to focus on complex
discussion.Ultimately, the learning designmaximised the face-to-face time in tutorial
groups by creatingmore efficiencywithin the subject timetable for student discussion,
assessment help and feedback. In a study conducted byWeiner et al. (2015), students
stated that they ‘connected with the people whose first-hand accounts they used,
and that experience made history real for them’ (p. 156). Similarly, we found that
interpersonal connections really brought history alive for highly engaged students.

The tutorials were successful for student learning and motivation, as they offered
guidance and advice through extensive assessment preparation and tips, interactive
and engaging exercises, as well as group work. Regular attendees developed group
connections and enjoyed the casual, easy-going atmosphere within and outside of
tutorial times. Some students, encouragedby the subject coordinator,worked together
and improved their mark in this manner, as tutorials were frequently geared towards
assessments. The subject coordinator packaged vital exercises, such as summarising
findings in a stimulating and accessible manner.

11.3.3 Learner–Teacher Interaction

As students had clear expectations around online content interaction, and the tutorials
facilitated active discussion between tutors and peers, our learner–teacher engage-
ment was able to focus on the transfer of more complex subject matter in the face-to-
face environment, and the provision ofmore extensive assessment help, feedback and
support. The following example provides a snapshot of the importance of learner–
teacher interaction from the lecturer’s experience, and how deep discussion was
integral to students’ understanding of complex issues.

The two-hour lecture was updated to include an interactive hour within the session in which
students engaged with all or parts of the online preparation (or alternative materials that
conveyed the same points) in class, and had more opportunities to ask questions and receive
assessment help from teaching staff. For example, during the week on Islam in medieval
and early modern Spain, students were able to achieve a superior learning experience on the
Assassin’s Creed (movie) through deep discussion of this representation with the lecturer.
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Fig. 11.1 Assessment help guide by La Trobe University library used with permission

This approach stimulated curiosity, and the group discussions led to deeper consolidation of
knowledge and independence in learning. This interactive format took considerable planning,
effort, reflection and reiteration to translate across all campuses with varying class sizes.

The embedded face-to-face research skills tutorial and complementary Assess-
ment Help Guide were designed by the librarian to help students complete each
assessment task, particularly their document exercise and research essay (Fig. 11.1).
These tutorials were initially held early in semester and designed around the first
assessment on finding, evaluating and referencing primary sources. However, the
timing and content evolved to focus more on the final research essay which required
more advanced and independent research in finding, evaluating and consolidating
primary and secondary sources.

As the subject was quite popular with students from disciplines other than history,
the guide and tutorials had a strong focus on finding and evaluating the reliability
and authenticity of online primary sources, and developing primary source literacies
on topics related to slavery and human trafficking.

11.4 Outcomes

The driver for curriculum redevelopment in this subjectwas amove to amore blended
approach in teaching to take advantage of new digital learning opportunities. Consid-
ering this curriculum redesignwas for a previously successful subject, the new design
elements were carefully engineered to focus and improve on the following: a simple
approach to digital learning content; a holistic approach to maximising face-to-face
time with the teaching team; and reflective practice for evidence of effectiveness and
continuous quality improvement.
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The LLTP Framework was instrumental in steering the librarian’s contribution
to educational outcomes in this subject, particularly learner engagement (critical
for students of history), development of constructively aligned learning resources,
student support and skill development.A focus on the student learning journey helped
us really define all those elements of student interaction, i.e. the content, the peers
and the teachers. With a refocus on subject design, the essential elements for skill
development were:

• a critical focus on primary source literacies;
• facilitating students’ connection with the past and developing a historical

consciousness;
• provision of assessment support and feedback;
• building more face-to-face time into the redesign for discussion and consolidation

of content; and
• the creation of constructively aligned interactive learning resources.

For librarians, an important outcomeof collaboration is the development of subject
expertise. Likewise, Luca (2019) reflects on library professionals developing disci-
plinary expertise in a new subject area. His reflections include the importance of
close engagement with academic staff, the discipline itself, reflective practice and
scaffolding learning experiences to progressively build information literacy skills.

11.5 Clare’s Reflection

As the history librarian involved in ‘Slavery and Human Trafficking’, Luca’s (2019)
considerations resonated strongly with my experiences developing expertise in
history as I becamemore embedded in the subject and closely connected with history
students, academics and the discipline itself. ‘Slavery and Human Trafficking’ was
one of the first subjects I was able to closely collaborate with academics on and has
led to more collaboration across core history subjects and beyond. As I have become
more connected, my knowledge of history research and learning needs has grown,
and I have transformedmy teaching accordingly. Similarly to Luca, as I becamemore
connected to the history discipline, my confidence and disciplinary knowledge and
understanding of the subject matter grew, and I made gradual changes each year in
order to make my teaching become more student-centred and interactive. I became
more of a facilitator than a teacher, encouraging students to ask questions and think
critically about the subject matter.

Building on the theoretical principles within the LLTP Framework and my
growing knowledge of the history discipline, I also engaged with critical theories
and pedagogies, particularly Freire (1996) and hooks (1994), to help me develop my
teaching practice. Given the subject is about slavery and human trafficking histories,
as well as contemporary legacies, I felt it was important to encourage students to
question and think very critically about all sources found on the topic. I encour-
aged students to look for community archives and creative works, rather than rely
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solely on government records as primary sources, in order to think about and counter
the silences and biases of government records. I became more of a guide or facil-
itator roving around the classroom responding to student queries, than a teacher at
the front of the room behind a lectern, therefore gaining confidence in facilitating
learner–learner engagement. I encouraged students who were working on similar
essay questions to sit near each other so that they could help each other (e.g. collec-
tively brainstorm keywords and Boolean search strategies). I feel I have begun to
move away from what Freire calls the ‘banking approach’ to education towards
something more student-centred and less hierarchical.

Jacobs’ (2008) article on information literacy and reflective pedagogical praxis
illustrates ways in which academic librarians can theorise their work, particularly
in their teaching, and become more creative, reflective and critical professionals.
Jacobs also highlights research which suggests that academic librarians often feel
under-prepared by their formal library and information studies education for the
large amount of instructional work they do. They argue that learning instructional
techniques and strategies needs to be complemented by engaging with pedagogical
theory and the broader educational context on campus, and this has resonated with
my experience. Developing a praxis-based pedagogy for information literacy, along
with increasing my knowledge of history, has helped me transform my teaching in
ways that Jacobs advocated for.

More recently, Corrall (2017) highlights different types of reflective practice,
critical reflection and reflexivity in order to build a case to argue that it needs to
become a threshold competence for library and information professionals, partic-
ularly those involved in teaching information literacy. Corrall illustrates that this
is quite commonly included in social work, teaching, and nursing and health care
training andpractice, but is less commonor at least less explicitly included in informa-
tion studies education. As my knowledge of history and my historical consciousness
has grown, I have become more confident in my teaching and feel I have become
better at encouraging students to develop skills and think critically and ethically, and
to let their questions drive the direction of the class more.

11.6 Conclusion

This case study offers an example of how motivating students and developing their
research skills has enabled us as educators to enhance our own skills in teaching and
facilitation through collaboration and continual reflection. Encouraging curiosity,
connecting the past with the present and learning about primary sources, were all
integral to students’ connection, immersion and success in this subject. With the
LLTP Framework for guidance, our excellent collaboration and continual reflection,
wewere able to contribute to the redesign of this subject to achieve a deeper andmore
meaningful learning experience for students. In 2019, this approach was granted an
internal University award, and is starting to influence curriculum design and learning
activities for other subjects in history.
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Chapter 12
Framing the Big Picture: Developing
Research Confidence in Nursing Students

Aimee Turner, Anne Young, Cassandra Freeman, and Tomas Zahora

Abstract This practice-based example explores how Monash University Library
used the research skill development (RSD) framework to develop an intensive orien-
tation program for a diverse group of postgraduate nursing students.We addressed the
needs of this mature-age, return to study, professional cohort by creating a three-day
program that aimed to build transferability of skills required for successful research.
TheRSD framework guided us as educators in a number ofways, including providing
a structure for the design of the workshops, creating a range of authentic materials
that covered all phases of the research process and scaffolding the requisite research
skills we wanted the students to develop. The workshops built students’ confidence,
self-reliance and preparedness for undertaking this course.

12.1 Introduction

Universities in Australia are increasing postgraduate coursework enrollments and
with this comes the expectation that students would have developed foundational
research skills in undergraduate degrees. However, this is not always the case,
particularly among international or mature-age students returning to study (Stagg
& Kimmins, 2014). A lack of experience with academic research means that many
postgraduate students lack the skills to identify their information needs and critically
appraise the literature. As a result, students are often overwhelmed by the volume
and diversity of the literature they need to consult which can have a negative impact
on their confidence, persistence andmotivation, even in undertaking generic research
tasks (Hamlin et al. 2016; Hays and Sharp 2018).

An example of a course facing these challenges is the accelerated Master of
Nursing Practice degree at Monash University. The degree is open to students who
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have a bachelor’s degree in any field of study and provides instruction and training
that will qualify students to become registered nurses. As such, it has a high number
of international and mature-age students, for whom the acquisition of academic
and disciplinary language, combined with the need to develop and apply higher-
order skills relevant to research, poses a major challenge. In the space of two years,
students are required to master not only practical clinical skills required to register
in their profession but also the skills required to undertake research. Furthermore,
these students struggle to understand the relevance of higher-order skills (such as
those described by Bloom’s Taxonomy, Bloom et al. 1956) for their future nursing
practice. Faced with such an intensive program, students often approach individual
assignments in a linear ‘to-do-list’ manner. Viewing assignments in isolation like
this means that they do not readily transfer the skills they have learned from one
assignment to the next. As a result, they take a long time to develop a big-picture
view of research and the direct relevance it has for their future career as nursing
practitioners.

At Monash University Library (MUL), research and learning skills teams,
comprising librarians and learning skills advisers, collaborate with academics to
provide academic skill support in the curriculum. In this case study, we developed
four workshops as part of the orientation program for theMaster of Nursing Practice.
These workshops focused on the specific research skills needed for the assessment
tasks that students were to encounter in their Masters coursework program.

MUL offers all students research and learning support through one-to-one ‘drop-
in’ consultations. In 2016,we observed a steady increase of students from theMasters
of Nursing Practice requesting research and learning consultations from the library.
The numbers seeking support from the library equated to almost 60% of this cohort
which stretched our library staffing resources. When we became aware that enrol-
ments in this course were expected to double we felt that our ability to meet the
demands of an increased cohort through the ‘drop-in’ model would be unsustainable.

Wenoted a pattern in the types of queries received at ‘drop-in’ and at consultations,
which helped us to plan our intervention. Queries could be broadly divided into three
areas. First, the students appeared to lack the skills necessary to navigate and deal
with the quantity of literature available to them. Secondly, their previous learning
experiences had not prepared them to undertake analytical and critical approaches to
literature. And thirdly, they struggled to develop an academic voice in their writing.
These three areas of concern indicated that students lacked an ability to apply a
horizontal transfer of previously developed research skills to the nursing context
(Benander, 2018).

Furthermore, the way in which students responded to learning tasks reflected a
fragmented and de-contextualized understanding of how research skills interconnect
and relate to each other as part of a broader iterative process, understood as ‘research’.
In particular,weobserved that studentswere unable to transfer skills acquired through
engaging with research tasks in one unit to a research task in another unit. As
Benander (2018) points out, there are many barriers to transferability including a
passive approach to learning (i.e., lectures), a preference for well-structured prob-
lems at the expense of real-world examples, and an inability to connect research to
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practice (i.e., application in a nursing context). This inability to transfer research skills
between similar contexts risked students’ capacity to engage in research-related tasks
with increased self-reliance. For example, in assignments that required finding and
analyzing peer-reviewed articles, students would approach searching for literature
and critical analysis as unrelated separate tasks. As a result, rather than knowledge
growing in interconnectedness and sophistication over time, students perceived these
learning activities and associated skills as compartmentalized blocks.

This case study describes how we, in consultation with course coordinators and
academic staff, designed and evaluated a research skills development program to
address the needs of the Master of Nursing Practice cohort through more compre-
hensive and explicit coverage of the research process as described in the research
skill development (RSD) framework (Willison and O’Regan 2006, 2018). Therefore,
the RSD framework was an important tool informing the design of our program and
how it was evaluated. This program has been offered twice annually from the second
half of 2016 and has been refined over this period.

The RSD framework is a conceptual model that describes the range of skills
involved in the research process (Facets of Research) and plots them across a scaf-
folded learning continuum (Scope for Student Autonomy). In this way, the RSD
framework guided us pedagogically by providing us with clarity around the skills
we were teaching and a logical structure to inform the design of our research skills
program.

12.2 Rationale

AtMonashUniversity, theRSD framework had previously been effective inmapping,
scaffolding and enhancing information and research skills in a number of faculties
and programs (Taib, 2018; Torres & Jansen, 2016). Torres and Jansen (2016) note
that a key benefit of the RSD framework for library skill development programs
is in providing a holistic representation of the research process that is ‘cyclical and
incremental’ (p.26). Similarly, our previous experience applying the RSD framework
for students’ skill development among Master of Public Health students indicated
that a teaching approach guided by the RSD framework could offer a way to counter
prior learning experiences of this cohort, where research skills had been presented
as a linear construct.

Also challenging theMaster ofNursingPractice studentswas the ability tomanage
large quantities of literature required for a research task. As the RSD framework
unpacks the range of skills associated with research, which include clarifying infor-
mation needs, finding, evaluating, synthesizing, managing and communicating infor-
mation, the explicit description of these skills proved valuable for designing learning
activities to enhance students’ ability to undertake research tasks. Benander (2018)
has noted thatwhat is critical for students to be able to transfer skills to new contexts is
experiencing research skills in an active, authentic environment that provides oppor-
tunities to build understandings of what these skills involve. As a conceptual model,
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the RSD framework is not lockedwithin a given disciplinary area. This suggested that
the RSDwould be a suitable framework to guide our program design as it offered the
flexibility required to support students’ understanding that the skills associated with
researching can be transferred to other learning activities and contexts—in this case,
the research task. Furthermore, by providing educator guidance as to how research
skills can be scaffolded in a learning program,we considered that theRSD framework
would offer us a holistic approach to designing a skill development program, which
aimed to enable students to acquire the requisite skills to undertake self-directed
research.

12.3 Method

12.3.1 Logistical Considerations

Discussions and consultations with the Faculty of Medicine, Nursing and Health
Sciences identified that students’ undertaking the Master of Nursing Practice needed
to develop skills and knowledge to undertake research. This included the ability
to conceptualize research skills as an interconnected process rather than individual
skills taught disconnected from each other. We responded by designing a research
skill development program informedby theRSD framework. The series ofworkshops
we designed aimed to show how each research skill or skill facet (as described by the
RSD), interconnects and intersects as a complete process, embedded in how students
undertake research assignments.

Wewere limited to theUniversityOrientation period to deliver our program, as the
teaching semester was largely dedicated toward students undertaking clinical place-
ments. However, the orientation period allowed us the time to deliver the program as
a series of three half-day workshops taught over consecutive days. The workshops
were designed to be as hands-on and interactive as possible, in spite of the challenges
imposed on us of only having a traditional, tiered lecture theatre available to teach
the sessions. As such, we needed to consider how to deliver this program effectively
in this formal space.

12.3.2 Introducing Research Skills Authentically

We didn’t want to employ a didactic teaching approach to introduce students to
research skills; we wanted to challenge the students, stimulate their engagement
and motivate their learning. To achieve this aim, we designed a program around the
exploration of a topical issue that would be relevant to nursing students. The topic
we selected reflected legal and ethical dilemmas that nurses might encounter in the
workplace. We used a blog post as an initial hook to foster and stimulate students’
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interest andparticipation in the session.Making the subjectmatter relatablemotivated
them to engagewith and converse about the research process. This activity also helped
to illustrate to students that research has a critical role in solving everyday problems
encountered in the nursing profession. We used relatable problem-solving activities
as it has been noted by Benander (2018) that this teaching approach assists students
to transfer skills to future research in their field. Enhancing students’ ability to do
this was a key aim of our program.

12.3.3 Program Planning and Outline

TheRSD frameworkwas used to structure our skill development program.We started
by using the RSD framework as a way to assess how the previous programs had
addressed research skills. We did this by aligning the skills taught in the earlier
programwith the research skills or facets of research outlined in the RSD framework;
this revealed gaps in the way we presented the skills required for research. We
also referred to the RSD framework’s learning continuum—the Scope for Student
Autonomy and considered how independently students undertaking the program
seemed to be able to apply each research skill. This helped us to pinpoint where we
expected our cohort to be on the Scope for Student Autonomy in order to successfully
complete a Masters degree. As a result, this enabled us to pitch the research skills
program at an appropriate level for this cohort.

On the first day of the program, students were provided with a general overview
of the research process. When we designed this activity, we mapped it to the third
facet of the RSD framework, Evaluate and Reflect. We selected this facet as an
initial focus to encourage students to think broadly and evaluate the strengths of
non-academic sources. To begin, students worked in pairs or small groups to read
through a blog article, written by a practicing nurse, about the use of social media
by nursing professionals. Students then answered a series of questions that required
them to reflect on the legal and ethical issues raised by the author and share their
responses with the rest of the class. This activity was expanded with a task requiring
students to engage in a deeper analysis of the article and to further reflect on the
significance of the underlying issues and to consider what implications these issues
might have in the context of a nursing practitioner. The activity was designed to build
students’ confidence and ability to question an issue and see how these skills relate
to posing researchable questions in their future nursing careers.

Students were then introduced to skills associated with the Embark and Clarify
facet, including how to develop a research question around the blog issues they had
reflected upon earlier. This approach allowed us to demonstrate to the students the
diversity and breadth of research topics that can be generated and the importance of
refining or narrowing a research topic into a manageable research question.

This process took advantage of the recursive nature of facets of the RSD frame-
work.We intended that the order of the activities would highlight the nonlinear nature
of research, as, in order to begin research (Embark and Clarify), students needed to
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Fig. 12.1 In this diagram, the activities of Day 1, in the order in which they are undertaken by
students, are mapped to the facets of the RSD as they appear on the framework

first Evaluate and Reflect (see Fig. 12.1). Our program design and activities, there-
fore, mirror a significant characteristic of the RSD framework, as although it presents
research skills in a linear sequence to capture how research skills logically progress
from one skill to the next, and the framework also recognizes that research is not a
linear process, and that research can be messy as research skills overlap (Willison &
O’Regan, 2007). Furthermore, we found thatEvaluate andReflect was a logical place
to introduce research skills as this particular activity required a greater emphasis and
focus on this skill set.

To help students develop their research questions, the Subject Librarian demon-
strated the search framework PICO, amnemonic common to nursing and other health
fields and an important element of evidence-basedpractice (EBP) (Straus et al., 2019),
to show how it is used to structure an effective search for evidence on their topic. The
focus on EBP was chosen to highlight the ongoing relevance of research for these
students in their future careers. The use of PICO paved the way for the introduc-
tion of the RSD’s Find and Generate facet through a live demonstration of database
search techniques. Students were expected to apply the skills covered in the session
as homework by locating journal articles relevant to the research question they devel-
oped in the session. This provided an opportunity to consolidate their understanding
through practical application.

The seconddayof the programwas built on the research skills developed in thefirst
session. Students began by demonstrating how they Find and Generate information,
by applying searching skills at the scaffolded level to locate one journal article in
the CINAHL Plus database. During this process, students were encouraged to apply
skills related to Evaluate and Reflect, to help them refine their search strategy to find
more articles of relevance on the topic. Moving between the Skill Facets of Find and
Generate and Evaluate and Reflect, further highlighted the nonlinear nature of the
research process (see Fig. 12.2).
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Fig. 12.2 In this diagram, the activities of Day 2, in the order in which they are undertaken by
students, are mapped to the facets of the RSD as they appear on the framework

Analyse and Synthesise skills were introduced as critical components of EBP
and developed through a thorough examination of efficient reading practices. This
starts with the identification of the common structure of research articles (IMRAD:
Introduction, Method, Results, and Discussion) and the types of information they
can expect to find in each of these sections. Students applied this new knowledge
to the article they had found. In a similar way, the concept of critical appraisal was
introduced, with an emphasis on the concept of bias and its potential impact on
research outcomes. The use of critical appraisal tools, such as CASP checklists, was
demonstrated as a means of approaching critical appraisal of research.

Once the students were familiar with approaches to literature appraisal, they were
more receptive to a discussion of the benefits and drawbacks of different note-making
techniques. At this point, we introduced the skills related toOrganise andManage in
the RSD framework. ToOrganise andManage, students were introduced to different
ways of organizing ideas, i.e. mind maps, to identify common themes arising from
the research they were reading. While engaged in activities toOrganise and Manage
their ideas coming from the literature, students were also moving seamlessly into
the skills associated with the Analyse and Synthesise facet, as they began combining
ideas to create new understandings and draw conclusions. Applying skills associated
with Analyse and Synthesise was further consolidated through quizzes and assigned
homework activities.
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Thefinal dayof the programconcentrated on the skills associatedwith theCommu-
nicate and Apply facet, through the library’s Academic Integrity Module. We also
included a discussion of the ethical considerations underpinning research so that
students understood the principles behind citing and referencing before they were
shown how to format references using APA 6th referencing style. Although the
program did not include advanced EndNote instruction for citing and referencing,
students developed an appreciation of the importance of this tool to Organise and
Manage their references. They were encouraged to take control of their learning by
undertaking relevant self-directed tutorials and workshops offered by the library to
learn this academic skill.

Students then explored the structure, language and the approaches needed to
communicate their research using their own academic voice in the different assign-
ment types theywould encounter in their degree, such as in case reports, essays, anno-
tated bibliographies, literature reviews and reflective writing. This was followed by
an opportunity to work in pairs to write a reflective piece that discussed any precon-
ceived ideas about the university, what they learned in the program and how they
felt it would impact their ongoing study. Reflections were then submitted to Moodle
(the University’s learning management system) in order to simulate the assessment
experience. This activity not only demonstrated their ability to use the skills related
toEvaluate and Reflect, andCommunicate and Apply (see Fig. 12.3), but also encour-
aged students to independently evaluate their engagement with the research process,
and develop the capacity to undertake self-directed research, which moved them

Fig. 12.3 In this diagram, the activities of Day 3, in the order in which they are undertaken by
students, are mapped to the facets of the RSD as they appear on the framework
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along the RSD’s Scope for Student Autonomy or learning continuum toward greater
self-reliance.

12.3.4 Assessing the Program

Following each iteration of the program, student feedback and reflection were used
to improve and fine-tune the sessions. At the end of the third session, following
the submission of the reflective writing activity, students were asked to complete a
short questionnaire, including both Likert scale questions and free-text responses
(see Appendix A within this chapter), to provide feedback on the program and
their learning. The inclusion of student responses and their submitted written reflec-
tions in this chapter has been approved by the Monash University Human Research
Ethics Committee (MUHREC, Project ID: 18,548). Student responses also inform
the discussion related to the program’s outcomes and our reflections.

12.4 Outcomes

This program has run every semester for over three years. During this time, students
have provided positive feedback in relation to the program, with 51.7% rating it
as ‘excellent’ and a further 41.4% rating it as ‘good’. Their recognition of the key
role the program played in developing research skills was also reinforced in their
reflections, with one student commenting that:

At first, I did not plan to attend the program because I [had learnt] research skills from
my previous university. But since the first training day, I have realized there are [many]
differences and there [is] some knowledge that is quite new to me.

Another student felt that the program made a key contribution to their learning
experience, noting that it provided an ‘effective and necessary learning tool to begin
my Masters of Nursing Practice course’.

Student reflections acknowledged a lack of experience in engaging with research
prior to undertaking postgraduate study. In some cases, this happened as a result of
limited exposure to research practices:

[I] had not engaged much in research-associated learning in [my] undergraduate studies, and
if [I] did, it varied a lot from what was expected academically in Monash.

Many students attending the program were returning to study after a significant
period of time away, with one noting that it was ‘really useful as we have been
away from academic writing and research for more than five years’ and was ‘a great
exercise to refresh ourminds’. This alignedwith our initial observations of the cohort.

One of the significant outcomes of the program was an improvement in student
confidence. When asked if the program improved confidence in engaging with
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Fig. 12.4 Student responses toQuestion 5 ‘Did the orientation improve your confidence in engaging
with research?’ as a percentage of total responses

research, 81% of students indicated a marked improvement (see Fig. 12.4). This
is further highlighted in comments such as the program ‘prepared us in terms of
how to do research and write assignments’. From the library staff perspective, this
preparedness, or confidence, translated into an increased level of autonomy, resulting
in a reduction in requests for assistance from library staff, including a significant
decrease in library ‘drop-in’ figures (see Fig. 12.5). Not only did students feel more
confident to undertake their research but their reflections indicated they were more

Fig. 12.5 Percentage of enrolled cohort attending library ‘drop-in’ sessions per semester
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aware of their own research capabilities. Students were able to identify their skill
gaps, as well as recognize which skills required further development so that they
could be applied with greater independence. For example, one student commented
‘I think more self-practice is required to select proper keywords for search strategy’.

By mapping the orientation program to the RSD framework, we were able to
provide students with a clearer understanding of research as an interconnected
process. Students were able to identify the steps of the research process, commenting
that the program gave, ‘us an idea of what research is all about and how one system-
atically goes through each step’. Student reflections acknowledged increased knowl-
edge ofwhatwas involved in researchingwith one student reflecting on their previous
learning in this area, noting that ‘[they] have learnt this knowledge from [their]
previous university but the knowledge [they]’ve acquired during [the] last three days
is broader and clearer’.

We also found the Facets of Researching the RSD framework provided an excel-
lent lens for analyzing students’ open-text responses on their perceptions of their
skill development and reflections on the value of the program. Analysis of student
responses in the questionnaire indicates that the Find and Generate facet was both
highly useful and the area where they experienced the most improvement in their
understanding (see Fig. 12.6). Student reflections demonstrated improved skill devel-
opment and autonomy, which increased their confidence in their ability to navigate
the quantity of literature required at their level of academic study, through the use
of appropriate databases as well as improved capacity to develop a more effective
search strategy.

Fig. 12.6 Student indication of the usefulness of the program by RSD facet in questionnaire
responses
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Analysis of student responses did not indicate that they foundAnalyse and Synthe-
sise as useful or indicate an improved understanding in this facet in the questionnaire
responses. However, in the free-text reflections, students commented on aspects
of this facet as frequently as they commented on Find and Generate skills. Their
comments demonstrate a grasp of the importance of critical thinking and analysis
in reading research as well as a recognition of commonly used structures, such as
IMRAD.

Student perceptions of improved abilities in Communicate and Apply indicate a
growing ability to develop their own academic voice. One student reflected that, as a
result of the program, they had ‘broaden[ed] my knowledge relating to … different
types of academic writing’. Reflections further indicate increased awareness of the
need to address any ethical standards underpinning their research.

12.5 The RSD as a Pedagogical Tool

The RSD framework provided us with a conceptual model describing the research
process which provided guidance for skill sequencing in our program design. As
a result, we were able to effectively highlight the nonlinear nature of the research
process in our learning activities.

While students found the whole program valuable, analysis of their questionnaire
responses and submitted and free-text reflections reveal that they did not value all
of the facets equally. This may reflect their level of autonomy to undertake different
Skill Facets. While all of the facets of the research process would be considered
important, these students appeared to place more value on those facets with which
they had previous experience, possibly because they understood this skill set more.
However, the program did enable students to develop their skills in less familiar
facets. For example, while Evaluate and Reflect did not rate as useful in the ques-
tionnaire, students could see the importance of these skills in the context of the
reflective exercise. This may suggest that Evaluate and Reflect remains an inherent
and subconscious process that is difficult to conceptualize and articulate for these
students.

A mismatch in results from the questionnaire and free-text responses interested
us as educators and made us question whether we had used the terminology related
to research explicitly enough in our teaching to make the skills of Analyse and
Synthesise and Evaluate and Reflect overt to students. The importance of bringing
the research skills closer to the student vernacular has been noted in research under-
taken by Torres (2018) using the RSD framework with first-year biology students.
This study showed a marked contrast in students demonstrating a higher level of
autonomywhen research skills were explicitly articulated by the educator, in compar-
ison to reduced levels of student autonomy when there was a lack of research-related
terminology used in the classroom, particularly in regard to the skills of Analyse and
Synthesise. Therefore, enhancing students’ conceptualization of what the skills of
analysis and synthesis, evaluation and reflection entail might be improved by using



12 Framing the Big Picture: Developing Research Confidence … 171

research-related terminology more explicitly in our teaching. This is something we
will look to address in future programs.

While we used a relatable issue in our opening learning activity as a hook for
student engagement, students still continued to question the relevance of research
to their future nursing careers. It is unclear if this is due to low levels of autonomy
(and that they are novices to research) or a lack of understanding of the importance
of research to clinical practice. One solution would be to deepen and connect the
relevance of research to practice for registered nurses by highlighting that a number of
their professional standards explicitly refer to research skills (Nursing & Midwifery
Board of Australia, 2016).

We also found that the RSD framework offered us an effective tool that allowed
us to design a comprehensive skill development program within the constraints of
a three-day program. In addition, using the RSD framework as an analytical lens
to evaluate student reflections helped us identify knowledge gaps and approaches
we could address in future iterations of the program. We strongly believe that the
program we created and describe here provides a model that can be adapted for other
student orientation programs focused on developing students’ research skills and
progressing student autonomy.

Appendix

Student Feedback Questions

On a Scale of 1 (Poor) to 5 (Excellent), What is Your
Assessment of the Orientation Program as a Whole?

(Poor) (1).

(2).

(3).

(4).

(Excellent) (5).

On a Scale of 1 (Unclear) to 5 (Very Clear), What is Your
Assessment of the Clarity of Presentations?

(Unclear) (1).



172 A. Turner et al.

(2).

(3).

(4).

(Very clear) (5).

What Aspect of the Orientation Did You Find Most Useful?
(Open Text)

What Aspect of the Orientation Did You Find Least Useful?
(Open Text)

Did the Orientation Improve Your Confidence in Engaging
with Research?

(Not really) (1).

(2).

(3).

(4).

(Very much) (5).

Did the Orientation Improve Your Knowledge of Available
Research Tools and Resources?

(Not really) (1).

(2).

(3).

(4).

(Very much) (5).
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Name at Least One New Thing You Learned During
the Orientation. (Open Text)

Do You Know Where to Find the Nursing & Midwifery
Library Guide?

Yes (1).

Maybe (2).

No (3).

Are You Confident in Your Ability to Identify Keywords
from Your Research Topic and Develop a Search Strategy
Using AND/OR/NOT?

Yes (1).

Maybe (2).

No (3).

Do You Understand the Difference Between the Kinds
of Information Found in Google and the Library Databases?

Yes (1).

Maybe (2).

No (3).

Do You Know What Peer Review Means?

Yes (1).

Maybe (2).

No (3).



174 A. Turner et al.

What is the Difference Between Author-Prominent
and Content-Prominent In-Text Referencing? (Open Text)

Which of the Following Statements Contains an Element
of Evaluation?

Jones explains the reason why he did the experiment, details his methodology and
then presents the results of his study. (1).

Jones’ analysis of the effectiveness of intravenal delivery of DDT uses a mixed-
method approach. (2).

The mixed-method approach to assessing the effectiveness of intravenal delivery
of DDT applied by Jones successfully resolves many of the issues faced by previous
researchers. (3).

Jones failed in his experiment. (4).

Any Additional Comments, Suggestions, or Observations?
(Open Text)
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Chapter 13
The Conceptual as Visual: Using Visual
Reinforcement to Make Research
Processes Explicit

Romany Manuell

Abstract Visual reinforcement of abstract concepts can improve learning experi-
ences for adult learners and learners of English and acts as motivation for learning.
TheResearch Skill Development (RSD) framework lends itself to deconstruction and
colour-coding, providing students with clear visual indicators of learning outcomes
and levels of attainment. The elements of the framework can be transformed into
graphics to make it explicit to students that research is an iterative process, encom-
passing creative practice aswell as information research. This approach has been used
in the creation of research skill development resources for students and academics
in the Faculty of Art, Design and Architecture at Monash University (MADA).

13.1 Introduction

The teaching of art and design theory and practice has been a continuing focus
for Monash University. The Faculty of Art, Design and Architecture (MADA) has
a close relationship with Monash University Library. Over the years, the library
has developed a rich collection of information resources, supported by a suite of
research and learning skills programmes, tailored to students and academics studying
and working in studio arts and theory courses. Blended learning has allowed the
MADA faculty to maximise the time spent in face-to-face studios and has created
opportunities for asynchronous and just-in-time training for those skills able to be
taught online. The library has been able to integrate research skills development into
the faculty’s offering of both online and face-to-face education for students in art and
design disciplines.

In art and design education, it is understood that it is sometimes difficult for
students to conceptually integrate art theory and practice, especially when these
areas are taught as separate subjects (Rintoul, 2014; Rintoul & James, 2017). In the
same way, it is sometimes difficult for students to conceive of research as a process
that includes information seeking, as well as the creation of artwork and designs.
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Authors such as Bennett (2006 p. 38) suggest that studio art and architecture students
often ‘do not regard the library as logically fitting into their studio projects or course
work, and as a result do not recognise their own valid and extremely challenging
research needs’. To address this challenge, the Research Skill Development (RSD)
framework (Willison&O’Regan, 2006, 2018), a conceptual model outlining a devel-
opmental approach to acquiring skills for research, was applied to underpin a novel
and engaging approach that introduced students to the research process appropriate
to the visual realm. The beauty of the RSD framework is its flexibility. This was
demonstrated in the way it adapted to the visual realm. By reaching visual design
students through a visual format, the research process acquired meaning. Students
were further motivated to learn as they could identify where their skills were placed
along the autonomy continuum.By using theRSD framework as a visual aid, students
learned to understand the research process as an iterative and integrative practice.

In order to support educators in the teaching of art and design theory and prac-
tice, MADA implemented a new project, which was the site of our visual branding
based on the RSD framework. The aim of the project (commonly known as the Unit
Enhancement Project) was to create online educational resources. The project was
led by theMADAAssociate Dean (Education), with assistance from a team of educa-
tional designers, graphic designers and library staff, including librarians and learning
skills advisers. This project resulted in the creation of a website that could be used by
lecturers as a repository of video, audio and textual resources, and reused in various
areas of the Learning Management System. In each of the library’s creations for this
platform, repeated elements of the RSD framework acted as a ‘brand’ that could be
replicated in face-to-face workshops, and added to offline resources to encourage
students to recognise research as a process, and to encourage engagement with each
of the research skills articulated in the framework.

13.2 Rationale

13.2.1 Visual Reinforcement for Motivation
and Understanding

Interest Theory is based on the idea that learners will be intrinsically motivated by
their interest in a particular activity, leading to greater attention to (and memory of)
subject content (Krapp, 2002). As students in art disciplines are immersed in the
world of design, the transformation of the RSD framework into a series of visual
elements can be expected to appeal to their interests. Embedding research skills
within timetabled art and design classes can also leverage students’ interests towards
motivation to learn, and this also occurs in the MADA faculty through embedded
classes delivered by the library. However, clarification of abstract concepts through
visual aids also assists students’ understanding. In the biological sciences, animations
have been used to explain abstract concepts (Hall, 1996), while in library classrooms,
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Charles (2018) recommends using images and graphics for clarity and interest. The
structure of the RSD as a series of facets lends itself to transformation into images
or graphics which will represent and reinforce the elements of the research process.

13.2.2 Visual Reinforcement for Language Acquisition

In some MADA courses, international students make up 40 per cent of the cohort,
and many of these students speak languages other than English (Monash University,
2019). Visual reinforcement has been used in language education to assist students
to develop understandings of abstract concepts (Paivio, 1971). Approaches to visual
reinforcement have ranged from analogue formats such as overhead projection and
hand-drawn images (Yunus, 1981) to screencasting (Harper et al., 2018). For the
library, reinforcing the elements of the research process with images and icons
can make the abstract nature of research easier to understand and remember for
international and local students alike.

13.2.3 Visual Reinforcement of the Integration of Research
and Practice

For art and design students, it can be challenging to recognise that the research
process integrates research skills and creative practice. In a project to uncover the
needs of artists and designers at Hong Kong Design Institute (HKDI), Lo and Chu
(2015) surveyed more than 300 students. Like other students, HKDI art and design
students expressed a need to find information for university assignments. However,
the survey also uncovered a need for both concrete and abstract sources of inspiration,
career advice and development and networking opportunities with other artists and
designers (Lo & Chu, 2015). Undertaking research is an essential part of becoming
an art practitioner. In order to motivate students to grasp this concept and integrate
their research and practice, the RSD framework can be broken into its facets and
used as graphical reminders in online learning objects and in face-to-face activities.

13.3 Visually Branding Research Skills Teaching

13.3.1 Creating Visually Branded Videos

The library created a series of skill development videos to support librarians and
learning skills advisers in delivering skill-related content online. A graphic designer
advised on how to visually brand the videos with recurring graphics based on the
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Fig. 13.1 Screenshot of the branding used in the project, used with permission

RSD framework, which gave the videos a consistent look and feel. Videos could be
copied or linked from the repository and reused in the LearningManagement System
at appropriate times during semester. As the librarians and learning skills advisers
presented a session on research skills, the facets of the RSD framework would appear
on the screen behind them, and the appropriate facet would be highlighted, depending
on the skill being discussed.

This content would then be interspersedwith screen-capture videos and additional
visual elements (e.g. titles and chyron graphics). The video material created by the
library included introductory information on library services (branded with the RSD
graphic highlighting the Embark and Clarify facet) and more complex material to
develop searching skills using the tools of the library (branded with the RSD graphic
highlighting the Find and Generate facet) (see Fig. 13.1).

13.3.2 Integrating Research into Creative Practice

In previous library–faculty teaching collaborations, the library’s skill development
sessions were usually presented separately to content, which divided the skills
related to researching from the skills associated with creativity. In the Unit Enhance-
ment Project, the videos and supplementary materials created by the library were
included in the online repository alongside studio-focussed information. Library
videos appeared next to skills related to orthogonal drawing, work skills (e.g. port-
folio preparation) and soft skills (e.g. overcoming creative blocks). The integration
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of research skills alongside other skills for art and design practitioners aimed to
emphasise research skills as an integral part of creative practice. Just as the videos
were delivered as skills essential to art and design practice, the embedding of face-
to-face classes within studio classes further reinforced this seamless approach. The
integration of research skill videos and classes into the art and design curriculum
made the library a part of the day-to-day life of the practising artist and designer.

13.3.3 Reinforcing the Visual Elements in Face-To-Face
Classes

The librarians and learning skills advisers used the graphics produced by the Unit
Enhancement Project in associated face-to-face classes. In the Faculty of Art, Design
and Architecture, classes are embedded so that students meet library staff at several
points along their learning journey. Although the students follow different streams
(fine art, art history, architecture and various design programmes including industrial
design, communication design and spatial design), the skills delivered by the library
always make use of the RSD framework. The branded features used in the online
materials were included on PowerPoint slides used on the screens in workshops and
replicated on handouts. For example, in an Information Research Planner document,
the design elements appeared on the top right-hand corner of each page, guiding
students through embarking, to finding and analysing (Fig. 13.2). In thisway, students
learn to recognise each of the elements of the research process via a visual aid.
Although placing the facets of the framework on the PowerPoint slides and handouts
seems to pin down the stages of research to a particular order, educators made sure
to emphasise that these stages are not rigid. The process is iterative, and as such,
students were encouraged tomove flexibly between the stages of the process, moving
seamlessly, back and forth between stages of communicating (via creative outputs)
and finding information (using library materials).

13.3.4 Lesson Planning with the RSD Framework

The RSD framework was also used as a lesson planning tool. Successful classes
have a number of stages. Classes should have clear learning intentions and goals, a
structure that provides an outline for the class and explicit teaching practices that
make it clear to students what they should be learning and what success looks like
(State ofVictoria, Department of Education andTraining 2017). TheRSD framework
helped to plan the face-to-face classes, as well as the videos, and informed the way
learning outcomes were written. Learning outcomes for students, units and courses
were mapped to the various stages of the lesson, providing a clear structure for
classes and videos. Using the RSD framework as the basis of a series of educational
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Fig. 13.2 An example of branding on an Information Research Planner document, and corre-
sponding slides
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experiences allowed the educators to flag parts of the research process that were
included and omitted in videos and classes, ensuring the research process could be
addressed systematically and holistically over the entirety of the project.

13.4 Outcomes

13.4.1 The Creation of the Online Repository

The MADA Faculty Unit Enhancement Project resulted in the creation of a website
that could be used by faculty as a repository of video, audio and textual resources,
and reused in various areas of the Learning Management System. The website was
at first only available for MADA staff, but later became publicly accessible. The
learning objects created by the library made use of repeated elements of the RSD
framework as a ‘brand’ to encourage students to recognise research as a process,
and to encourage engagement with each of the research skills articulated in the
framework. Available via the intranet to Monash University staff, the repository has
remained relevant and viable over the years in spite of changes to its design, digital
platform, learning content and the transient nature of academic and faculty staff
moving in and out of the project and the university. The repository is still used as an
active clearing house for skill development resources which continue to be embedded
in a variety of subjects. This is evidenced anecdotally by students as they often say
to the librarians, ‘I recognise you from that video in Moodle [learning management
system]!’, suggesting that the learning objects still hold relevance as they continue
to be embedded in student learning content.

13.4.2 Strengthening Relationships Between MADA Faculty
and the Library

A significant outcome of the project has been a stronger educational partnership
between the library and the facultywhich has benefited student learning. Participation
in theUnit Enhancement Project occurred at a timewhen there had been a pause in the
attendance of library staff at MADA faculty meetings. The successful completion of
this project strengthened trust between the library and the faculty, leading to greater
liaison between the two areas of the University. The relationship has promoted the
library’s research and learning contribution to student learning, providing a way for
research skills to become further integrated into curriculum. Since the completion
of the Unit Enhancement Project, the library has been given a standing item on the
MADA Education Committee, alongside the education designer for the faculty, and
as such, the library is better able to report on other education and research projects,
and provide learning advice at a strategic level. Using the RSD framework as a
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pedagogical tool helped build librarians’ confidence as educators, and has made it
clear to the faculty what the library is able to offer student learning in terms of
research and learning skill development.

13.4.3 Making Research Skills Visible to Students

Repeated exposure to theSkill Facets of theRSDframework throughvisual reinforce-
ment supported students’ familiarity and awareness of research-related terminology.
This understanding is critical for students to become aware of themselves as learners
and to see how research skills fit into the practice of art and design. The significance
of the RSD framework in enabling this learning through familiarisation with the
language associated with research skills via visual reinforcement is significant as
librarians at Monash University Library have noted that students are often unclear
and have difficulty expressing where they need help with their research assignments.
Becoming more cognisant of what research skills involve and where students are in
terms of the research process can assist students in becomingmore confident learners
(Kimmins & Stagg, 2009).

13.5 Ideas for Future Research

Greater familiarisation with the RSD framework could therefore offer students a
language to pinpoint and express where they might need learning support, the RSD
effectively providing a lexicon to enhance communication between students and
library staff. For example, students approaching the library’s Research and Learning
Point for assignment support often express their needs in general terms such as ‘I
need help with an assignment’. Imagining how this same question could be expressed
through the familiar lens of the RSD framework might evoke a more targeted ques-
tion such as ‘I need help synthesising the ideas in this literature review’. This would
indicate a greater awareness of research skills and the research process, and would
improve how library staff interpret and meet student learning needs. A further explo-
ration of the potential of RSD framework in this context may be a fruitful avenue for
future empirical research.
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13.6 Reflections on the Initiative

13.6.1 Adapting the RSD Framework for Visual Learners

The versatility of the RSD framework was demonstrated in the way that it could be
interpreted and readily adapted for visual learners using symbols and terms appro-
priate to art and design. Although we brought the expertise of a graphic designer,
education designer and website production manager to interpret how the RSD frame-
work could be presented visually, we recognise that not everyone has these experts
at hand. From our experience, adapting the RSD for visual reinforcement can be still
achieved using simple shapes and words to convey the facets of the framework, and
the names of each of the facets can be adapted to the language of the cohort.

For example,Embark andClarify can be changed to ‘beginning your assignment’.
PowerPoint and Microsoft Word can be used to create simple and reusable design
elements. Learning from the often-cited work of Henderson and Cote (1998) on logo
design, the project used curved and symmetrical shapes of moderate complexity. We
chose a consistent colour scheme (the rainbow colour scheme of the original RSD
framework) and repeated these design elements across all learning materials, and
all learning settings. Since the inception of the Unit Enhancement Project and the
creation of the resultant website, the interfaces of the library website and search
system have changed multiple times, resulting in learning resources needing to
be updated or entirely recreated. The RSD framework has remained applicable
throughout these changes, strongly suggesting its longevity and applicability long
into the future.

13.6.2 Integrating Research and Practice

When the creation of ideas and artefacts is at the forefront of students’ minds, art
and design history, theory and research can sometimes be pushed to one side. The
issue of integrating art and design theory and practice has been discussed at length
by authors advocating for a curriculum that combines these areas of study (Rintoul,
2014; Rintoul & James, 2017). Other authors have promoted the idea of practice-led
research, where knowledge is created through making, and the artefact produced
becomes the answer to a particular research question (Mäkelä, 2007; Smith & Dean,
2009). A benefit of theRSD framework is that it allows for both approaches and offers
a tangible solution to the problem of leading students to see the multiple connections
between theory and practice.Within the broad facet of ‘communication’, the creation
of an artwork or design project is recognised as the application of practical and
theoretical information collected in earlier stages of the research process. In the
case of practice-led research, ‘finding and generating’ information may also include
the artistic creation itself, rather than through traditional library conceptualisations
of what research entails. Dissolving the boundaries between research and practice
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can bring new understandings of art, as well as bringing new understandings of
knowledge to the academic community (Arnold, 2012). Using the RSD framework
as a logical structure can make this process visually explicit to students.

13.6.3 The RSD as a Tool to Guide Collaboration

Finally, using the RSD framework as a visual reference has guided students and
faculty staff to see how skills for research are entwined with skills for learning, and
in doing so has demystified understandings of the skill repertoire that library staff
teach. At Monash University Library, librarians and learning skills advisers are co-
located and team-teach research skills collaboratively (Smith, 2011). Each member
of this partnership has a complementary role in teaching the various skills articulated
in the RSD framework. By underpinning teaching collaborations between librarians
and learning skills advisers with the RSD framework, both groups of educators have a
way to identify how the skills they teach fit into the research process. Using a common
language assists in communicating to art and design students and practitioners what
research skills encompass. This guides a holistic response to developing students’
research skill development. TheRSD framework provides a basis for this relationship
between the librarian and learning skills adviser, and allows the students to see the
partnership as a seamless experience of professional advice integrated into their
curriculum and creative practice. It is not necessary to know who to turn to for help
in the library, because we are all part of the RSD framework.

Acknowledgements I acknowledge the contribution of librarian and teacher, Ms Stephanie Forbes
who provided the original idea and initial outline of the contents for this chapter.

References

Arnold, J. (2012). Practice led research: Creative activity, academic debate, and intellectual rigour.
Higher Education Studies, 2(2), 9–24.

Bennett, H. (2006). Bringing the studio into the library: Addressing the research needs of studio
art and architecture students. Art Documentation: Journal of the Art Libraries Society of North
America, 25(1), 38–42.

Charles, L.H. (2018). In service to Rutgers University Libraries’ instruction program: LIS students
gain instruction experience through a mutually beneficial collaboration. In T. McDevitt & C.P.
Finegan (Eds.), Library service and learning: Empowering students, inspiring social respon-
sibility and building community connections. Chicago: Association of College and Research
Libraries.

Hall, D. W. (1996). Computer-based animations in large-enrolment lectures: Visual reinforcement
of biological concepts. Journal of College Science Teaching, 25(6), 421–425.

Harper, F., Green, H., & Fernandez-Toro, M. (2018). Using screencasts in the teaching of modern
languages: Investigating the use of Jing® in feedback onwritten assignments.Language Learning
Journal, 46(3), 277–292. https://doi.org/10.1080/09571736.2015.1061586

https://doi.org/10.1080/09571736.2015.1061586


13 The Conceptual as Visual: Using Visual Reinforcement … 187

Henderson, P.W., & Cote, J.A. (1998). Guidelines for selecting or modifying logos. Journal of
Marketing, 62(2), 14–30. https://doi.org/10.1177/002224299806200202

Krapp, A. (2002). An educational-psychological theory of interest and its relation to SDT. In E.
Deci & R. M. Ryan (Eds.),Handbook of Self-Determination Research (pp. 405–427). Rochester:
University of Rochester Press .

Kimmins, L., & Stagg, A. (2009, September 28–30). Creating confidence: developing academic
skills and information literacy behaviours to support the precepts of tertiary academic perfor-
mance. [Paper presentation]. The 4thAsia PacificConference on Educational Integrity (4APCEI),
University of Wollongong, NSW, Australia.

Lo, P.,&Chu,W. (2015). Information for Inspiration:Understanding information-seeking behaviour
and library usage of students at the HongKongDesign Institute.Australian Academic&Research
Libraries, 46(2), 101–120. https://doi.org/10.1080/00048623.2015.1019604

Mäkelä, M. (2007). Knowing through making: The role of the artefact in practice-led research.
Knowledge, Technology & Policy, 20(3), 157–163.

MonashUniversity. (2019). Student profile. Retrieved fromhttps://www.monash.edu/study/courses/
admissions-transparency/student-profile?domestic=true

Paivio, A. (1971). Imagery and verbal processes. New York: Holt, Rinehart & Winston .
Rintoul, J. (2014). Theory and (in) practice: The problem of integration in art and design education.
International Journal of Art and Design Education, 33(3), 345–354. https://doi.org/10.1111/jade.
12064

Rintoul, J., & James, D. (2017). ‘That tricky subject’: The integration of contextual studies in
pre-degree art and design education. International Journal of Art & Design Education, 36(2),
215–225. https://doi.org/10.1111/jade.12077

Smith, H., & Dean, R. T. (2009). Practice-led Research, Research-led Practice in the Creative Arts:
Research Methods for the Arts and Humanities. Edinburgh: Edinburgh University Press .

Smith, L. (2011). Monash University Library and Learning: A new paradigm for a new age.
Australian Academic & Research Libraries, 42(3), 246–263. https://doi.org/10.1080/00048623.
2011.10722235

State of Victoria (Department of Education and Training) (2017). High impact teaching strategies:
Excellence in teaching and learning. Retrieved from https://www.education.vic.gov.au/school/
teachers/teachingresources/practice/improve/Pages/hits.aspx

Willison, J. & O’Regan, K. (2006, 2018). Research Skill Development framework. Retrieved from
https://www.adelaide.edu.au/melt/ua/media/51/rsd-framework.pdf

Yunus, N. A. (1981). Preparing and Using Aids for English Language Teaching. Kuala Lumpur:
Oxford University Press .

Romany Manuell is the Subject Librarian for Art, Design and Architecture at Monash Univer-
sity Library. She is also a PhD candidate in the School of Information Studies at Charles Sturt
University, working on a project exploring the education and training role of academic librarians
in Victoria, Australia. She has previously worked as a teacher in Australia and overseas.

https://doi.org/10.1177/002224299806200202
https://doi.org/10.1080/00048623.2015.1019604
https://www.monash.edu/study/courses/admissions-transparency/student-profile%3Fdomestic%3Dtrue
https://doi.org/10.1111/jade.12064
https://doi.org/10.1111/jade.12077
https://doi.org/10.1080/00048623.2011.10722235
https://www.education.vic.gov.au/school/teachers/teachingresources/practice/improve/Pages/hits.aspx
https://www.adelaide.edu.au/melt/ua/media/51/rsd-framework.pdf


Chapter 14
Learning to Learn: Developing Students’
Research Skills in a Long-Term
Collaboration Between Library
and Faculty Damian Gleeson, Andrew
Junor and Susan Mayson

Andrew Junor, Damian Gleeson, and Susan Mayson

Abstract Student engagement and success in higher education are dependent on
high-quality learning experiences that meet the needs of diverse student cohorts.
We describe how leveraging the expertise of library and academic staff through
a sustained collaborative teaching partnership has motivated student learning. The
collaboration involved designing and delivering a series of unit-specific, embedded
academic skill development workshops for students completing a Management
Master’s unit. The workshops and the teaching collaboration were underpinned by
the research skill development (RSD) framework and focused on the academic skills
that students would require to complete the key assessment tasks. The RSD frame-
work provided educators with a shared language and the means to articulate common
learning objectives. The effectiveness of the RSD to guide the teaching partnership,
inform the workshop design and increase student motivation for learning has been
the key to sustaining the longevity and success of this collaboration.

14.1 Introduction

‘I want to give my students skills to ‘learn to learn’—to be able to move from descrip-
tion (of basic concepts) to critical application of concepts and theory to solve prac-
tical problems’ (chief examiner in planning conversation with library colleagues at
the beginning of the collaboration).

The above statement, or perhaps entreaty, became the launching point for a
successful five-year collaboration involving the co-authors of this chapter. We are
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library-based learning skills advisers and a management discipline academic from
the Faculty of Business and Economics working collaboratively. Our work together
has also involved a subject librarian and a team of sessional teaching associates.
This chapter reflects on our collaboration to equip students to ‘learn to learn’ in a
postgraduate management unit. It was a core unit in the ‘Managing Human Capital’
specialisation in the Master of Business (coursework) degree at Monash Univer-
sity, Caulfield campus. The unit attracted approximately 250 students per year, the
majority of whom were international students from diverse language and educa-
tional backgrounds. Since the unit’s inception, the library-based staff (comprising two
learning skills advisers and a subject librarian) have collaborated with the academic
in order to address a perceived need for research and academic skill development
pertaining to similar cohorts in the faculty. Our collaboration began with curriculum
design conversations in the unit planning stages and moved into skill development
and teaching support once students were enrolled in the unit.

As this student cohort is predominantly international students, they have limited
familiarity and experience with the required academic conventions to enable their
learning in a unit calling for academic research and English writing skills at the
master’s level.

In every semester during the collaboration, 90–97% of students enrolled in the
unit originated from a country other than Australia (66–84% originated from East
Asia, predominantly from China). Furthermore, 86–90% of students enrolled in the
unit in this period had a primary language other than English. Having such an inter-
national student cohort is not unusual in a contemporary Australian university. As of
April 2019, there were 359,554 international students enrolled in Australian higher
education (Department of Education, 2019). It is well acknowledged that interna-
tional students bring great cultural and social benefits to the classroom (Universi-
ties Australia 2018); however, teaching and learning challenges arise because these
students often strugglewith the academic demands of university study (Baik&Greig,
2009). Owing to these features of the student cohort, our collaboration primarily
aimed to address the fact that students were starting out ill-prepared for the tasks
expected of them in the unit, and more broadly in the course.

Based on previous experience with the course cohort, the academic responsible
for this unit perceived two key areas in which the cohort needed particular support.
Firstly, many students could be taught to complete an assessment task with strong
scaffolding, examples or modelling, but had trouble seeing how the skills devel-
oped in one task could carry over and progress in their next task (Birzina et al.,
2019; Eraut, 1994; Hung, 2013;Marini &Genereux, 1995). Secondly, many students
lacked sufficient familiarity with the idea or practice of critical and creative scholar-
ship. Producing ‘critical and creative scholars’ is one of Monash University’s grad-
uate attributes and a course outcome for the Master of Business degree (Monash
University 2019a, b). Students in this cohort were not demonstrating the ‘advanced
and integrated understanding of a complex body of knowledge’ and the ability to
‘analyse critically, reflect on and synthesise complex information’, nor the ability to
‘research and apply established theories to a body of knowledge or practice’; that is,
as categorised in the Australian Qualifications Framework level 9, with which the
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course outcomes are aligned (Australian Government Department of Education &
Training, 2019). In some units, this lack of skills critical for research would lead to
lower grades, lower pass rates and lower student satisfaction. As a result of these
known student challenges, the unit’s chief examiner partnered with the library to
make the required skills more explicit in the curriculum, and to support students in
developing these skills as part of the original ‘learning to learn’ objective.

14.2 Rationale

To achieve the aim of improving the academic skills of students in a cohort with
known challenges, we adopted the use of a conceptualmodel, the research skill devel-
opment (RSD) framework (Willison & O’Regan, 2006, 2018). The RSD framework
has proven effective for guiding curriculum and assessment design and for making
the academic skills and processes involved in research explicit to students (Taib
& Holden, 2013; Willison, 2018; Willison et al., 2009). The RSD framework was
applied to guide curriculum and assessment in this unit. The success of our approach
is evidenced in the continued use of the RSD over five years to underpin and guide
collaboration in the unit between librarians, learning skills advisers and discipline
academics. The approach reflects Monash University Library’s partnership model
where the RSD enables, informs and guides library–faculty collaboration for inno-
vating curricula and addressing learning and teaching challenges (MonashUniversity
2019c; Torres & Jansen, 2016).

We considered the RSD framework a suitable conceptual model for three main
reasons. Firstly, it provided a means for making underlying research and academic
skills in learning activities and assignment tasks more explicit to students. This in
turn supported the goal of building students’ critical thinking skills and the ability
for students to structure a sound academic argument. Secondly, the RSD’s learning
continuum offered a way to build students’ research and academic skills incremen-
tally towards masters-level expectations, as the RSD describes how skills can be
gradually scaffolded towards higher levels of student autonomy across tasks. Thirdly,
the shared language provided by the RSD framework enabled us to collaborate with
a clearer purpose and understanding of how to align our common pedagogical objec-
tives. The RSD was therefore critical for enabling this third goal—enabling students
to ‘learn to learn’—particularly since the teaching partnershipwas between educators
bringing different areas of expertise to the learning space.

Oneof themain challengeswith this cohortwas that they could performadequately
in response to individual tasks, but were not recognising and building the underlying
academic skills commonly used across different tasks (in other words, they were not
transferring skills effectively). For example, students might perceive an individual
essay, a group written report and a group oral presentation as separate deliverables
in different formats. This would be accurate, but overlooked the fact that all three
tasks require the common skills of task analysis, research, evaluation of sources,
organisation of information and data, critical reading and notetaking, critical analysis
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and academic communication. The RSD provided a model for familiarising students
with these skills through the six Facets of Research (see Chap. 2) common to all
research tasks. This helped students to recognise that producing a response to a
task involves a set of iterative skills and processes or logical pathways, which they
could repeat and adapt for all research tasks in this unit, and in their broader course
of study (see also Pretorius et al., 2013). Making the skills explicit through RSD-
aligned assessment design, marking rubrics and library skills sessions supported our
goal of enabling students to ‘learn to learn’.

In addition tomaking skills explicit in the curriculum, theRSD’s Scope for Student
Autonomy provided a model for scaffolding targeted skills and extending students’
skill development from one task to the next. This feature of the framework enabled
us to build students’ skills in an initial formative task at a lower level of autonomy
and then guide students towards increasingly more complex summative assessment
requiring more self-reliance.

One of the challenges with the cohort was to build students’ confidence with
the skills required for research so that they could engage more insightfully and
critically with Management literature as they progressed through the semester. By
building these skills progressively, we aimed to support students in reaching the
assessment standards of Australian Qualifications Framework level 9, as mentioned
above (Australian Government Department of Education & Training, 2019), and in
achieving the Monash University Graduate Attributes (Monash University 2019a)
that emphasise critical thinking and perceptive communication.

Placing the RSD framework at the centre of library–academic collaboration
provided us with a shared language and conceptual approach, complementing the
development of students’ disciplinary concept knowledge. As Atkinson (2018 p. 12)
notes, by developing and sustaining collaborative relationships, academic libraries
can leverage resources and expertise by sharing information and practice across
universities.

14.3 How the RSD Was Applied

The RSD framework was applied in three key ways: firstly, to target identified skills
gaps in this student cohort; secondly, to design and develop the curriculum to enable
students to build targeted skills with increasing levels of autonomy; and thirdly, as
a shared pedagogical tool amongst academic and library staff to communicate using
consistent skills-related terminology with students in order ‘to bring these terms
closer to the student vernacular’ (Torres, 2018 p. 18). In combination, these three
stages made learning requirements and skill development more explicit for students
and provided infrastructure for assessment design to help themattain and demonstrate
the required masters-level skills.
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14.3.1 Targeting Skills Gaps and Increasing Student
Autonomy

The RSD framework underpinned the assessment instructions, tutor feedback and
face-to-face library sessionswhile providing explicit guidance relating to the required
skills and how they could be progressed and transfer from one task to the next.
Designed in alignment with the principles of the RSD framework, the assessment
taskswere scaffoldedwith increasing autonomy—fromPrescribed formative assess-
ment (guided reading worksheets) to Bounded assessment (in-class essay) to more
complex, Scaffolded summative assessment (group report).

14.3.2 Applying the RSD Framework for Curriculum
and Assessment Design

As this cohort has traditionally struggled in this unit, the purpose of applying theRSD
framework to this Business masters unit was to enable students to build research and
academic skills at the level required to succeed in this master’s unit. Two features of
the RSD were especially useful for the purpose of curriculum design: its emphasis
on the crucial role of increasing student autonomy in skill development and its clear
categorisation of essential research and academic skills into six skill ‘facets’.

The RSD framework provides a clear model for how requisite skills can be scaf-
folded so that autonomy in the application of skills is appropriate to the student
cohort at the time of assessment. There are five autonomy descriptors in the RSD
framework ranging from Prescribed Research involving considerable guidance from
the educator toBounded Researchwhere students apply some autonomywith limited
guidance from the educator, through to Scaffolded Research where students start to
shape independent research with some educator support, moving along to Open-
ended Research where students have limited educator intervention, and finally,
Unbounded Research where students work independently without guidance.

When developing the unit, the RSD framework guided the chief examiner’s
choices of assessment tasks and sequencing:

• Assignment 1: Guided reading worksheets plus an in-class essay (weeks 1–4, due
week 5). Prescribed (worksheets) and Bounded (essay) levels of autonomy.

• Assignment 2: Team research report and boardroom presentation (weeks 9–11).
Scaffolded level of autonomy.

• Assignment 3: Individual in-class test (written paper) (week 12). Scaffolded level
of autonomy.

As can be seen above, the first two assignments required students to practise the
same skills (with a primary focus on RSD Skill Facets of Embark and Clarify to
interpret the task, Find and Generate sources of information, Analyse and Synthe-
sise information, and Communicate and Apply their ideas in the required format).
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Furthermore, each task was designed to gradually scaffold the development of these
skill sets.

Tasks were set strategically throughout the semester and structured from low
(Prescribed) autonomy to high (Open-ended) autonomy according to theRSD frame-
work’s descriptors in the Scope for Student Autonomy. For example, in weeks 1 to
4, students were given a task that mapped to the Prescribed level of autonomy of
the RSD framework: reading and taking notes on a single journal article per week.
Students were instructed to prepare their notes in a highly structured and Prescribed
guided reading worksheet (with note-taking questions provided to prompt comple-
tion of each section of the article). Students then used the completedworksheets as the
basis for writing the individual in-class essay. This essay was at a Prescribed level of
autonomy in terms of research requirements and communication format butBounded
autonomy in terms of interpreting the essay question and responding with students’
own analysis using discipline-specific concepts. After receiving targeted individual
feedback and further in-class guidance, students were then assigned into groups for
Assignment 2. Assignment 2 required students to build on the same skills of task
analysis, critical reading, analysis and academic communication, but extended them
by exercising greater autonomy in terms of Finding and Generating their sources
of information. Overall, the Assignment 2 task was at Bounded autonomy in terms
of task question and format, but Scaffolded in terms of research, note-taking and
analysis.

14.3.3 Creating Marking Rubrics Informed by the RSD
Framework

The marking rubrics were also modelled on the RSD framework, with the six skill
facets adapted to suit the specific requirements of the essay task. This RSD-based
rubric served to make explicit the skills students would need to have to undertake
each task. The rubric also provided post-task areas for future improvement of skills.
Clear descriptors were provided in the rubrics to explain to students what these skills
look like when they are applied with greater autonomy. This was communicated to
students by using marking bands and integrating discipline-specific content knowl-
edge requirements in the rubrics. Students were given feedback on targeted skills
in the formative tasks after week 5, which served to build confidence and identified
skills gaps in preparation for the more complex team research report assignment due
in week 9.
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14.3.4 Applying the RSD Framework to Our Teaching
Partnership

The RSD framework assisted with guiding a scaffolded approach to skill develop-
ment. This enabled the library’s research and learning team to pinpoint which key
skills were required by students as they progressed through the unit. This helped
to identify when library teams should step into the unit and how skill development
sessions would be aligned accordingly. Therefore, the library’s skill development
sessions were scheduled to target the key skills associated with assessment tasks
on a just-in-time basis (Novak et al., 2011). Every semester, the library taught two
embedded sessions in tutorial time:

• Week 2:Working in groups (first four years) / Essay writing skills (subsequently).
Taught by a learning skills adviser.

• Week 6: Researching and writing a critical, argumentative essay (first four years)
/ Researching and writing the team report (subsequent). Co-taught by learning
skills adviser and subject librarian.

Within the library’s teaching team, the RSD further facilitated effective intra-
library collaboration between the learning skills adviser and subject librarian. The
RSD framework’s integrated, explicit approach to the overall process of research was
replicated in the ‘sandwich’ structure of the session co-taught by the learning skills
adviser and subject librarian in week 6. Within a session of 45–60 min:

• the learning skills adviser started with a task analysis activity to better understand
topics and questions to be researched, inwhich students generated a list of research
keywords for their assignment;

• then the subject librarian demonstrated how to research assignment topics and
keywords in the library databases; and

• finally, the learning skills adviser returned to suggest strategies for critically
reading and analysing the articles obtained during the research process, and for
structuring and communicating their ideas in the report format.

The learning skills adviser addressed the skills required for teamwork, task anal-
ysis, critical analysis and written communication, whereas the subject librarian
guided students on the research skills required to find relevant and high-quality infor-
mation sources. Rather than perceiving these as discrete tasks, the RSD framework
demonstrated to students the logical links from analysing their task (Embark and
Clarify) to searching for relevant resources (Find and Generate), to critical analysis
(Analyse and Synthesise), through to writing (Communicate and Apply). Interest-
ingly, student evaluation of the unit at times lacks distinction between the two library
teaching staff members and their different roles and expertise—powerful evidence
of the student’s perception of the process as an integrated whole.
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14.4 Outcomes

Our pedagogical collaboration in this unit has correlated with consistently positive
student learning outcomes. In the ten semesters since the collaboration began, the
average unit pass rate has been 96.872%. This compares well with pass rates for other
contemporaneous Master of Management units. During the collaboration period, the
faculty’s Caulfield-based postgraduate units saw an average of between 5 and 8%
of students receive a fail mark of 49/100 or below. In contrast, this unit has seen a
much lower rate of fail overall (typically between 1 and 3% of students each year).
More students met the unit requirements and achieved a pass or higher grade, which
clearly indicates that they are benefiting from the research skill development learning
support embedded in the unit.

Student Evaluation of Teaching and Units (SETU) survey responses provide
insights into the student experience in the unit. The unit has received consistently
positive student responses to the statements ‘The learning resources in this unit
supported my studies’ (used in surveys 2014–2015) and ‘The resources helped me
achieve the Learning Outcomes for the unit’ (used in surveys 2016 to present). This
statement receivedmedian scores between 4.1 and 4.75 out of 5 across the semesters;
between 77.63 and 93.34% of students either agreed or strongly agreed with the
statement.

Another element of SETU that showcases the value of underpinning both the
teaching collaboration and the unit’s assessment tasks using the RSD framework is
visible in students’ comments. Some examples in response to the question ‘Which
aspects of this unit did you find most effective?’ (Monash University 2019d, para.
4), with italics provided for emphasis:

• The instructors were very helpful by specifying a format and providing guidelines
for the essays, even inviting a few staff members from the library to teach us
citations, referencing and researching.

• Interaction with librarians.
• The questions of assignments that are designed very well, and these questions are

useful to help us to review and understand the knowledge.
• academic writing and critical thinking.
• [Learning] writing skills…
• I got how tomake a great presentation and how to communicate with workmates.
• All the assessments and the tasks were beautifully crafted and I loved every bit

of attending my tutorials.

These comments strongly indicate that from undertaking this unit, students were
able to articulate and identify the specific research skills required to effectively
engage with disciplinary knowledge. The RSD framework has been instrumental
in enabling us to engender key Monash Graduate Attributes in creating ‘critical and
creative scholars who produce innovative solutions to problems, apply research skills
to a range of challenges and communicate perceptively and effectively’ (Monash
University 2019a). Our experience, therefore, validates how the RSD framework
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has in other learning contexts made research skill development more explicit within
the curriculum, leading more students to perceive that they were learning valuable
transferable skills (Willison, 2012).

The comments suggest that students enjoyed the learning experience, and valued
the teaching collaboration and contribution made by library staff to their learning.
This underscores how the RSD and our teaching partnership approach have achieved
the original objectives to improve students’ academic skills and ability to ‘learn to
learn’.

14.5 Reflection on the Initiative

TheRSD framework proved valuable to students and to us as teaching practitioners in
a number of significant ways. During the planning stages of curriculum development,
the RSD framework served as a useful diagnostic tool; it helped to place students at
the centre of their learning by clarifying to educators what skills the students ‘didn’t
get’. As such, the RSD served as a construct that assisted inmaking learning visible to
us, demonstrating the importance of scaffolding and incrementally building student
skills so that students can more readily transfer these skills to new tasks. Making
learning visible with the RSD framework alsomadeway for collaborative curriculum
design, aligning pedagogical approaches between the library and academic teaching
staff. Over the years the RSD has proven to be a flexible and responsive framework
adapting to refreshed content and changing learning needs.

An example of how the RSD framework has continued to inform and enable
students’ skill development in this unit is demonstrated by Assignment 1’s use of
guided reading worksheets as the basis for the timed in-class essay task. The forma-
tive, lower-autonomy tasks ofAssignment 1 prepared students in a guidedway for the
key skills required in the more complex, summative Assignment 2 (group report and
presentation). The RSD framework enabled educators to refer to specific skill facets
and align these skills to the appropriate range of learner autonomy. Thus the RSD
framework proved a valuable means to guide the progressive development of specific
skills from one task to the next, from initial instruction to subsequent feedback.
This served the purpose of developing student autonomy, and students became more
self-reliant, explicitly scaffolding the later summative task with formative assess-
ment. Therefore, thePrescribed/Bounded level-guided readingworksheet progresses
students’ skill development via the Scaffolded in-class essay to the (slightly less)
Scaffolded level group report, showing clear progress across the levels of autonomy
as set out along the horizontal axis of the RSD framework.

As the framework is logically organised around the fundamental skills and
processes pertaining to the research process, we were able to use the RSD as a tool to
explicitly develop these skills in the curriculum. For example, the RSD framework
provided us, as a diverse teaching team, with a common pedagogical perspective
and mutually understood language. Anchoring our teaching approach with the RSD
framework supported away to visualise, unpack and articulate the research process to,
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in turn, communicate this skill set to students using consistent terminology. Another
example is how the RSD informed the construction and articulation of skills in our
marking rubrics for each assessment task (see Appendix in this chapter). The RSD
assisted in providing clarity in our rubrics about the standard of work expected of
students in relation to their application of requisite skills to complete each aspect of
the task.

The collaboration has provided a model for embedding skill development into the
unit’s curriculum, ensuring that students’ research and academic skills are built along-
side discipline knowledge and skills (Chanock, 2013) in accordance with the litera-
ture regarding good practice in this area (Briguglio&Watson, 2014;Harris&Ashton,
2011; Maldoni, 2018). Having the RSD at the centre of this partnership allowed us
to collaboratively design embedded in-class activities to build students’ academic
skills with minimal disruption and sustainably to an already crowded curriculum
(see also Pham & Tanner, 2015). Most recently, the unit’s chief examiner and the
same library team have adapted the skill development program from this postgrad-
uate unit to a similar undergraduate unit, building on existing relationships, resources
and pedagogical experience. This RSD-based program has also become an exemplar
for maximising the professional research and learning partnership between subject
librarians and learning skills advisers.

As a shared tool of practice, the RSD framework made it easier for us to exchange
pedagogical expertise across varying approaches to knowledge, ways of thinking and
disciplinary language. For example, without such a tool in place to guide students’
research skill development, the librarian may have discussed the use of research
databases with students using technical and instructional language; and the discipline
academicmay have described task research requirements in a discipline-specific way
(e.g. referring to key HRM journals or concepts). By placing the RSD framework at
the centre of our teaching collaboration, we found a consistent language with which
we could speak to each other and to students about the development of expected
research skills. Furthermore, the RSD offered a way to conceptualise and articulate
the skills that were implicitly embedded in our teaching and learning activities, and
to make those skills visible and overt to students. Both sides of our collaboration (the
academic’s content and curriculum design and the library’s research and academic
skills development program) found a shared pedagogy using this tool, which was
then ‘baked into’ the curriculum and our teaching practice.

TheRSDproved to be flexible and responsive in order to accommodate curriculum
changes and student learning needs. An example of this flexibility took place a
few years into the collaboration when the chief examiner shifted the focus from
developing students’ teamwork skills related to report writing to building students’
skills for the in-class essay test. Library skill development workshops informed by
the RSD framework changed accordingly. This shows the flexibility and adaptability
of the RSD as the tool was equally suitable for contrasting assessment tasks—the
group report and the individual in-class essay test.

In conclusion, program content and techniques pioneered in this unit have been
adopted for use in other library–faculty collaborations, both embedded in and parallel
to curricula. The spirit of experimentation and partnership has generated materials
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useful for other RSD-informed teaching collaborations, affirming the model’s trans-
ferability as Torres and Jansen outline (2016). Our experience suggests the RSD
framework has pedagogically robust qualities that can motivate student learning and
sustain long-term collaboration. In helping our students ‘learn to learn’ research and
academic skills with this adaptable pedagogical tool, we too have learned a great
deal that can be transferred to other contexts.

Appendix

Class Essay Marking Rubric

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student
understood the task?
This will be
indicated by an
introduction that:
• Includes a
statement about the
intent of the essay
question and
outline of response;

• Explains relevance
of guided readings
to the response to
the essay topic

The introduction
• Has an absent or
unclear statement
about the intent of
the essay question
and how the
response will
proceed;

• Does not include a
statement about the
relevance of guided
readings to the essay
response

The introduction
• Has a statement
about the intent of
the essay question
and how the
response will
proceed;

• Includes a statement
about the relevance
of guided readings
to the essay
response. A Pass
essay may indicate
some confusion or
ambiguity about the
purpose of the essay
or the relevance of
the readings

The introduction
• Has a clear and
concise statement
about the intent of
the essay question
and how the
response will
proceed;

• Has a clear
statement about the
relevance of guided
readings to the
response to the essay
topic

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student
identified relevant
and appropriate
material in the
readings to apply to
the essay question?
This will be
indicated by
• Reference to and
broad use of the
weekly readings
from weeks 1–4 to
explain key models,
concepts, ideas and
underlying
assumptions of
HRM;

• Material drawn
from the readings
from weeks 1–4 is
used appropriately
to respond to the
essay question

The student in their
use of material from
the readings to respond
to the essay question
• Has failed to refer to
and/or made no or
limited use of
material from the
readings (weeks
1–4) to explain key
models, concepts,
ideas and underlying
assumptions;

• Has inappropriately
used material drawn
from the readings
from weeks 1–4
indicating a high
level of confusion

The student in their
use of material from
the readings to respond
to the essay question
• Made reference to
and used the
material from the
readings to explain
key concepts,
models and ideas in
their response to the
essay question;

• Used the material
from the readings
from weeks 1–4
appropriately
although there may
be some
over-reliance on one
or two articles rather
than a broad spread
at the Pass level

The student in their
use of material from
the readings to respond
to the essay question
• Confidently made
reference to and
broadly used the
material to explain
key concepts,
models and ideas
from the readings
(weeks 1–4) in their
response to the essay
question;

• Demonstrated a
confident use of the
content of the
readings from weeks
1–4 in their essay
response by
applying it
comprehensively to
support their essay
response

Has the student been
able to use the
material from the
readings critically?
• Critical argument
by identifying and
using different
perspectives,
models and
frameworks drawn
from the readings
to respond to the
essay question

• Included discussion
of criticisms or
limitations of
HRM/SHRM

The student in their
essay response
• Offers a descriptive
account in that it
does not
acknowledge or
include different or
competing
perspectives drawn
from the readings;

• Does not include
criticisms or
limitations of
HRM/SHRM

The student in their
essay response
• Develops a critical
argument by
identifying and
using different
perspectives, models
and frameworks
drawn from the
readings to respond
to the essay
question;

• Offers a discussion
of the criticisms or
limitations of HRM
drawn from the
readings. Pass
responses will do
this to a limited
extent

The student in their
essay response
• Develops a critical
argument by
integrating
competing
perspectives, ideas,
concepts and models
and acknowledges a
diversity of
perspectives drawn
from the readings;

• Offers a
sophisticated
discussion of the
criticisms or
limitations of HRM
supported by
evidence from the
readings

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student been
able to organise and
structure their
response to the essay
question and their
guided reading notes
eg include an
introduction, middle
and conclusion. Are
the guided reading
worksheets fit for
purpose?

The student has
• Failed to write a
response that
conforms to a
normally expected
essay structure;

• Failed to respond to
key aspects of the
essay question;

• Not met the
requirements
necessary for the
guided reading
worksheets

• The essay structure
generally conforms
to the accepted
conventions of an
essay, it is clear but
may neglect to
address some parts
of the essay question

• Guided readings
generally conform to
requirements

• The essay structure
is clear and responds
to all parts of the
essay question and it
conforms to the
accepted
conventions of an
essay

• Guided readings
conform to
requirements

Has the student been
able to integrate
information from the
guided readings to
offer an appropriate
response to the essay
question?

The student’s response
does not indicate they
have understood
materials as they relate
to the essay question.
This may be indicated
by
• Absent or confused
definitions,
concepts, models
and assumptions
drawn from the
readings and
relevant to the essay
question;

• Failure to integrate
knowledge drawn
from the readings as
evidence for
arguments in
response to the essay
question, including
limitations of HRM

The student has
• Provided a coherent
response to the essay
question. A Pass
level response is
indicated by

• Identifying and
providing
definitions, relevant
concepts, models
and assumptions
drawn from the
readings to evidence
arguments in
response to the essay
question;

• Critical argument
supported by
evidence from the
readings;

• Acknowledging
limitations and
criticisms of
HRM/SHRM (this
may be limited)

The student has
• Provided a high
level of synthesis,
analysis and has
confidently applied
newly gained
knowledge about
HRM concepts
theory and models.
Indicated by

• Identifying and
providing
definitions, relevant
concepts, models
and assumptions
drawn from the
readings to evidence
their essay response;

• Critically arguing a
response to the essay
question supported
by evidence from
the readings;

• Acknowledging
limitations and
criticisms of
HRM/SHRM

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student been
able to communicate
the new knowledge
they are generating
through their essay
response with an
awareness of the
discipline and social,
cultural and ethical
issues relevant to
HRM

In their essay, the
student
• Uses general
management or lay
language rather than
relevant HRM
concepts, ideas and
language;

• Uses ‘HR speak’
that fails to indicate
deeper
understanding of
HRM;

• Fails to paraphrase
and overly relies on
use of direct quotes
and/or have
plagiarised passages
of text

The student
• Indicates their own
‘voice’ by
translating HRM
concepts, ideas and
language into their
own words;

• May use direct
quotes (not
over-rely) that are
relevant and
appropriate to the
arguments in the
essay;

• Observes academic
conventions
regarding plagiarism

The student
• Indicates a confident
‘voice’ in
communicating
HRM concepts,
ideas and language;

• May use direct
quotes. These will
be relevant and used
sparingly and to
good effect;

• Observes academic
conventions
regarding plagiarism

Group Assignment Report Marking Rubric

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student
understood the task?
This will be
indicated by an
introduction that:
• Includes a
statement about the
intent of the essay
question and
outline of response;

• Explains relevance
of guided readings
to the response to
the essay topic

The introduction
• Has an absent or
unclear statement
about the intent of
the essay question
and how the
response will
proceed;

• Does not include a
statement about the
relevance of guided
readings to the essay
response

The introduction
• Has a statement
about the intent of
the essay question
and how the
response will
proceed;

• Includes a statement
about the relevance
of guided readings
to the essay
response. A Pass
essay may indicate
some confusion or
ambiguity about the
purpose of the essay
or the relevance of
the readings

The introduction
• Has a clear and
concise statement
about the intent of
the essay question
and how the
response will
proceed;

• Has a clear
statement about the
relevance of guided
readings to the
response to the essay
topic

Has the student
identified relevant
and appropriate
material in the
readings to apply to
the essay question?
This will be
indicated by
• Reference to and
broad use of the
weekly readings
from weeks 1–4 to
explain key models,
concepts, ideas and
underlying
assumptions of
HRM;

• Material drawn
from the readings
from weeks 1–4 is
used appropriately
to respond to the
essay question

The student in their
use of material from
the readings to respond
to the essay question
• Has failed to refer to
and/or made no or
limited use of
material from the
readings (weeks
1–4) to explain key
models, concepts,
ideas and underlying
assumptions;

• Has inappropriately
used material drawn
from the readings
from weeks 1–4
indicating a high
level of confusion

The student in their
use of material from
the readings to respond
to the essay question
• Made reference to
and used the
material from the
readings to explain
key concepts,
models and ideas in
their response to the
essay question;

• Used the material
from the readings
from weeks 1–4
appropriately
although there may
be some
over-reliance on one
or two articles rather
than a broad spread
at the Pass level

The student in their
use of material from
the readings to respond
to the essay question
• Confidently made
reference to and
broadly used the
material to explain
key concepts,
models and ideas
from the readings
(weeks 1–4) in their
response to the essay
question;

• Demonstrated a
confident use of the
content of the
readings from weeks
1–4 in their essay
response by
applying it
comprehensively to
support their essay
response

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student been
able to use the
material from the
readings critically?
• Critical argument
by identifying and
using different
perspectives,
models and
frameworks drawn
from the readings
to respond to the
essay question

• Included discussion
of criticisms or
limitations of
HRM/SHRM

The student in their
essay response
• Offers a descriptive
account in that it
does not
acknowledge or
include different or
competing
perspectives drawn
from the readings;

• Does not include
criticisms or
limitations of
HRM/SHRM

The student in their
essay response
• Develops a critical
argument by
identifying and
using different
perspectives, models
and frameworks
drawn from the
readings to respond
to the essay
question;

• Offers a discussion
of the criticisms or
limitations of HRM
drawn from the
readings. Pass
responses will do
this to a limited
extent

The student in their
essay response
• Develops a critical
argument by
integrating
competing
perspectives, ideas,
concepts and models
and acknowledges a
diversity of
perspectives drawn
from the readings;

• Offers a
sophisticated
discussion of the
criticisms or
limitations of HRM
supported by
evidence from the
readings

Has the student been
able to organise and
structure their
response to the essay
question and their
guided reading
notes, e.g., include
an introduction,
middle and
conclusion. Are the
guided reading
worksheets fit for
purpose?

The student has
• Failed to write a
response that
conforms to a
normally expected
essay structure;

• Failed to respond to
key aspects of the
essay question;

• Not met the
requirements
necessary for the
guided reading
worksheets

• The essay structure
generally conforms
to the accepted
conventions of an
essay, it is clear but
may neglect to
address some parts
of the essay question

• Guided readings
generally conform to
requirements

• The essay structure
is clear and responds
to all parts of the
essay question and it
conforms to the
accepted
conventions of an
essay

• Guided readings
conform to
requirements

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

Has the student been
able to integrate
information from the
guided readings to
offer an appropriate
response to the essay
question?

The student’s response
does not indicate they
have understood
materials as they relate
to the essay question.
This may be indicated
by
• Absent or confused
definitions,
concepts, models
and assumptions
drawn from the
readings and
relevant to the essay
question;

• Failure to integrate
knowledge drawn
from the readings as
evidence for
arguments in
response to the essay
question, including
limitations of HRM

The student has
• Provided a coherent
response to the essay
question. A Pass
level response is
indicated by

• Identifying and
providing
definitions, relevant
concepts, models
and assumptions
drawn from the
readings to evidence
arguments in
response to the essay
question;

• Critical argument
supported by
evidence from the
readings;

• Acknowledging
limitations and
criticisms of
HRM/SHRM (this
may be limited)

The student has
• Provided a high
level of synthesis,
analysis and has
confidently applied
newly gained
knowledge about
HRM concepts
theory and models.
Indicated by

• Identifying and
providing
definitions, relevant
concepts, models
and assumptions
drawn from the
readings to evidence
their essay response;

• Critically arguing a
response to the essay
question supported
by evidence from
the readings;

• Acknowledging
limitations and
criticisms of
HRM/SHRM

Has the student been
able to communicate
the new knowledge
they are generating
through their essay
response with an
awareness of the
discipline and social,
cultural and ethical
issues relevant to
HRM

In their essay, the
student
• Uses general
management or lay
language rather than
relevant HRM
concepts, ideas and
language;

• Uses ‘HR speak’
that fails to indicate
a deeper
understanding of
HRM;

• Fails to paraphrase
and overly relies on
the use of direct
quotes and/or have
plagiarised passages
of text

The student
• Indicates their own
‘voice’ by
translating HRM
concepts, ideas and
language into their
own words;

• May use direct
quotes (not
over-rely) that are
relevant and
appropriate to the
arguments in the
essay;

• Observes academic
conventions
regarding plagiarism

The student
• Indicates a confident
‘voice’ in
communicating
HRM concepts,
ideas and language;

• May use direct
quotes. These will
be relevant and used
sparingly and to
good effect;

• Observes academic
conventions
regarding plagiarism

(continued)
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(continued)

Students should note
these requirements to
guide their
preparation for the
essay

N = FAIL Pass—Credit Distinction—High
Distinction

References

Atkinson, J. (2018). Collaboration and academic libraries: An overview and literature review. In J.
Atkinson (Ed.), Collaboration and the academic library (pp. 12–34). Chandos Publishing.

Australian Government Department of Education and Training. (2019). AQF levels. https://www.
aqf.edu.au/aqf-levels

Baik, C., & Greig, J. (2009). Improving the academic outcomes of undergraduate ESL students:
The case for discipline-based academic skills programs. Higher Education Research and
Development, 28(4), 401–416. https://doi.org/10.1080/07294360903067005

Birzina,R., Cedere,D.,&Petersone, L. (2019). Factors influencing the first year students’ adaptation
to natural science studies in higher education. Journal of Baltic Science Education, 18(3), 349–
361. https://doi.org/10.33225/jbse/19.18.349

Briguglio, C., & Watson, S. (2014). Embedding English language across the curriculum in higher
education: A continuum of development support. Australian Journal of Language and Literacy,
37(1), 67–74.

Chanock, K. (2013). Teaching subject literacies through blended learning: Reflections on a collab-
oration between academic learning staff and teachers in the disciplines. Journal of Academic
Language and Learning, 7(2), A106–A119. http://www.journal.aall.org.au/index.php/jall/article/
viewArticle/256

Department of Education. (2019, April). International student data monthly summary. https://int
ernationaleducation.gov.au/research/International-Student-Data/Documents/MONTHLY%20S
UMMARIES/2019/Apr%202019%20MonthlyInfographic.pdf

Eraut, M. (1994). Developing professional knowledge and competence. Falmer Press.
Harris, A., & Ashton, J. L. (2011). Embedding and integrating language and academic skills: An
innovative approach. Journal of Academic Language and Learning, 5(2), A73–A87. https://ro.
ecu.edu.au/ecuworks2011/174

Hung, W. (2013). Problem-based learning: A learning environment for enhancing learning transfer.
New Directions for Adult and Continuing Education, 2013(137), 27–38. https://doi.org/10.1002/
ace.20042

Maldoni, A. M. (2018). ‘Degrees of deception’ to degrees of proficiency: Embedding academic
literacies into the disciplines. Journal of Academic Language and Learning, 12(2), A102–A129.
http://journal.aall.org.au/index.php/jall/article/view/408

Marini, A., & Genereux, R. (1995). The challenge of teaching for transfer. In A. McKeough, J.
Lupart,&A.Marini (Eds.),Teaching for transfer: Fostering generalization in learning (pp. 1–19).
Erlbaum.

MonashUniversity. (2019a).Course design policy. https://www.monash.edu/__data/assets/pdf_file/
0009/786969/Course-Design-Policy.pdf

MonashUniversity. (2019b).Master of Business. http://www.monash.edu/pubs/handbooks/courses/
B6005.html

MonashUniversity. (2019c). Library skills development. https://www.monash.edu/library/skills/rsd
Monash University. (2019d). Survey instrument. https://www.monash.edu/ups/setu/about/setu-que
stions

https://www.aqf.edu.au/aqf-levels
https://doi.org/10.1080/07294360903067005
https://doi.org/10.33225/jbse/19.18.349
http://www.journal.aall.org.au/index.php/jall/article/viewArticle/256
https://internationaleducation.gov.au/research/International-Student-Data/Documents/MONTHLY%2520SUMMARIES/2019/Apr%25202019%2520MonthlyInfographic.pdf
https://ro.ecu.edu.au/ecuworks2011/174
https://doi.org/10.1002/ace.20042
http://journal.aall.org.au/index.php/jall/article/view/408
https://www.monash.edu/__data/assets/pdf_file/0009/786969/Course-Design-Policy.pdf
http://www.monash.edu/pubs/handbooks/courses/B6005.html
https://www.monash.edu/library/skills/rsd
https://www.monash.edu/ups/setu/about/setu-questions


14 Learning to Learn: Developing Students’ Research Skills … 207

Novak, G., Buskist, W., & Groccia, J. E. (2011). Just-in-time teaching.NewDirections for Teaching
and Learning, 2011(128), 63–73.

Pham, H. T., & Tanner, K. (2015). Collaboration between academics and library staff: A structura-
tionist perspective. Australian Academic & Research Libraries, 46(1), 2–18. https://doi.org/10.
1080/00048623.2014.989661

Pretorius, L., Bailey, C., & Miles, M. (2013). Constructive alignment and the Research Skills
Development framework: Using theory to practically align graduate attributes, learning experi-
ences, and assessment tasks in undergraduate midwifery. International Journal of Teaching and
Learning in Higher Education, 25(3), 378–384. https://doi.org/10.4225/03/581a84b330ddb

Taib, A., &Holden, J. (2013). ‘Third generation’ conversations—A partnership approach to embed-
ding research and learning skills development in thefirst year.APracticeReport.The International
Journal of the First Year in Higher Education, 4(2), 131–136. https://doi.org/10.5204/intjfyhe.
v4i2.178

Torres, L. (2018). Research skills in the first-year biology practical – Are they there? Journal of
University Teaching & Learning Practice, 15(4), 1–23.

Torres, L. & Jansen, S. (2016). Working from the same page: Collaboratively developing students’
research skills across the university.Council of Undergraduate ResearchQuarterly, 37(1), 26–33.
https://doi.org/10.18833/curq/37/1/9

Universities Australia. (2018). How international students benefit Australia. https://www.universit
iesaustralia.edu.au/media-item/how-international-students-benefit-australia/

Willison, J. (2012). When academics integrate research skill development in the curriculum.Higher
Education Research & Development, 31(6), 905–919. https://doi.org/10.1080/07294360.2012.
658760

Willison, J. (2018.). Research skill development spanning higher education: Critiques, curricula
and connections. Journal of University Teaching & Learning Practice, 15(4). https://ro.uow.edu.
au/jutlp/vol15/iss4/1

Willison, J. & O’Regan, K. (2006, 2018). Research Skill Development framework. https://www.ade
laide.edu.au/melt/ua/media/51/rsd-framework.pdf

Willison, J., Schapper, J.,&Teo, E. (2009, February 6).Multiplemethods of improvement of research
skills in business ethics and business law. Paper presented at the QATLHEBEC conference,
University of Melbourne, Melbourne, Australia.

Andrew Junor was until recently a Learning Skills Adviser in the Monash University Library,
working with the Faculties of Business and Economics and Information Technology. He has a
Bachelor of Arts (Honours) and a Ph.D. in History, with a focus on food culture in mid-twentieth-
century Australia. Andrew has presented and published his historical research and taught univer-
sity students at all levels across a wide range of subject disciplines.

Damian Gleeson was until recently a Research and Learning Coordinator in Monash Univer-
sity’s Caulfield campus library, working with the Monash Business School and the Faculty of IT.
Damian’s interests include academic integrity, tertiary pedagogies and using music as an educa-
tional tool. He has an MA in English, BA Hons (English) and a Graduate Certificate in TESOL.
Damian has published and presented at various conferences on topics related to education in the
tertiary sector.

Susan Mayson is Director of Education in the Department of Management. She has collaborated
with colleagues in the Monash Library on implementing the Research Skill Development frame-
work at Monash University and in her own units to support student learning. She has published
in Higher Education Research and Development and Higher Education. She is an associate of the
Monash Education Academy and a member of the Higher Education Research and Development
College of Reviewers.

https://doi.org/10.1080/00048623.2014.989661
https://doi.org/10.4225/03/581a84b330ddb
https://doi.org/10.5204/intjfyhe.v4i2.178
https://doi.org/10.18833/curq/37/1/9
https://www.universitiesaustralia.edu.au/media-item/how-international-students-benefit-australia/
https://doi.org/10.1080/07294360.2012.658760
https://ro.uow.edu.au/jutlp/vol15/iss4/1
https://www.adelaide.edu.au/melt/ua/media/51/rsd-framework.pdf


Part V
Case Studies Theme 4—Contemporary

Skill Agendas



Chapter 15
Transforming Practice Through Digital
Skills Development

Sylvia Pilz, Amber McLeod, and Barbara Yazbeck

Abstract In response to concerns that university students are not being provided
with adequate opportunities to develop the digital skills required for successful study,
Monash University Library seized the opportunity to bring currency to our Library
skill development programmes by connecting the skills students need for research
(i.e. using digital information) to the digital skills needed more broadly for func-
tioning in a digital society. This chapter describes how theDigital SkillsDevelopment
(DSD) framework was piloted in a pathway programme in the Faculty of Education
at Monash University, with a cohort that historically displayed varying degrees of
digital capabilities. We describe the library-led initiative that resulted in the develop-
ment of the DSD framework, and we also describe how the framework informed the
development of a workshop delivered to this group of learners. We include findings
gained from the skills self-assessment tool that we developed to capture students’
self-perceived confidence and autonomy. We share the learnings gained from the
experience and offer recommendations for future application of the DSD in pathway
programmes.

15.1 Introduction

The Library at Monash University had an established reputation for contributing to
the development of a range of skills, going beyond ‘information skills’ (Smith, 2011;
Torres et al., 2014) using the MELT (Models of Engaged Learning and Teaching)
frameworks described in Chap. 2 of this book. Over the years, Monash University
Library (MUL) had become adept at responding to various emergent skill agendas
by being able to conceptualise the links between research skills and other skill sets
(i.e. work skills). This provided the ideal environment to undertake the development
of a sister framework with the view of articulating the digital skills students need to
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develop as part of their university studies. The result became known as the Digital
Skills Development (DSD) framework (https://www.monash.edu/__data/assets/pdf_
file/0010/1652437/DSD-22.05.20.pdf).

15.2 Collaborative Partnerships

The DSD framework was the result of collaboration between the Library’s Research
and Learning Skill Leads, academics and other learning and teaching special-
ists across the University. The group, which became known as the Digital Skills
Working Group, was formed in early 2017 to look at the creation of a frame-
work that would describe the digital skills, attributes and capabilities required
for ‘collaborating, learning, researching, working, and functioning’ in a digital age
(Torres et al., 2018). It was acknowledged that while content knowledge is taught in
class, providing is explicit instruction with appropriate levels of incremental guid-
ance is rarely given to students in terms of the digital skills required to complete
learning activities and assignments. The working group’s familiarity and success
applying the Models of Engaged Learning and Teaching or MELT (Willison, 2017;
Willison, 2020) led to exploring how digital skills could be represented using a
taxonomy for describing such skills within a learning continuum that explicates
their development informed by the same guiding parameters as the MELT.

As Cuban et al. (2001) point out, many educators, policy makers and business
leaders assume that just equipping students with technology will somehow lead to
improved digital outcomes. But as Bennett and Maton (2010) have argued, access
and exposure are only part of the picture and that it is interests, motivation and need
that influences young people’s experience of technology. Furthermore, it seems that
everyday technology use may not be an indicator of readiness to use technology at
University as part of formal learning (Bennett & Maton, 2010). Most importantly,
numerous studies (Duncan-Howell 2012; Margaryan et al., 2011; Sánchez et al.,
2011) have found that learners’ digital skills vary greatly and are limited to a narrow
range of established technologies, and that too often, school leavers have not achieved
the levels of digital competence expected upon entrance to further studies.

Within this context, it was envisaged that theDSD frameworkwould be useful in at
least two ways: it would provide educators with a shared language to guide the devel-
opment of students’ digital skills, and itwould address the challenge ofmaking digital
skills visible in the curriculum and in assessment design. Like its sister frameworks,
the Research Skill Development (RSD) framework (Willison & O’Regan 2006,
2018) and the Work Skill Development (WSD) framework (Bandaranaike, Willison
& Monash University Library, 2019), the DSD framework would take a develop-
mental view of learning by guiding educators to build students’ skills incrementally
towards increasing self-reliance (Willison et al., 2016).

https://www.monash.edu/__data/assets/pdf_file/0010/1652437/DSD-22.05.20.pdf
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15.3 The Digital Skill Development (DSD) Framework

The DSD framework describes the skills students require in order to engage in digital
contexts for learning, working and functioning in society. The definition of digital
skills adopted by the Working Group was taken fromMartin and Grudziecki (2006):

[Digital skills are] the awareness, attitude and ability of individuals to appropriately use
digital tools and facilities to identify, access, manage, integrate, evaluate, analyse and synthe-
sise digital resources, construct new knowledge, create media expressions, and communicate
with others, in the context of specific life situations, in order to enable constructive social
action; and to reflect upon this process (p. 255).

The Working Group favoured this broad definition of digital literacy because it
encompasses skills required for the consumption of digital information as well as the
skills required for creating digital information. As such, this goes beyond describing
digital skills as skills for information-seeking purposes and focuses on the role higher
order cognitive (i.e. integrate, evaluate, analyse and synthesise) and metacognitive
skills play in the use of technology.

The DSD shares the pedagogical parameters of the otherMELT frameworks. Like
the RSD and WSD, it is comprised of a vertical and a horizontal axis. The vertical
axis depicts the six digital skills or ‘Digital Skill Facets’, presented as verb couplets
with accompanying descriptors, a guiding question and an adjective referring to the
affective domain. The Digital Skill Facets and Descriptors are as shown in Table
15.1.

The horizontal axis presents a continuum for the incremental development of
student autonomy as informed by Vygotsky’s Zone of Proximal Development
(Vygotsky 1978) described here as the ‘Scope for Student Autonomy’, depicted
in Table 15.2.

The Scope for Student Autonomy will vary for each learner depending on the
learning context, the skills the student needs to draw on in that context and where the

Table 15.1 The horizontal axis of the DSD depicting Facets and Descriptors

Explore and Clarify Determine the purpose for using digital technology taking into
account digital practices (i.e. e-safety, digital wellbeing, digital
profile and footprint).

Select and Use Choose the appropriate digital technology to use for the purpose

Evaluate and Reflect Critically assess and reflect on the suitability of digital
technology and practices in a changing digital environment

Organise and Manage Organise and manage processes, self and team function using
digital strategies and systems

Synthesise and Create Synthesise using digital techniques to create new products,
understandings and solutions

Collaborate and Communicate Collaborate and communicate using digital practices in digital
settings accounting for e-protocols, e-safety, digital wellbeing,
profile and footprint
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Table 15.2 The vertical axis of the DSD depicting the Scope for Student Autonomy

Prescribed Highly structured directions and modelling from the educator prompt the
learner(s) to…

Bounded Boundaries set by the educator channel the learner(s) to …

Scaffolded Scaffolds placed by the educator enable the learner(s) to independently…

Open-ended Learners instinctively initiate engagement with digital technology that may be
guided by the educator to…

Unbounded Learners normalise digital practices in accordance with context to…

Fig. 15.1 DSD Framework Verso. (Reproduced with permission from Torres et al., 2018)

student is positioned within the autonomy or learning continuum in relation to each
Digital Skill Facet. It is therefore important to apply the framework to a given context
(i.e. learning at university) or to have a digital technology in mind, i.e. augmented
reality (AR), to understand how the DSD framework provides guidance for educators
as a pedagogical tool. The information in Fig. 15.1 taken from the verso of the DSD
illustrates this point:

In addition to the above, theWorking Group felt that an umbrella statement which
encapsulated the social and ethical considerations pertinent to all areas of digital use
was needed. The statement ‘Applies social and ethical protocols for e-safety and
wellbeing of self and others, taking account of digital profile, footprint and impact’
runs parallel to the vertical axis and is intended to provide an ‘ethos’ that underpins
all the Facets mentioned in Table 15.1.

15.4 Piloting the Digital Skill Development Framework

Academics in the Faculty of Education became interested in investigating the digital
literacy levels of first year students after poor assignment results raised suspicions
that not all students had the digital skills required to be successful in studies at
university. As Bennett and Maton (2010) have noted, widely held assumptions that
students are ‘digital natives’ (Prensky, 2001) who are ‘tech-savvy’ and immersed
in digital technologies is flawed. In fact, a study by McLeod and Carabott (2019)
of undergraduate Australian students found that a significant proportion of students
new to university struggled with the technologies they encountered as part of their
study (i.e. Learning Management System, library systems, administrative systems).
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Furthermore, statistics from the Australian National Assessment Program (NAP)
which rates IT proficiency of secondary school students at Year 10 seem to support
this trend. In 2017, NAP found that only 54% of students at Year 10 reached the
proficiency level expected at that year level (NAP, 2018). This ‘skills gap’ ultimately
leads to amismatchbetween thedigital skills students need todowell at university and
the digital skills students actually arrive at universitywith (McLeod&Carabott, 2019;
Murray & Pérez, 2014). Academics in the Education faculty at Monash University
realised they needed to providemore explicit instruction on using digital technologies
and developing digital skills in their courses. Itwaswithin this context that theLibrary
approached the course coordinator about piloting the DSD in the Diploma of Tertiary
Studies. This programmewas considered ideal as it feeds intomultiple undergraduate
courses including Education, Nursing, Business and Science.

15.5 Designing the Workshop

We designed a 2-hour workshop based on the skills described in the DSD framework
with the intention of demonstrating to students that digital skill development, much
like academic skill development, is important for success at university. To that end,
the workshopwas purposefully designed as an interactive, hands-onworkshopmeant
to guide students through the requirements of an assignment task and in doing so,
make the digital skills required for successful completion of that task explicit. The
aims of the workshop were as follows:

1. Identify the range of digital skills needed for learning.
2. Develop awareness of what ‘digital skills’ encompass.
3. Reflect on the importance of digital skills for further study.
4. Provide an experience of using digital tools for learning.

The workshop was designed and delivered in the curriculum by two teaching
teams of librarians and learning skills advisers. The 2-hour workshop was delivered
to a total of 88 students across two Monash campuses.

In addition, we used the DSD framework to create an online self-assessment
tool to help students develop awareness of their digital skills (Table 15.3). Students
were asked to complete this self-assessment twice. Once before attending the 2-
hour workshop at the beginning of semester and again in Week 7 after submitting
the assignment. The tool asks students to consider how autonomously they could
carry out specific digital tasks and to reflect on ‘how much guidance’ they perceived
they required from others in demonstrating these skills. Students reflected on their
ability to demonstrate these skills by aligning their responses to a scale informed
by the DSD framework’s Scope of Student Autonomy. The self-assessment was
administered twice in order to gauge whether students were more aware of digital
skills, and whether their confidence and autonomy had increased as a result of the
workshop and assignment experience.
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Table 15.3 Skills self-assessment tool

DSD skill facets Skill Statements Scope of Student Autonomy
For each of the skill statements
select ONE response

Explore and clarify 1. I am able to identify my
purpose for using
technology

2. I am able to consider the
implications of my digital
practices (i.e. e-safety,
digital wellbeing, digital
profile and footprint)

3. I have the confidence to
explore the functionality of
a range of digital
technology

4. I am curious to explore how
digital tools can meet my
needs

• With guidance from experts
all the time

• With a lot of guidance from
others

• With some guidance from
others

• With a little guidance from
others

• With no guidance from
others

Select and use 1. I am able to choose the
appropriate digital
technology for my needs

2. I am able to work out how
to use digital technology
unfamiliar to me

3. I have the ability to apply a
range of digital
options/tools to meet my
various needs

4. I know how to choose
digital technology informed
by criteria that matches my
requirements

• With guidance from experts
all the time

• With a lot of guidance from
others

• With some guidance from
others

• With a little guidance from
others

• With no guidance from
others

Evaluate and reflect 1. I can manage myself and
others in an online
environment

2. I can use digital tools and
strategies to organise and
manage myself and others

3. I can manage my online
identity and digital footprint

4. I can customise digital
strategies and systems to
suit myself and my team

• With guidance from experts
all the time

• With a lot of guidance from
others

• With some guidance from
others

• With a little guidance from
others

• With no guidance from
others

(continued)
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Table 15.3 (continued)

Organise and manage 1. I am able to reflect on my
learning to improve my
digital skills

2. I can adapt to a changing
digital environment

3. I am able to judge the
suitability of the technology
I use

4. I am able to transfer my
learning to new and
unfamiliar digital contexts

• With guidance from experts
all the time

• With a lot of guidance from
others

• With some guidance from
others

• With a little guidance from
others

• With no guidance from
others

Synthesise and create 1. I know when to disconnect
from the digital
environment

2. I can use digital technology
to help me draw conclusions

3. I can solve problems in a
digital environment

4. I have the confidence to try
new ways of analysing
information using digital
formats

• With guidance from experts
all the time

• With a lot of guidance from
others

• With some guidance from
others

• With a little guidance from
others

• With no guidance from
others

Collaborate and communicate 1. I am aware of visual,
sensory, kinaesthetic and
psychomotor digital
technologies for analysis,
i.e. augmented reality

2. I am able to participate in
online environments

3. I am able to share in online
environments

4. I can collaborate and
co-create with others in a
range of digital
environments

5. I am aware of e-protocols,
my e-safety, digital
wellbeing, profile and
footprint

• With guidance from experts
all the time

• With a lot of guidance from
others

• With some guidance from
others

• With a little guidance from
others

• With no guidance from
others

The workshop was delivered in a way that scaffolded students’ understanding of
what digital skills entail so that they could identify the digital skills they needed to
develop related to the assignment they would have to complete as part of this course.

To achieve this, we took an active learning approach using discovery learning
techniques. A range of hands-on stimulus activities were created by the library’s
team of learning skills advisers and librarians that required students to reflect on
the digital skills they were expected to develop. The workshop began with students
being asked to draw a picture of a ‘digitally savvy student’ on a piece of butcher’s
paper. This gave students an opportunity to reflect on the aptitudes, dispositions and
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skills that would be demonstrated by a digitally competent learner. Pictures included
devices such as laptops and mobile phones, but also depicted abstract concepts like
‘connectedness’ and ‘problem-solving’. One group of students depicted the digitally
savvy student as being so integrated with technology that they virtually become
one with their mobile phone (Fig. 15.2). An interesting image to contemplate! This
was followed by activities designed to unpack the concept of ‘digital skills’ and
present them as a range of cognitive and metacognitive capabilities. For instance,
we asked students to consider the skills and dispositions required for identifying
false news (i.e. a hoax email) and instructed them to write these down on sticky
notes. The skills elicited on the sticky notes (such as questioning, referencing prior
knowledge, evaluating credibility) were then matched against the skills described
in the framework. In this way, students began to see everyday skills and abilities
as skills required for digital learning and for functioning in a digital environment.
We have found in previous workshops that these types of ‘stimulus activities’ help
learners to unpack or ‘deconstruct’ the MELT frameworks quickly which leads to a
deeper understanding of the skills we are asking them to develop. As Willison and
O’Regan (2007) point out, in relation to research skills, being explicit about skill
development is a key to skill acquisition. Furthermore, these activities also helped
students to begin to understand the terminology used in the framework.

The workshop also asked students to focus on the assessment task for this course,
which required them to prepare a group presentation on a seminal moment in their

Fig. 15.2 ‘The digitally savvy student’
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field, i.e. the discovery of bacteria in science. Students were asked to consider how
they would communicate, plan, prepare and create a group response to the task,
including where to find and how to use academic literature to support their presen-
tation. Throughout this unpacking of the concept of ‘digital skills’, students began
to see that a seemingly common assignment task actually encompassed and required
a range of digital skills from time management and working as a team online, to
finding information in databases and sharing it with peers digitally, to employing the
use of presentation software (i.e. Powerpoint or Prezi) to create a presentation. It was
important as facilitators that we drew students’ attention to suitable digital tools (i.e.
Google docs, Zoom conferencing), and protocols for working as a group online and
how these activities related to digital skills and practices. The result was a workshop
where students engaged with the DSD framework through a series of interactive
activities. The students then mapped the skills they identified in the assignment task
(and wrote on sticky notes) to the facets of the DSD framework that were captured
on flashcards (Fig. 15.3). In Fig. 15.3, the yellow flashcards show the facet taken
from the DSD and the blue cards show skill statements aligned to the skill descriptor
(i.e. ‘I am able to choose the appropriate digital technology for my needs’ and ‘I
am able to reflect on my learning to improve my digital skills’). We purposefully
used language in our teaching informed by the DSD framework that made digital

Fig. 15.3 Photo of a group’s work matching sticky notes to flashcards
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skills explicit to students as a way to highlight that these skills were important. That
becoming both cognisant of these skills and applying them would make an impact
upon their grades and skill development.

15.6 Outcomes

In order to determine the impact of introducing students to digital skills as a set of
unique capabilities that inform all areas of learning, data was collected from students
at four points during the semester: Early in semester when students attended the 2-
hour library workshop and were asked to complete the online skills self-assessment
(n = 67) and again after completing the group assignment in Week 7, when students
were asked to retake the self-assessment (n = 37). Students were also asked to
write a short reflection about the development of their digital skills and to interview
one another about whether their digital skills had developed since the beginning of
semester. These results were recorded and analysed to ascertain the effectiveness
of using the DSD framework for digital skill development and future curriculum
planning.

15.6.1 Student Awareness of Digital Skill Development

To measure the effectiveness of making students aware of digital skills, the results
of the skills self-assessment, student reflection and interviews were analysed. In the
data, we were looking for reference to digital skills as described in the DSD. Many
students made comments that suggested they were thinkingmore broadly about what
capabilities digital skills encompass and could see that skills such as Organise and
Manage andCollaborate and Communicatewere, in fact, essential skills for learning
in a digital environment. These comments are typical of student responses, ‘I know
more about organising everyone and the ways you can do that with technology’
and ‘I’ve improved in terms of managing digitised content and resources’. This
awareness was also reflected in the results of the skills self-assessment, particularly
the second time students rated their skills in Week 7 of semester (see Appendix),
where 86% responded to the prompt, ‘I can manage myself and others in an online
environment’ (item 13) with either ‘a little guidance’ or ‘no guidance from others’
(i.e. high confidence/autonomy). Students also commented on theway theworkshops
had helped them develop a greater awareness of the suite of digital tools available, ‘I
didn’t know how to use Google Docs or Google Slides, I didn’t know they existed,…
so like that’s really cool cause group assignments are going to be way easier now’. As
well as understanding the advantages of using digital technologies for group work,
students indicated through the interviews an improved ability to collaborate and co-
create in an online environment and even customise the tools to suit themselves and
their group. One student summed this upwell with, ‘[it’s easier now] to organise other
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people and find how towork togethermore effectively, through better communication
through IT, especiallyGoogle docs, Google slides. Organising everyone and theways
you can do that’.

Students also felt that increasing their awareness of digital skills prepared them
better for the assignment because it made them more aware of the importance of
digital skills. As one student put it,

The only thing that really has developed is my awareness of the amount of ways you can do
a group assignment through technology, that there are more convenient ways to do it rather
than just meeting up in person and speaking about it, that there are ways that you can do it
through technology that make the whole process way smoother. (Science student)

Not all students, however, reported an improvement in their awareness or under-
standing of what ‘digital skills’ entail. These comments show that for some students
with self-identified low autonomy, further development is required:

I’m still vague as to what a digital skill is… (Science student)

No, because I’m horrible with technology and I’ll never improve no matter how hard I try.
But I appreciate them trying. (Education student)

No, I struggle with Word, so it’s not going to change. I can’t do PowerPoint so I did the
Google docs PowerPoint because I didn’t know how to do the normal one. (Nursing student)

In one instance, even a student with self-perceived high autonomy did not feel the
workshop developed their digital skills much,

I don’t think [my digital skills] have improved an overly large amount, I’ve always been
around technology my entire life so it’s not a foreign concept to be working with a computer
all the time, so for the most part my digital skills haven’t changed. (Science student)

Nevertheless, the skills self-assessment revealed that most students felt more
confident about their digital skills by mid-semester (Week 7) when they were asked
to re-do the self-assessment (see Appendix). In particular, the following responses
are telling; in response to the prompt, ‘I am able to identify my purpose for using
technology’ (item 1), 89% of students responded ‘with a little guidance’ or ‘with no
guidance’ (i.e. high confidence/autonomy), up 24% from Week 1. Likewise, when
responding to the prompt, ‘I have the confidence to explore the functionality of a
range of digital technology’ (item 3), responses jumped from 52% confidence the
first time students responded to the self-assessment to 83% confidence by Week 7.
This rise in perceived confidence and autonomy was further reflected in the response
to the prompt, ‘I am curious to explore how digital tools can meet my needs’ (item
4), which jumped from 59% to 75% and the prompt, ‘I am aware of e-protocols, my
e-safety, digital wellbeing, profile and footprint’ (item 25), which likewise jumped 27
points from 59% to 86% byWeek 7. The responses (see Appendix) show a consistent
increase in confidence and autonomy as an overall trend.

It is interesting to compare this with areas students expressed high confidence and
autonomy in the first time they completed the self-assessment, early in the semester.
Perhaps not surprisingly, two areas in which students expressed high confidence and
autonomy when first responding to the self-assessment were item 22 ‘I am able to
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participate in online environments’ (84.5%) and item 23 ‘I am able to share in online
environments’ (76%) (see Appendix). Nevertheless, even here students expressed
greater confidence in response to these prompts the second time they were asked to
complete the self-assessment in Week 7, with 91% and 94% of students responding
with high confidence/autonomy, respectively (see Appendix).

This pattern, reflecting a perceived increase in confidence and autonomy in Week
7 responses, is consistent across the cohort, despite the number of responses varying
significantly at both intervals (67 vs. 37 responses). The only skill area where
perceived confidence/autonomy dropped the second time around was in response
to item 17, ‘I know when to disconnect from the digital environment’ (74% vs.
59%). It is not clear why students would express a decline in confidence in this area,
but one could speculate that as confidence rose in relation to the online environment,
the ability to disconnect became a challenge.

15.7 Reflection

Upon reflection, we realised that there were some improvements that could be made
to our approach to digital skill development with this cohort. One of the biggest
considerations was the prior learning and experience of technology use this student
cohort brought with them and how these students described their current capabilities.
We realised thatwhen completing the skills self-assessment, studentswere answering
the questions based on the digital environments they were familiar with, rather than
considering new and unfamiliar technologies. In short, students do not know what
they do not know. We think these quotes from students characterise this:

No, I have not improved, but it made me aware of what I do know – I haven’t ventured into
things I haven’t done before. Just using PowerPoint, just basic. (Education student)

I’ve grown up with technology my whole life and I built a computer when I was eleven…
[but] I’m definitely much better at finding things on the internet now, like much, much better.
I didn’t really know about a lot of the search keys, like the asterisk which allows you to search
for anything like the following suffix, very useful actually, very useful. (Science student)

In future iterations of the workshop, less common technologies will be used for
exploration (i.e. robotics, augmented reality apps) to stretch students’ prior under-
standing of what digital skills encompass. To support students who do not have a
workshop such as this embedded in their units, there has been discussion of how
students could use the DSD framework to reflect on their autonomy with digital
technologies, so that they can identify their weaknesses and seek help in targeted
areas. This is where the skills self-assessment could become very valuable.
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15.8 Conclusion

In conclusion, in the Faculty of Education at Monash University, teaching degrees
require accreditation from national bodies that seek digital skills to be developed in
graduates (AITSL, 2017). It is expected that academics could use theDSD framework
to guide their curriculum to ensure that expectations of student digital literacy match
graduate ability. Where specialised digital tools are used, the DSD framework has
the potential to inform how much guidance students might require from educators to
become more independent using these tools. In our experience, the framework has
also helped underpin library–faculty collaboration to address the challenge ofmaking
explicit the ‘incremental development of digital skills and practices for collaborating,
learning, researching, working, and functioning in society’ (Torres et al., 2017). For
library teaching staff, the DSD framework signals a range of potential applications,
including but not limited to helping students understand where their digital skills lie
in comparison to the expectations of their assignment requirements.

Appendix

Skill statement No. of responses, ‘With a little
guidance from others’ and
‘With no guidance from
others’ (high confidence/
autonomy)
Week 1 (%)

No. of responses, ‘With a little
guidance from others’ and
‘With no guidance from
others’ (high confidence/
autonomy)
Week 7 (%)

1. I am able to identify my
purpose for using
technology

65 89

2. I am able to consider the
implications of my digital
practices (i.e. e-safety,
digital wellbeing, digital
profile and footprint)

65 83

3. I have the confidence to
explore the functionality of
a range of digital
technology

52 83

4. I am curious to explore how
digital tools can meet my
needs

59 75

5. I am able to choose the
appropriate digital
technology for my needs

76 81

(continued)
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(continued)

6. I am able to work out how
to use digital technology
unfamiliar to me

55 67.5

7. I have the ability to apply a
range of digital
options/tools to meet my
various needs

62 67.5

8. I know how to choose
digital technology informed
by criteria that matches my
requirements

58 81

9. I am able to reflect on my
learning to improve my
digital skills

70 75

10. I can adapt to a changing
digital environment

71 75

11. I am able to judge the
suitability of the
technology I use

73 81

12. I am able to transfer my
learning to new and
unfamiliar digital contexts

62 78

13. I can manage myself and
others in an online
environment

77 86

14. I can use digital tools and
strategies to organise and
manage myself and others

77 78

15. I can manage my online
identity and digital
footprint

73 78

16. I can customise digital
strategies and systems to
suit myself and my team

52 73

17. I know when to disconnect
from the digital
environment

74 59

18. I can use digital
technology to help me
draw conclusions

65 89

19. I can solve problems in a
digital environment

64 91

20. I have the confidence to
try new ways of analysing
information using digital
formats

59 78

(continued)
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(continued)

21. I am aware of visual,
sensory, kinaesthetic and
psychomotor digital
technologies for analysis,
i.e. augmented reality

53 70

22. I am able to participate in
online environments

84.5 91

23. I am able to share in
online environments

76 94.5

24. I can collaborate and
co-create with others in a
range of digital
environments

70 83

25. I am aware of e-protocols,
my e-safety, digital
wellbeing, profile and
footprint

59 86
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Chapter 16
Reinventing Placement Experience:
Research Skills for Work-Integrated
Learning in Public Health
and Rehabilitation Counselling

Rosanna Ripoli, Lindsay B. Carey, Susan Chong, and Caroline Ondracek

Abstract This case study describes an initiative to embed evidence-based prac-
tice research skills into a workplace learning alternative at La Trobe University.
Every year a cohort of undergraduate students in their final year of the Bachelor
of Health Sciences are required to undertake a practice-based or work-integrated
learning (WIL) placement. As part of this experience, academic teaching staff and
librarians collaborate to provide students with extensive research skills practice by
embedding an Advanced Research Library Skills (ARLS) training programme in the
WIL placement.

16.1 Introduction and Background

As part of a tertiary curriculum, work-integrated learning (WIL) provides students
with opportunities to ‘increase work readiness’ (Golding et al., 2019, p. 1). All Bach-
elor ofHealth Sciences (BHSc) studentswithin theDepartment of PublicHealth at La
TrobeUniversity (LaTrobe) undertakeWILopportunities as part of the ‘Participatory
Field Placement’ (PFP) subject during their final year of study. This subject requires
students to participate in a practice-based field placement which enables them to use
the knowledge and skills acquired throughout their course in the specialities of Public
Health, Health Promotion, Rehabilitation Counselling and Sports Counselling and
Athlete Welfare.

PFP is a self-sourced placement model whereby students are supported by
teaching staff to self-identify and obtain a placement in health-related human service
organisations and agencies. For a variety of reasons, however, some students are
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unable to self-obtain placements and these students are offered the opportunity to
participate in a unique initiative, the BHSc Participatory Field Placement Internship
Program (PFP-IP), an alternative to a self-sourced placement that enables students
to achieve the capstone work placement requirements of their degree.

The PFP-IP was initially trialled as an internship group cohort in 2010 by Dr
Lindsay Carey at La Trobe’s Palliative Care Unit and was further developed for
BHSc students in 2015. The PFP-IP is a work-based programme that includes
authentic professional research projects and progressive assessment. It runs through
and extends beyond a 12-week semester. Students in PFP-IP are required to undertake
the same assessments as those in the external placements. The assessments include
completion of 80–100 hours of internship experience, a reflective journal, a critical
continuous learning report and a research project report, which is subsequently made
available to the sponsoring industry/organisation either as a report or publication.

In line with the best practice, the PFP-IP includes information and guidance to
students with internship goals and expectations (Reding and O’Bryan 2013, p. 44).
Placements are a key learning experience that prepares students to become human
service practitioners and provides an opportunity to link knowledge, values, skills,
critical thinking and self-development (Cleak & Wilson, 2018, p. 3). Part of this
learning experience can include exposure to evidence-based knowledge, research
skills and theories as part of professional practice in human service programmes
(Cleak & Wilson, 2018, p. 4).

While the assessment for PFP-IP requires students to write a research report and
present their findings, in 2015, the subject-intended learning outcomes (SILOs) for
PFP-IP did not explicitly include research skills. However, students needed to build
advanced research skills to be successful in this placement subject and theworkplace.
In the authors’ discussions about the use of evidence-based practice (EBP) and its
importance in health professionals’ practice, we saw an opportunity for students to
revise and practice these skills in a setting such as an internship. Our conversations
led to the opportunity to collaboratively design the internship curriculum so that it not
only focused on students’ research skills but also reinvented the internship placement
experience.

Research skills and knowledge of EBP are essential skills for health care practi-
tioners, and we could see the importance of giving students opportunities to practise
these skills in a workplace setting. When thinking about how to embed research
skill development to reinvent the placement experience, we were also able to draw
on our previous experience of collaborating on an EBP research skills session for a
small group of undergraduate students undertaking an internship with the Australian
Defence Force (Carey et al., 2016). This session provided guidance on how to
source information for either literature or scoping review, how to use tools such
as the PICO mnemonic (population or clinical problem, intervention, comparison
and outcome) for concept mapping, database demonstrations and other relevant
information (Erickson et al., 2018, p. 16).
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16.2 Rationale

EBP requires health professionals to seek out the best available evidence to enable
them to make decisions about clients’ health or therapy, in the implementation of
health programmes, or in devising the most effective disease-prevention methodolo-
gies (Erickson et al., 2018, p. vii). It also promotes and encourages self-reflection
and an ‘attitude of enquiry’ (Erickson et al., 2018, p. vii). The importance of teaching
EBP cannot be underestimated as these skills develop enquiry, teamwork and they
connect theory and practice for students (Evenson, 2013, p. 298). Taking EBP skill
development from the classroom to a professional setting emphasises that EBP is
relevant to students’ future employment.

PFP-IP demands skills and practical outputs that lead students to develop skills
for future employment (Bobsaid et al., 2018, p. 5). Bobsaid et al. undertook a
scoping review of the literature to explore the advantages, disadvantages and poten-
tial outcomes for students that took on internships as an alternative to an external
placement (2018, p. 4). While an internal placement may not be considered equiv-
alent to an external work placement by employers, in their scoping review Bobsaid
et al. revealed that the literature demonstrates internships to be successful as these
enhance participating students’ technical skills as well as their professional and
personal development, in turn preparing them for future employment (Bobsaid et al.,
2018).

Students who undertake PFP-IP often write in groups. Working alongside peers,
academics or external stakeholders and professionals, provides students with an
opportunity to work together as a real workplace team. Students work with peers as
well as colleagues and academics that are more experienced. Students are required to
undertake a thorough and systematic search of the literature, locate the best evidence
in order to complete their response to the research question. Then they present their
findings and response to the research questions to their colleagues. This is an example
where the activities that students undertake serve as a means to improve the readiness
of potential graduates for their future employment activities (Bobsaid et al., 2018,
p. 5).

16.3 Approach

In designing how to embed research skills development in the PFP-IP in the most
coherent way, we developed the Advanced Research Library Skills (ARLS) training
programme (Table 16.1). The programme steps were designed to be embedded at
various points in the PFP-IP, starting with a compulsory workshop with a librarian
during the ‘Orientation Day’ that introduces students to the internship and their
projects. Learning outcomes in ARLS were taken from the Information Literacy
Matrix (ILM) in the Library Learning and Teaching Partnership Framework (LLTP
Framework; La Trobe University Library, 2019). The ARLS programme structured
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Table 16.1 Outline of the ARLS programme

Embedded programme
steps

Description of steps and student
activities

Intended learning outcomes (as
Articulated in the ILM)

Introduction • Introduce the objectives of the
workshop

• Link the programme to the
SILOs

• Revise key concepts to
students

• Evidence-based
practice—focusing on ‘Ask an
answerable practice-related
question’ (Erickson 2018,
p. 6) & ‘Acquire relevant
evidence to answer the
practice-related question
(Erickson 2018, p. 6)’

• Asks appropriate questions to
guide the enquiry

• Determines nature and extent
of information needed

Ask—Research question
Search—Strategies/search
techniques

• Revise the Qualitative or
Quantitative research
questions

- Best search strategy as
approach
- Use of background
information
- Familiarity of key terminology
- Key authors or researchers in
the field
• Revise the PICO protocol (see
Table 16.2)

• Use of an example clinical
question and demonstrated to
students using PICO

• Students then create a search
strategy in response to project
question

• Demonstrate Subject
heading/keyword searching
using Medical Subject
Headings (MeSH headings)

• Demonstrate citation
searching

• Defines criteria for evaluating
information from a critical
perspective

• Chooses advanced search
concepts (synonyms, etc.) to
describe a topic

• Devises complex search
strategies

• Modifies the search strategy
using synonyms, related terms
and appropriate commands
(e.g. Boolean operators) to
refine results to meet the
information need

(continued)

students’ activities around EBP key concepts, within a five-step process (Erickson
et al., 2018, p. 6; Hoffmann, 2013, p. 8). Some students were aware of this process if
they had completed other Health Sciences subjects, e.g. ‘Research and Evidence in
Practice’ in the first year or ‘Integrating Evidence into Practice’ in the second year.
Students participated in all steps, using either their own projects as search examples
or provided examples. Students were grouped into pairs and given projects briefs
which were created and sourced by academics. Projects were based on health issues
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Table 16.1 (continued)

Embedded programme
steps

Description of steps and student
activities

Intended learning outcomes (as
Articulated in the ILM)

Acquire—
Library Search explained
Grey Literature for
health—
Searching databases

• Demonstrate La Trobe
University Library’s search
tools via the website

• Discuss other forms of
reliable sources such as
newspaper reports,
government sites, statistics
etc.

• Demonstrate specific Health
databases—Medline (OVID)
& CINAHL (EBSCO) using
PICO map (Table 16.2) or
their own PICO map

• Students create an account
with key databases

• Independently identifies
sources appropriate to
discipline

• Uses multiple sources types
including primary sources

• Considers if other sources
should be used

Review of content Students participate in a review
quiz on the content covered
above (to test learning progress
with students)

Organising references • Overview of EndNote
• Demonstration of referencing
software Endnote

• Formats citation elements in
an appropriate bibliographic
style

• Use in-text citations or
footnotes appropriately

• Formats citations in any given
style as required

• Utilises a bibliographic
management system to
organise retrieval and access
of multiple reference (e.g.
Endnote)

and project scenarios were aligned with specific disciplines, i.e. public health, health
promotion, rehabilitation counselling or sports counselling and athlete welfare.

As part of rehearsing EBP, an example project scenario was used with all
students—‘For adults with Type II diabetes, is there evidence to support the bene-
fits of strength training?’. With this answerable question, the students could practise
how to utilise and break down the key concepts to search for the best evidence in the
literature before starting on their own project. To devise a search strategy, they used
the PICO mnemonic with the example project scenario (Table 16.2).

In Week 10 students presented their respective projects to their peers. This 15-
min presentation required the student to reflect on their internship experiences. The
intention was for this experience to provide ‘opportunities for students to gain confi-
dence speaking at public forums’ (Cleak &Wilson, 2018, p. 104)—another essential
workplace skill.
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Table 16.2 Example of PICO categories for literature searches

P—Population
or clinical
problem

I—Intervention
(this could be an
exposure, test,
prognos-tic
factor or
treatment)

C—Comparison
(what you think
the intervention
is better or worse
than, if relevant)

O—Outcome
(outcome of
interest for your
client)

Adults
‘type II
diabetes’
OR
‘type 2
diabetes’

AND ‘Strength
training’
OR
‘Resistance
training’
OR
‘Weight
programme*’

AND Not applicable AND Not applicable

16.4 Outcome

Because students worked with peers, academics and professionals in tier projects,
several of the student’s projects contributed to published studies (seeAppendix). This
was an invaluable outcome for students and an authentic experience of how research
and writing for publication are part of professional life for health professionals.
Students were required to utilise systematic EBP searching of the literature as part of
each project and contributed their expertise in the development of a literature review
to these publications (see Appendix).

The PFP-IP with ARLS embedded has been running for four years and we have
enjoyed a productive relationship during that time that has resulted in modelling the
collaborative writing and presenting that we want students to experience as part of
PFP-IP (Carey et al. 2018).

16.5 Rosanna’s Reflection

As a librarianwith expertise and knowledge in EBP education, I was in a unique place
to be able to contribute to students’ research skill development in PFP-IP. Boruff and
Harrison (2018) state that ‘Librarians are experts in such knowledge and skills…
and can be the model for future clinicians who will use such knowledge and skills in
practice’. Student success in terms of research skill development is evident in their
assessment outcomes. Added to this measure of success, upon completion of the
workshop each year I provide evaluation forms to the students for feedback on the
programme to inform continuous improvement the following year. Students usually
comment on the value of having a refresher of EBP, PICO, how to use databases,
such as MEDLINE, and referencing software—Endnote version X9. Some quotes
from students:



16 Reinventing Placement Experience: Research Skills … 235

• ‘Very good rehash on library search strategy. Good description ofMedline search,
easy to understand and follow. Great explanation of EndNote.’

• ‘Review & revising researching skills that had been learnt. Learning about
EndNote—unheard of to me. Revising truncation/wildcards.’

• ‘Maybe adding a quiz (Kahoot) to enforce what had been learnt and to add
excitement to the lesson.’

Most students found the delivery and pace of the programme to suit their learning
needs. For example, in 2018 in a cohort of 41 respondents, approximately 63 per
cent strongly agreed that the delivery was clear and 68 per cent strongly agreed that
the pace was right. The majority of students (approximately 70 per cent) indicated
that they thought the content was a valuable part of the subject. Approximately 66
per cent of students agreed that they felt confident to apply the concepts of what
they learnt to their studies. While students clearly found value in the programme
(as the majority of their feedback suggests), I find that the practical application of
concepts is not as consistent as I would have expected based on the learning outcomes
and learning activities of ARLS. I attended the final workshop presentations by
students, and I found it both rewarding and pleasing that many of them used PICO
and EBP concepts in a systematic way. However, there were some students who
didn’t appear to have used the skills taught in the ARLS workshop session at all.
Reflecting on this, improvements for the subject could be made across the three
modes of student engagement outlined in the LLTP Framework, i.e. learner–content
interaction, learner–teacher interaction and learner–learner interaction. First, in the
learner–content mode, I would like to add more self-help resources to the LMS for
students to use pre- and post-programme attendance, including open educational
resources such as the Research and Evidence in Practice ebook (Erickson et al.,
2018), additional examples of how to apply PICO to a research question in this
context, and a pre-task for completion before the students attend the programme.

Secondly, to improve learner–learner interaction, students could continue to create
a PICO map as a component of the programme, and I would like to incorporate a
peer-review activity, whereby students provide each other with feedback on their
PICO search strategies. Finally, to improve learner–teacher interaction, it would be
valuable to provide students with more class time for using the PICO mnemonic
tool, and more library staff available in this time to answer students’ questions and
to provide feedback. This is the time that students can use to get started with their
project, with support from librarians in the room.

There may be a range of reasons why some students didn’t appear to have used the
skills taught in the ARLS workshop in their final presentations and this needs to be
fully investigated by taking an evidence-based approach. In the short term, however,
I continued to periodically test the students’ knowledge and learnings through the
ARLS programme. Based on student suggestions I improved the ARLS by incorpo-
rating a short seven-question quiz using an online platform which I used previously
in other library sessions. I find this is a useful tool to test their learning against the
ILM as it is engaging and a competitive and fun game.
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16.6 Conclusion

Reinventing the placement experience through La Trobe’s PFP-IP has proven
successful. More recently, the internship programme has demonstrated its flexibility
duringCOVID-19 social restrictions and has been conducted as a ‘virtual’ field place-
ment while still achieving all the required learning outcomes. Embedding ARLS in
PFP-IP adds value to the internship experience for students and plays a pivotal role in
the development of key skills that students will need as health professionals. A key
element of the programme includes specific EBP and research skills that develop
enquiry, teamwork and make explicit to students the connection between theory
and practice. The LLTP Framework clearly outlines the importance of collabora-
tive relationships between subject coordinators and librarians to prepare students for
academic success and professional research activity. Collaboration has been crucial
in reinventing the placement experience for our public health students.

The value of adding the ARLS programme and its alignment with the internship
research strategywas clear to us and it has been a success. The combination of embed-
ding the EBP skill development and the research projects themselves has allowed
students to practise skills. Furthermore, this combination has enhanced students’
professional and personal development and their potential employability. The PFP-
IP subject also utilises an individualised learning approach, based on personal devel-
opment and self-awareness, while emphasising the development of the reflective
learning skills necessary in work settings and life-long learning. We are committed
to working together to continue to refine and improve the delivery of the ARLS
programme and align it to the internship activities, therefore contributing to students’
overall internship experience and their employability.
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Appendix: Examples of Student WIL Internship Projects
by Topic Area

Topic area WIL project Authors

Aboriginal/Indigenous Camel commercialisationa

This report is an exploratory
scoping literature review
prepared for the National
Indigenous Australians Agency
(NIAA Goldfields Esperance
Region) by undergraduate La
Trobe University health science
students

Hanslow-Sells et al., (2019)

Defence force Moral injury c#
This scoping review considers
the role of chaplains with regard
to ‘moral injury’

Carey et al., (2016)
Hodgson and Carey (2017)

Educational framework Response to intervention a

This scoping review identified
and synthesised evidence
regarding the effectiveness of
the “Response to Intervention”
(RTI) model within Australian
schools

Misso, et al. (2020)

Global citizenship Global Citizenship—Cultural,
Religious and Spiritual
Dynamics a #
This paper seeks to provide an
exploration of the interplay
between global citizenship,
culture, religion and spirituality

Millar, Ly, McLaren et al. (2020)

Hospital services CALD patientsa

The purpose of this paper is to (i)
consider international literature
with regard to culturally and
linguistically diverse (CALD)
patients and their length of stay
(LOS) and/or unplanned
readmissions to healthcare; and
(ii) consider a hospital case
study of CALD data and factors
that might affect LOS and/or
readmissions for CALD patients

Millar et al., (2016)

(continued)
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(continued)

Topic area WIL project Authors

Occupational ergonomics Ergonomics & Spiritual Careb

This chapter explores the
relationship between meaningful
work and health, well-being and
job performance, and how
spirituality in its varied
expressions may be used to
enrich the experience of
contemporary workplaces

Stuckey and Brown, (2018)

Otolaryngology Saliva hypernatriuma

This scoping review explores the
available peer-reviewed
literature, medical/health
information management
records, case studies, expert
opinions in the field of
otolaryngology, and other
relevant resources relating to the
condition of idiopathic persistent
and excessive salty tasting saliva

Danskin et al., (2019)

Palliative care Death anxietya

This exploratory literature
scoping review investigates the
health issues surrounding ‘death
anxiety’ and considers whether
risky behaviour of young adults
is a direct consequence of death
anxiety particularly with respect
to their ‘gender’

Chahda et al., (2018)

Pharmacy Pharmacy & Holistic Carea

The purpose of this research is
to explore pharmacy and the role
of pharmacists with regard to
holistic care within clinical
settings and pharmacy
curriculum

Delic et al., 2018

Primary education Language and literacya

The purpose of this review is to
explore current evidence for the
‘pull-out’ compared to the
‘push-in’ methods of language
intervention for improving
academic and social outcomes
for children and adolescence
with disabilities and/or learning
difficulties

Carey-Sargeant et al., (2017)

(continued)
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(continued)

Topic area WIL project Authors

Prosthetics & orthotics Prosthetics, orthotics & spiritual
careb

This project considers the
literature regarding a
holistic-care approach in
rehabilitation, with a particular
focus on the use of spiritual care
in prosthetic and orthotics

Carey et al., (2017)
Fisher et al., (2018)

Rehabilitation counselling Rehabilitation & holistic carea#
The purpose of this scoping
review is to explore the literature
regarding holistic care in
rehabilitation case management
settings

Birch et al., (2018)

Speech pathology Telehealtha

The utilisation of telehealth
services in speech-language
pathology is increasing and
becoming more accessible to
individuals. This review aims to
explore the effects of telehealth
on speech-language pathology
outcomes

Krikheli et al., (2017)

Tertiary education Internshipsa#
This review explores the
literature relating to the
advantages, disadvantages and
potential outcomes in students
partaking in an internship
program, as an alternative to
securing an external field
placement

Bobsaid et al., (2018)

Note Published as: areport; bbook chapter; crefereed article; utilised for secondary publication #
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Chapter 17
Broadening Students’ Employability
Horizons: A Korean Studies Library
Internship Program

Anita Dewi, Jung-Sim Kim, and Andrew David Jackson

Abstract To enhance the employability skills of Korean Studies students ofMonash
University’s Faculty of Arts, a Library Internship Programwas developed as a collab-
oration between the Faculty of Arts’ Korean Studies Program andMonashUniversity
Library. This chapter presents a critical reflection on the implementation of theWork
Skill Development (WSD) framework in the internship from the perspectives of the
host supervisors, the academic convenor of Korean Studies and the student interns.
We address the internship against the WSD framework to provide a comprehensive
understanding of how it facilitated the implementation and enabled the success of
this program.

17.1 Introduction

The Korean Studies Library Internship Program was established to enhance the
employability skills of students undertaking a major, minor or diploma in Korean
Studies. A key aspect of the initiative was to broaden students’ horizons so that they
did not limit their career potential to traditional sectors and employment markets
after completing a Korean Studies major, minor or diploma. The program itself is
a unique collaboration between Monash University Library (MUL) and the Korean
Studies Program of the Faculty of Arts at Monash University (the faculty). This is
in addition to the pre-existing and long-standing collaborative relationship between
the faculty and MUL through academic and research skills development programs
and initiatives as well as research support provided for Korean Studies academics by
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Subject Librarian for Korean Studies and Learning Skills Adviser for Asian Studies
and languages.

The collaborative initiative we describe was initially presented as part of a high-
profile 5-year project funded by the Academy of Korean Studies (AKS) that the
Korean Studies Program secured for 5 consecutive years, commencing in 2017. The
project itself has a number of aims, which include supporting high-level research
on Korea and related areas, increasing student numbers at graduate and undergrad-
uate levels, improving the learning experience and employability of Monash Korean
Studies students and fostering greater interest in Korean Studies at Monash and more
broadly across the Melbourne area. The main driver behind our collaboration relates
to the aim noted above seeking to improve the learning experience and employability
skills of students undertaking Korean Studies at Monash University.

Following the decision to proceed with the Library Internship Program, a number
of steps needed to be taken as part of the recruitment process. First, we developed a
position description (see Appendix A in this chapter) and interview questions (see
Appendix B, also in this chapter) together with the relevant MUL team, consisting
of the Library Manager from the Sir Louis Matheson Library, the Learning Skills
Adviser for Asian Studies and languages and the Subject Librarian for Korean
Studies. This was used as the internship advertisement that was placed via the
university Work Integrated Learning (WIL) platform. This position description was
very specific and included special criteria stating the requirement of Korean Studies
knowledge and Korean language skills. After intensive discussions with the faculty
WIL coordinator, we agreed to establish the internship as a six-credit-point unit for
students undertaking a major, minor or diploma in Korean Studies. During each
internship period, the Learning Skills Adviser for Asian Studies and languages and
the Subject Librarian for Korean Studies were designated as host supervisors for the
student interns. Upon completing the internship, students would be eligible to count
these points towards their completion of a Korean Studies major.

In the planning, design and implementation stages of this internship, we used
the Work Skill Development (WSD) framework (Bandaranaike, S., Willison, J. &
Monash University Library; 2019) as a basis for our ideas. To provide a logical
explanation for how the WSD framework facilitates the internship program, we
present this chapter in sections of rationale, method, outcomes and reflections.

17.2 The Application of the WSD Framework
to the Internship Program

We used the WSD framework for the Korean Studies Library Internship Program.
While a number of frameworks are targeted for WIL (D’Angelo, 2012; Hall-Ellis &
Grealy, 2013), theWSD framework was specifically developed to assess how interns
performed in a WIL setting. The decision to incorporate the WSD framework in the
conceptualisation, planning, implementation and evaluation of the internship was
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based on the consideration of relevant work skills that students needed to acquire
as well as the level of independence or autonomy that students experience during
their internships in relation to these skills. In addition, the success of the WSD as a
learning and teaching model applied in other contexts of Work Integrated Learning
(WIL) (Bandaranaike, 2018) augured well to apply the WSD to inform our intern-
ship. As Bandaranaike andWillison state, theWSD acts as ‘an innovative conceptual
tool which integrates key employability skills and graduate attributes into WIL’ (29
September–1 October 2010, p. 1). In the context of Monash University, the intern-
ship is also in line with the strategic institutional agenda, which sets out to prepare
graduates to enter the job market with high-level vocational skills. In particular, the
internship fulfils the ‘incorporating rich experiences’ aspect of Monash University’s
Focus Education Agenda (Monash University, 2018, pp. 10–11).

The WSD framework proved to be contextually adaptable and suitable for the
Korean Studies Library Internship Program. The WSD also offered the means to
not only describe what professional skills for the workplace entail to interns and
educators alike but to also show how these skills can be developed over time to
increased levels of independence. Furthermore, theWSD framework provided a way
to guide the approach for ‘a purposefully and collaboratively designed WIL skills
curricula for effective engagement in workplace settings and for future employment’
(Torres et al., 2014, p. 2). Of particular relevance to the internship initiative, is theway
inwhich theWSD framework ‘brings together learner outcomes—the knowledge and
skills gained from undergraduate studies, consolidates graduate attribute outcomes,
and articulates the skills and knowledge required to operate in public and private
enterprise’ (Bandaranaike & Willison, 2010).

The WSD framework was, therefore, applied as a way to chart and monitor
the interns work skills by identifying where the interns were positioned along the
autonomy continuum on commencement of the internship and then evaluating how
each intern developed each of the skills in theWSD framework’s ‘Work Skill Facets’
by the end of the internship experience.

17.3 Planning, Designing and Implementing the Internship

A number of people were actively involved and committed to the planning, design
and implementation of this internship. These people included theConvenor ofKorean
Studies; the Subject Librarian for Korean Studies; and the Learning Skills Adviser
for Asian Studies and languages; as well as one ofMonash University Library branch
managers where MUL’s Korean Collection is held. The Convenor of Korean Studies
was instrumental in setting up the internship and budgeting costs from the Academy
of Korean Studies (AKS) project grant to support the library’s involvement in the
internship. He also helpedmarket the internship position to the students and theAKS.
The Subject Librarian for Korean Studies, the Library Manager and the Learning
Skills Adviser for Asian Studies and languages were instrumental in developing the
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position description, the host institution recruitment process and the host supervision
during the Library Internship periods.

As mentioned earlier, the development of a position description was required
prior to advertising the internship. After being widely advertised through appropriate
Monash University WIL channels, the next step was for interested students to under-
take the university WIL recruitment process. As part of this process, students were
asked to apply for the internship opportunity by responding to the position descrip-
tion (see Appendix A in this chapter). This involved submitting a video recording of
them answering a number of questions to determine what motivated them to apply
for the internship. Candidates who successfully completed this stage of the univer-
sity’s WIL recruitment process were then shortlisted to undergo a second round of
interviews with MUL host supervisors and the Convenor of Korean Studies. Each
interview lasted 30–45min duringwhich time candidateswere asked questions based
on the internship position description (see Appendix B in this chapter).

Having passed the recruitment process, two successful students came on board
and joined the Korean Studies Library Internship Program in the second semester
of 2018. The interns worked one day per week with the Korean Collection at the
library and also became part of the Research and Learning team in the library. They
were allocated desks in an open-plan office alongside subject librarians, librarians,
learning skills advisers and the library’s information officer. With the success of
the first round of recruitment, a second round was undertaken during the winter
semester break of 2019, from which one student successfully undertook an intensive
3-day-a-week internship for a period of 4 weeks.

It must be noted here that the Korean Studies interns were not Librarianship
placement students, as frequently hosted by MUL, and therefore, had no knowledge
of library practices and roles. The interns all shared knowledge of Koreans studies,
but their disciplinary backgrounds were diverse. For example, one of the two Korean
Studies interns in the second semester of 2018 was undertaking a double degree in
Business and Arts, and majoring in Korean for Arts and Marketing for Business.
The other intern was taking a double degree in Commerce and Arts, majoring in
Finance and Journalism with a minor in Korean. The intern from the second round
in the 2019 winter semester was an undergraduate Arts student majoring in Korean
Studies. Although the interns had not previously studied Librarianship, the intention
ofworking in the librarywas for the interns to bring their knowledge ofKorean studies
to the fore in a range of tasks that supported the work of specialist librarians from the
Asian Studies Collection. In this way interns experienced how their Korean language
and knowledge skills transferred to a library context. For example, in both internship
periods, the students’ taskswere to improve the itemdescriptions ofKorean collection
records, so that Korean language library resources could be searched more easily by
students. To undertake these tasks, the interns applied their Korean language skills
and Korean studies knowledge.

The interns worked alongside their library colleagues as valued team members.
Theywere providedwith their ownworkstations, encouraged tomake active contribu-
tions to workplacemeetings andmet weekly with their supervisors, as it is customary
for library staff to do. In this way, they could discuss any work-related matters
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including how their internships and associated assessment tasks were progressing.
The interns also participated in a Korean Studies conference and seminars hosted by
the library in collaboration with the Faculty of Arts, Korean Studies Program. Facili-
tated byproject funding, our internswere also given the opportunity to attend a profes-
sional development training session. This provided interns with a more authentic
experience of a professional workplace as library employees are also required to
attend professional development training sessions. In this way, the interns demon-
strated a high level of autonomy and independence in how they contributed to and
participated in library activities related to their roles.

This is a significant point of difference between the Internship Program we
describe and internships from other industries (Daniel &Daniel, 2013; Jackson et al.,
2017; Junqueira & Matoti, 2013; Sonnenschein et al., 2019). As the host supervi-
sors in our Internship Program are educators working in an educational context, the
emphasis of our Program is to provide a learning opportunity for student interns and
to experience how Korean language and knowledge skills can be valued and applied
in an educational workplace setting.

In the planning, design and implementation of the Internship Program, the WSD
framework was applied across all stages of the initiative, from recruitment to the
final debriefing session at the end of the program. Host supervisors undertook very
careful planning that considered the WSD’s work skills (vertical axis) in relation to
autonomy descriptors (horizontal axis). At the beginning of the Internship Program,
for example, we used the WSD framework to identify that the interns would require
ScaffoldedDirection from library supervisors in relation to thework skills theywould
be performing in their internship roles.

17.4 Outcomes

On completion of the Internship Program, we undertook semi-structured interviews
with the students who had participated to determine the strengths of the program and
how future programs could be improved.Wealso gathereddetailed opinions, different
perspectives, viewpoints and reflections of host supervisors and the Convenor of
Korean Studies who were involved in developing and coordinating the Internship
Program.

The key objective for those of us involved in establishing this program has always
been to provide a real-life professional experience to our student interns. It became
clear from interpreting the interview data gathered on completion of the intern-
ship and in considering our reflections as host supervisors that the application of the
WSD framework to the internship experience resulted in both positive and surprising
outcomes. On the commencement of the internship, for example, we expected that
the interns would require Scaffolded Direction from host supervisors across all Work
Skill Facets in the WSD framework. This concurred for three of the facets, namely,
Resourceful and Informed, Planning and Management and Critical Reasoning and
Problem Solving. However, what was surprising was that the interns demonstrated
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that their skill levels exceeded the initial Scaffolded benchmark identified by their
supervisors on commencement of the Internship Program for Initiative and Goal-
oriented, Learning and Reflecting and Communication and Teamwork. The interns’
ability to conduct themselves with greater independence than initially anticipated
was clearly apparent from the way they completed their work during the intern-
ship. Furthermore, the assessment tasks that were part of the internship unit clearly
demonstrated their ability to perform tasks that align with Open-Ended autonomy.
Therefore, the WSD framework was instrumental in assisting host supervisors to
identify a mismatch in how much perceived guidance the interns required from
supervisors on commencement of the program, as in fact, students had the ability to
perform with greater self-reliance in relation to certain skills than initially expected
(Fig. 17.1).

From the interns’ point of view, it was clear that the internship met the students’
expectations by providing a positive real-life experience in the workplace. Dylan
(pseudonym, Intern 1) suggested that the reasons they applied for the internship
were to ‘experience new things, especially [if they are] Korean related [and] have
experience in a workplace’. Likewise, Bailey (pseudonym, Intern 2) suggested, ‘it’s
convenient for me, because it’s at uni[versity] and working with Korean uni staff as

Fig. 17.1 Initial target vs actual skills of students in the internship program. Work Skill Devel-
opment (WSD) framework (Bandaranaike, S., Willison, J. & Monash University Library; 2019).
Reproduced with permission
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well. It was like a network of opportunity. We got to attend conference[s] and that
kind of thing, it was very interesting. So, I thought it was a good opportunity’. In line
with our expectations, Dylan and Bailey also mentioned the following when asked
about what they had learned from the internship:

Dylan:mainly communication in a professional environment, because I’ve never really been
in that kind of situation. I’ve done part-time work in a restaurant, but it’s not really like…-
working with teams, perhaps…and getting to know collaboration. Working with different
departments in a professional manner.

Bailey: When I knew it was a Library Internship, I guessed that I would be learning about
the Library in itself. What I really did was learn about the different divisions within the uni
as well, about what the research and learning staff do…I was also able to pair that up with
Korean Studies, which I think is a very interesting opportunity, because not many people
would be able to study Korean or language, and then think that they would be able to go
through the language course and do a sort of internship in between, like a different field other
than teaching or something like that.

The students above clearly displayedwork skills relating to the Initiative andGoal-
oriented facet at Open-ended autonomy. We realised this during the first meeting
with the interns, which surprised us as we expected students to be at the Scaffolded
autonomy level for this facet. In fact, they needed no guidance in setting up goals.

Upon exploring the more practical aspects of the internship, it became clear
through our conversation with both Dylan and Bailey that our expectations in terms
of students’ autonomy for the Planning and Management facet were in alignment.
We all identified that this skill range lay in the Scaffolded area of student autonomy.
In their reflection on the induction during the initial meeting, both Dylan and Bailey
appreciated the guidance they were given towards Planning and Managing, as
indicated in their comments below.

Dylan: Getting to know what each person’s role is, I think that’s quite helpful...We also had
a timeline on what we had to do during the day. I think that was pretty helpful, so we know
what’s going on. When we’re starting and what’s next…so we can get prepared.

Bailey: We got to know more about them [Library staff], as well as their roles. I thought it
was really good. I think it’s useful to have an initial meeting, because it gives you an idea
where to go.

Similarly, the one-to-one catch-up meetings between host supervisors and student
interns highlighted the importance of these meetings for developing students’ skills
related toCritical Reasoning andProblemSolving. The level of guidance provided by
the supervisor demonstrated a Scaffolded level of autonomy.We felt that the catch-up
meetings allowed us to understand the interns’ situations better, and at times helped
us to guide them in solving problems. Both interns also interpreted the catch-ups in
a similar way, as suggested in their responses below.

Dylan: These meetings are good for recording what you’ve been doing. If you’re doing
something wrong, your supervisors can talk about it and if there is any confusion, students
can also ask about it. We can solve any problem that we might have.

Bailey: It was very good to have the monthly catch-ups, because it gave us, the interns, time
to talk about our own opinions of the experience, whether it would be the work or maybe
just insights as well, like when I went to the meeting that we had last time. I think we also
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talked about the assignments that we had for the internship unit that we did for the academic
credit. That was good too, because you would feel that you’d have support and backing there
when you needed it.

We also found that Scaffolded guidance provided by the supervisors did alignwith
the student requirements for being Resourceful and Informed. The subject librarian
prepared a clear guidance program for the interns to find library records with or
without Korean characters, then type Korean characters in the spreadsheet to order
the data. The guidancewas understood and appreciated by the interns, as they thought
they would not be able to learn it otherwise. They commented:

Dylan:Weneed to type inKorean…Sometimesweneeded to identify the books in theRoman
alphabet. I never learned Romanisation before the internship, but I guess by knowing Korean
characters, but sometimes when you collect books you could read the titles and authors’
names in case you collect the wrong books.

Bailey: You need to have a good foundation in at least basic Korean in order to understand
how to input the sort of things you’re looking for, so like author, publisher, year, that kind of
thing. And after a fewweeks we got more confident with the process, and you can always ask
questions as well. I think you did need to have Korean language skills to be able to follow
the internship.

Finally, on completion of the internship, both student interns demonstrated an
Open-ended level of autonomy in the way they carried out their roles. They showed
that they understood sophisticated concepts such as collaboration. For example,
they were perceptive to the needs of colleagues at the library’s Research and
Learning Point, where student consultations take place. Within the diverse team,
they approached colleagues and were sensitive to picking up collaborative work
concepts that were in line with their roles. Bailey, for example, independently took
the initiative to organise students who required consultations at the research and
learning point, to help make the task of skills advisers and librarians more manage-
able. In terms of Learning and Reflecting, an elaborative reflection was expressed by
Bailey as follows:

These days it’s very hard to get a job…it is a Korean Studies internship, so you have to
use your Korean, so it does improve your employability, knowing that you’ve been in a
workplace where you have to use your language skills, and I guess somehow improve them
from that point on. I believe the process develops employability skills, because you learn
teamwork…looking around the office, you see the hard work, the responsibility…that you
have to have every day when you go on to your career.

17.5 Academic Convenors and Host Supervisors’
Reflection on the Initiative

Reflecting on the experience, we concluded that the internship represents an excellent
initiative. It is beneficial and highly valuable, both for the student interns and the host
institution. One thing that we learned from the experience and would want to change
in practice relates to the supervisory load on the host supervisors. For the future,
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we need to reconsider how manageable and sustainable the supervision is in making
decisions about the number of interns and the frequency of hosting them.

The WSD framework has been very valuable for us in planning, implementing
and reflecting on the Internship Program. We have been able to use it as a way to
chart and monitor the interns’ work skills by identifying where the interns were
positioned along the autonomy continuum on commencement of the internship and
then evaluating how each intern’s work skills had progressed on completion of the
internship experience. This information will help us to plan how we align our skill
and autonomy expectations for future internship programs.

Overall, we can conclude that the internship scheme could be applicable to other
library contexts, perhaps with contextual and situational adjustments according to
the types of work done in different settings.We also strongly recommend that Library
Internship Programs be conducted elsewhere, both in academic and public Galleries,
Libraries, Archives and Museums (GLAM) sectors. Our experience strongly advo-
cates applying the WSD framework to such initiatives for the benefits the tool
provides inmakingwork skills and their development visible and overt to all involved.
The significance of theWSD framework, therefore, lies in guiding skill development
programs aiming to broaden university student horizons for employability and life
after university.
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Appendix 1

Position Description.

Position Description

Company Monash University Library

Main contact Name: xxx xxx
Email: xxx.xxx@monash.edu
Phone: xxxx xxxx
Position: xxx

Intern supervisor
If different to main contact

Name: xxx xxx
Email: xxx.xxx@monash.edu
Phone: xxxx xxxx
Position: xxx

(continued)
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(continued)

Position Description

Company Monash University Library

Company address Monash University Library, 44 Exhibition
Walk, Clayton, VIC 3800

Brief description of the company Monash University Library is one of
Australia’s leading academic libraries with a
long-standing reputation for a comprehensive
collection, technological innovation and
professional excellence. We strengthen the
University by providing outstanding scholarly
resources and research and learning
environments and through leadership in
research skills development, scholarly
communication and use of technology. For
more on the work we do, please visit our
website

Internship title Library internship
Focus area: Korean Studies

Number of intern/s required: 1–2/semester

Recommended Disciplines:
If there is a preference for students from some
disciplines

Korean Language / Korean Studies

Undergraduate/Graduate
If there is a preference for level of study

Undergraduate

(continued)
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(continued)

Position Description

Company Monash University Library

Key tasks
Pick a few tasks from the suggested list that are
relevant to the internship and delete the rest
Add comments next to task if required, and/or
add your own additional tasks

General: Interns may undertake several of the
following key tasks:
Contribute to publications, i.e. blogs,
newsletters
Event planning, support and delivery
Community/stakeholder engagement
Create digital and social media content
Data management
Campaign support
Video and audio
Developing or evaluating resources e.g. for
clients, events, websites
Program support in culturally diverse
communities
Specific:
Intern requires Korean language competence,
to be involved in Korean collection
development and management under the
supervision of Korean Studies Subject
Librarian. Rather than strictly working on
project(s), the intern will be working on
different activities including, but not limited
to, the following:
• finding items as well as updating and
adding descriptions in the catalogue using
Korean characters

• checking library records
• reviewing current online learning objects
• Intake winter (June to July): supporting the
21st Biennial Meeting of the International
Circle of Korean Linguistics (ICKL21) held
at Monash University, 10–12 July 2019

• Intake second semester project: Research in
Australia on Korean Studies resources

Key skills
Pick a few key skills from the suggested list that
are relevant to the internship and delete the rest
Add comments and/or additional skills if
required

General:
Planning, organisation and time management
skills
Interpersonal and intercultural skills
Analytical and problem-solving skills
Oral and written communication skills
Comfortable using a range of technologies
Ability to work in a team
Specific:
Korean language competence

(continued)
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(continued)

Position Description

Company Monash University Library

Key attributes
Pick a few key attributes from the suggested list
that are relevant to the internship and delete the
rest
Add comments if required

Team player
Shows initiative
Works independently (without requiring close
supervision)
Accountable, punctual and reliable
Curious
Creative
Analytical thinker
Adaptability

Intake and length
(if known)
i.e. Semester 1 (February)
Winter (June to July)
Semester 2 (July)
Summer A (November)
Summer B (January)

Intake/or start and end date:
Winter (June to July)
Duration and days: 6 CP internship, equivalent
to 4 full days or 29.4 h per week during winter
break (4 weeks; June to July)
Work schedule to be negotiated with the intern
supervisor

Appendix 2

Student intern interview questions:

1. Please tell us about yourself.
2. When did you do the internship in the library?
3. Why did you apply for the internship?
4. What did you want to learn from the internship?What experience did you want

to gain?
5. Prior to being accepted to do your internship in the library, you went through

a few steps that were similar to a professional recruitment process, including
submitting an application form and attending an interview. What do you think
about this process?

6. As you know, at the beginning of the internship period, we had an initial
meeting with student interns and host supervisors attending. What do you
think about this initial meeting? Was it useful? Why or why not?

7. During the internship period, we organised regular catch-ups between us. How
do you find these catch-ups? Were they useful? Why or why not?

8. As part of your internship, we identified training that we thought would suit
your professional development needs. Which training did you attend? Did you
find it useful? Why or why not?

9. At the end of your internship, we had a debrief meeting. What do you think
about the debrief meeting? Was it useful? Why or why not?

10. What Korean language/studies unit have you taken or are you taking?
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11. Do you think your background knowledge/skill in Korean language/studies
helped you in doing the internship? Why or why not?

12. Do you have any other comments or feedback?
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Chapter 18
From Placement to Workplace:
Developing Work-Ready Students

Paula Todd, Nasi Khoshsabk, Lynette Torres, and Annette Peart

Abstract AtMonashUniversity, there is a growing focus on developing work-ready
students, particularly in professionally accredited degrees. In Occupational Therapy
(OT), a fourth-year Honours unit, ‘Transition to Practice’ addresses work skills in a
number ofways.Anopportunitywas identifiedbyMonashUniversityLibrary (MUL)
to extend its long-standing relationship with OT for enabling students’ research and
learning skill development within the curriculum to also enhance students’ skills
for work readiness. We describe a library–faculty initiative to pilot the Work Skill
Development (WSD) framework in a workshop designed to support students’ work
readiness prior to their final 9-week clinical placement. The WSD framework was
effectively applied to unpack the OT Competency Standards, inform a pre- and
post-work skills student self-assessment questionnaire, workshop activities and the
pedagogical approach taken. Findings suggest that the application of theWSD frame-
work assisted in determining students’ skill gains from OT coursework and student
preparedness for final placement. Findings also suggest this OT unit could inform
further studies regarding the application of theWSD framework in other professional
placement courses.
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18.1 Background and Context

Occupational therapy (OT) is a client-centred health profession concerned with
promoting health and well-being through occupation, enabling people to partici-
pate in the everyday activities they might want, need, or are expected to do (World
Federation of Occupational Therapists, 2012). The transition from student to clin-
ician involves learning the professional behaviours required for safe and ethical
practice, then contextualising these to the workplace (Occupational Therapy Board
of Australia, 2018). Juggling competing demands, dealing with staff conflict, and
a lack of role clarity are challenges faced by new graduate occupational therapists.
In addition, students require a wide range of skills to enter a world of work encom-
passing change, complexity and a multi-layered environment (Fortune et al., 2013).
Emerging work-related skills and knowledge are required to adequately prepare
students for the transition into practice.

The Bachelor of Occupational Therapy (Honours) at Monash University
(Australia) is an internationally recognised course comprising themed studies in
knowledge on occupation and health, therapeutic interventions, and research in prac-
tice, which come together in professional practice placements. The professional
placement unit ‘Transition to Practice’ is part of the OT (Honours) coursework and
offers students a 9-week placement in a clinical setting.

Monash University Library (MUL) delivers programs within the curriculum that
contribute to the development of students’ research and learning skills (Smith, 2011).
Specialist subject librarians and learning skills advisers work collaboratively in
discipline-specific teams and partner with faculty academics to enable students’
research and learning skill development (Torres & Jansen, 2016). At a time when
workplace learning is seen as a transformative pedagogy and an essential part of a
university student’s experience (Morley, 2018), MUL saw an opportunity to respond
by connecting research and learning skills to the employability skills agenda.
Connecting the library’s skill development programs to employability optimises
students’ work skill development in the placement experience and positions the
library as an active contributor to graduate employability outcomes. To facilitate
understanding of how research and learning skills seamlessly transfer to and can be
described as employability skills,MUL adopted theWork Skill Development (WSD)
framework (Bandaranaike, Willison & Monash University Library, 2019) to guide
the library’s teaching practice in this skill area (Torres et al., 2014).

Achance conversationbetweenMULstaff, and theOTacademicwho later became
involved in this initiative, discussed upcoming preparations for students undertaking
the ‘Transition to Practice’ fourth-year unit. The WSD framework was brought into
the conversation by library staff. It was explained that, the WSD framework has
shown to support students prior to, during and post-placement by helping them to
clarify which work skills they have as well as which work skills might require more
attention (Bandaranaike, 2018). As such, we took the opportunity to offer a workshop
informed by the WSD framework for students undertaking this final placement unit
and encouraged the academic staff member to join the WSD workshop design team
so that the workshop could be co-developed as a library-faculty collaboration. This
partnership approach also ensured that the content and activities of the workshop
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would connect meaningfully to the OT context and meet the learning needs of this
cohort.

18.2 The Work Skill Development (WSD) Framework

The WSD framework is a conceptual model describing employability skills (see
Chap. 2, Fig. 2.2). The WSD was designed to overcome Work Integrated Learning
(WIL) assessment challenges, including reflecting employer objectives as well as
university learning outcomes in a singlemeasure (Bandaranaike andWillison, 2010).
Bandaranaike (2018) identifies that employability frameworks to date tend to be one
dimensional by listing work skill competencies (Department of Industry, Innova-
tion, Climate Change, Science, Research and Tertiary Education & Department of
Education, Employment and Work Relations [DEEWR], 2013; Australian Qualifi-
cations Framework Council, 2013). While some frameworks focus on the need for
critical reflection in employability (Harvey, 2001; van Woerkom et al., 2002), the
WSD framework expands on this notion by offering:

A two-dimensional conceptual framework that incorporates both generic work skills and
student autonomy to capture the connection between critical self-reflection and teaching and
learning in the quest for employability (Bandaranaike, 2018, p. 3).

The WSD is supported by empirical studies and a long history of application in
various WIL and clinical contexts (Bandaranaike andWillison, 2010; Bandaranaike,
2018; Bandaranaike & Kimmerly, 2014). Stated objectives of the WSD framework
include the following:

• Enhance student learning outcomes from the reflective use and understanding of
the WSD concepts.

• Bridge the gap between theoretical learning at universities that of practical skills
required in the workplace.

• Use assessment outcomes fromWSD to evaluate students’ experiences and inform
curriculum change and improve WIL outcomes (Bandaranaike 2010, p. 3).

The structure of the WSD framework is a single page grid made up of a vertical
and horizontal axis. The vertical axis acknowledges the Work Skill Facets, which
capture sets of cognitive and affective skills (Bandaranaike and Willison, 2014) as
well as cultural competency skills and attributes required for workplace settings. The
horizontal axis of the framework explains howwork skills can be developed progres-
sively across a learning continuum, known as the Scope for Student Autonomy. This
learning continuum is sophisticated, nuanced and captures a developmental view
of learning. It guides educators in how to move students from Prescribed learning
approaches requiring close instruction from the supervisor or educator, toUnbounded
autonomy where students can perform skills independently and unsupervised. It
is important to note that taking a developmental view of learning the Scope for
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Student Autonomy in theWSD framework enables and supports important principles
fundamental to teaching practice (Hilsdon, 2011).

Importantly, theWSD framework can be contextualised to capture the broad range
of sophisticated skills required for clinical placement including cognitive, interper-
sonal and emotional skills for work readiness (Bandaranaike et al., 2015). These soft
skills are considered paramount for transition to clinical practice, interacting with
both clients and interdisciplinary teams in clinical settings (Adamson et al., 1998;
Morgan, 2017). As such, theWSD framework was considered a suitable construct to
underpin a workshop designed to explicate work skills and support students in their
final OT placement experience. This collaborative opportunity to design and deliver
a WSD workshop with OT academics also presented the appropriate circumstances
in which to evaluate the effectiveness of theWSD framework-stated objectives listed
earlier.

18.3 Establishing Collaboration and Workshop Aims

Our workshop design meetings opened important and insightful conversations
between library staff and academics about employability skills, pedagogy, and
teaching practice. These meetings were fundamental for discussing workshop aims
and how the guiding principles of the WSD could inform our design approach. This
was the first time the WSD framework had been applied to the OT context, giving
our collaborative pilot novel significance.

The OT academic acknowledged the important role of the Australian Occupa-
tional Therapy Competency Standards (Occupational Therapy Board of Australia,
2018) in guiding curriculum content. However, the skills within these outcomes
statements needed to be first identified then rearticulated for a learning context. The
academic also spoke about the challenge of determining if students are cognisant of
the non-clinical work-related skills they develop through their OT coursework and
whether they can articulate work skills gained from clinical placement experiences.
It was also difficult to ascertain from an educator’s perspective how autonomously
students can perform skills as well as their awareness of how much self-reliance
might be required in given situations in using these skills to the appropriate level of
independence in a clinical setting.

These identified challenges provided an opportunity to explore the applicability of
the WSD framework to this OT learning context. Jorre de St Jorre and Oliver (2017)
stress the importance of making employability skills explicit in the curriculum as
students may not actively pursue knowledge to meet employer expectations. As
such, the WSD workshop aimed to provide an opportunity for students to reflect
on their work skills, find a language for them, and connect the skills gained from
theoretical learning in coursework to those used in clinical placement.

The stated learning aims of the workshop were:

• explore work skills and learner autonomy for placement;
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• develop an appreciation of skills associated with emotional work-readiness; and
• identify skills gained from previous placements for your learning contract.

The sections that follow describe the workshop design, incorporating the
fundamental pedagogical underpinnings of the WSD framework.

18.4 The WSD Framework: Providing Pedagogical
Guidance

According to Bandaranaike and Willison (2017), ‘the primary focus of the WSD
is in teaching and learning work skills through reflective practice and identifying
employability pathways’ (p. 1). Therefore, the relevance of theWSD to this initiative
was in the potential it provided as a tool to guide educators in making work skills
explicit to students through workshop activities that stimulate reflection on learning
(Torres et al., 2014). This encouragement to self-reflect on learning was, therefore,
a guiding principle of the workshop. The workshop was designed using a discovery
learning approach where students create connections and make their own meaning
by drawing on past experiences and knowledge (Bruner, 1961). Discovery learning
also emphasises active and meaningful learning opportunities to improve problem-
solving abilities (Svinicki, 1998). To enable this pedagogical approach, the activities
were centred on collaborative group work to encourage open conversations, with
time allocated for reflection and discussion.

The workshop design team harnessed the pedagogical principles of the WSD’s
Scope for Student Autonomy to scaffold learning across carefully designed learning
activities. As such the workshop is underpinned by theoretical constructs that include
Vygotsky’s theory of constructivism (1978) and learner autonomy (Boud, 1988).
The activities were designed to promote developmental learning in reinforcing the
importance of developing work skills in preparation for complex work environments
demanded by clinical health contexts (Morgan, 2017; Toal-Sullivan, 2006).

In recognising the learning benefit of students reflecting on their work skills
(Sykes & Dean, 2012), the workshop design team created a student self-assessment
questionnaire adapted from an earlier instrument informed by the WSD framework
(Torres et al., 2014). In this questionnaire, students reflect on work skill statements
informed by the WSD’s Work Skill Facets and consider how much guidance they
require to perform these skills based on a scale informed by the WSD’s Scope for
Student Autonomy.
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18.5 Creating the Work Skills Self-Assessment
Questionnaire

To create the self-assessment questionnaire andmake the questions in this instrument
relevant to the OT context, the workshop design team undertook an interpretive anal-
ysis (Strauss & Corbin, 1998) of the OT Competency Standards in alignment with
the WSD’s Work Skill Facets. This provided a way to unpack the OT Competency
Standards as they, at times, encapsulate more than one skill. The iterative process
of interpreting these skills involved all members of the workshop design team and
was undertaken at group meetings through discussion and consensus and through
documents shared among the team. The pre/post-self-assessment task also incorpo-
rated skills and language from the Competency Standards. For example, ‘placement’,
‘clinical tasks’, ‘workplace’, and ‘professional setting’ were some new terms incor-
porated in the questionnaire. It was important to include additional survey questions
to address work safety and how students respond to difficult work situations since
this was an area in which the OT academic felt students needed to build confidence
and understanding. The questionnaire consisted of four questions addressing work
skills for each Work Skill Facet with scaled responses informed by the descriptors
in the Scope for Student Autonomy of the WSD framework. The scaled descriptors
ranged from considerable guidance to no guidance, representing a developmental
view to learning.

In this way, the self-assessment questionnaire was informed by the WSD frame-
work and contextualised for the OT context. This process revealed a significant
benefit of the WSD as a conceptual model, as it readily adapted to a clinical work-
related environment and effectively distilled and made skills in the OT Competency
Standards more visible (see Table 18.1).

Ethics approval was required for administering the pre/post-self-evaluation,
which was obtained from the Monash University Human Research Ethics
Committee. Project number 18684 with Annette Peart as Chief Investigator (see
Appendix A in this chapter for the full survey questionnaire).

We used Qualtrics (2019) to design the survey. Prior to attending the workshop,
students were asked to complete the self-assessment questionnaire to reflect on
the skills they perceived they had and how independently they believed they could
perform these skills in clinical settings. This survey was administered again 3 weeks
after theworkshop, prior to commencing placement (seeAppendixA in this chapter).

18.6 Facilitating the WSDWorkshop

TheWSDworkshopwas facilitated by five library staff with varying degrees of expe-
rience in delivering such workshops. In order to build the teaching team’s expertise,
we applied a novice to expert approach (Lave & Wenger, 1991). This approach
enabled library facilitators with experience of the WSD framework to guide novice
staff by involving them throughout all phases of workshop development and imple-
mentation (Jacoby & Gonzales, 1991). As such, the WSD workshop experience also
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Table 18.1 Mapping the WSD facets with the Australian occupational therapy competency
standards (examples)

Work skill facets Competency standard/practice behaviour (examples)

Initiative and
Goal-oriented

Professionalism: maintains professional competence and adapts to change in
practice contexts
Knowledge and learning: implements a specific learning and development
plan when moving to a new area of practice or returning to practice

Resourceful and
Informed

Knowledge and learning: identifies and applies best available evidence in
professional practice and decision making
Knowledge and learning: maintains knowledge of relevant resources and
technologies

Learning and
Reflecting

Knowledge and learning: reflects on practice to inform current and future
reasoning and decision-making and the integration of theory and evidence
into practice
Occupational therapy process and practice: reflects on practice to inform
and communicate professional reasoning and decision making

Planning and
Management

Professionalism: manages resources, time, and workload with accountability
and effectively
Occupational therapy process and practice: uses effective collaborative,
multidisciplinary, and interprofessional approaches for decision-making and
planning

Critical
reasoning and
Problem-solving

Professionalism: recognises and manages conflicts of interest in all client and
professional relationships
Occupational therapy process and practice: addresses occupational
performance and participation of clients, identifying the enablers and barriers
to engagement

Communication
and Teamwork

Communication: communicates openly, respectfully and effectively
Communication: uses culturally responsive, safe and relevant
communication tools and strategies

offered a valuable library staff development opportunity to build confidence in an
emergent skill area.

TheWSDworkshop was a 3-hour session delivered to 72 OT fourth-year students
(72 out of 77 enrolled students attended). We divided it into two parts, Part A and
Part B. Part A explored work skills outside the expected setting of clinical practice
to stimulate thinking and the concept of skill transferability. Part B of the workshop
showed how these broader work skills, when contextualised, can be transferred to
the OT context. The workshop activities drew on the skills categories and autonomy
descriptors from the WSD framework. It is important to note here that the students
were not given the WSD framework, rather the WSD framework was used as a
pedagogical tool by the educators involved to design and teach the workshop. The
following section outlines how each activity addressed the Skill Facets in the WSD
framework.



264 P. Todd et al.

18.7 WSDWorkshop: Part A

Part A of the WSD workshop opened with an activity where students were asked as
a group to ‘draw their interpretation of a work-ready student’ (WSD Facets: Plan-
ning and Management, Learning and Reflecting, Communication and Teamwork).
Students returned to this activity at the end of theworkshop. This activity served as an
icebreaker as well as a way for facilitators to gain insight into students’ perceptions
of work readiness. The drawings were placed up on walls and students volunteered
to explain their drawing. The next activity moved to a video set in a busy café where
a waiter spoke about an issue he had encountered at work (WSD Facets: Planning
and Management, Initiative and Goal-oriented, Communication and Teamwork).
Although this was not an OT workplace scenario, the workshop was designed to take
students outside the OT work context to reflect on skills transference. During the
video, students wrote down the skills the waiter displayed on sticky notes. Students
then matched the skills on their sticky notes to three sets of flashcards comprised
of the Work Skill Facets of the WSD framework; sub-skills related to each of these
facets, and cards, which prompted studentswith skill-related questions (WSDFacets:
Learning and Reflecting, Communication and Teamwork). Skills for emotional work
readiness were then explored through an origami paper folding activity to repli-
cate feelings associated with doing something new for the first time (WSD Facets:
Learning andReflecting, Resourceful and Informed, Critical Reasoning andProblem
Solving). The final activity in this section of theworkshop involved students watching
a second video set in a sporting context that when analysed, brought cognitive and
affective skills together as well as learner autonomy.

18.8 WSDWorkshop: Part B

Part B of the workshop moved to OT placement experience more specifically.
Students were asked to consider OT workplace scenarios developed by the academic
staff member. Students drew on their own experience to identify and articulate
work skills they could identify in the scenarios as well as how much autonomy
was displayed by characters in the scenarios (WSD Facets: Communication and
Teamwork, Planning and Management, Initiative and Goal-oriented, Resourceful
and Informed). The workshop ended with students referring back to their earlier
work-ready student drawing and adding more thoughts, questions, and work-related
terms.

18.9 Post-workshop Assessment

As part of this unit, students were required to complete an assessment task in prepa-
ration for their final placement. In the weeks after the workshop, students received
an electronic copy of the WSD framework’s Work Skill Facets together with skill
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statements and questions from the workshop’s flashcard activity and self-assessment
questionnaire that were informed by the OT Competency Standards. In this way,
students had these skills on hand, to refer to, for their Learning Contract assessment
task. The task involved developing a Personal Learning Contract where students
identified specific learning objectives for their placement and used the contract as
a basis for their preliminary discussions with placement supervisors. This placed a
level of importance on theWSDworkshop and its aims inmakingwork skills explicit,
as students were asked to reflect on their placement experience using the six Work
Skill Facets of theWSD framework. As Bandaranaike andWillison (2010) note, this
provides ‘greater uniformity and understanding and application of theWSD concepts
amongst students and more effective feedback made possible’ (p. 2).

18.9.1 Analysis of the Student Self-Assessment Questionnaire

The pre-survey questionnaire (45 responses) was administered 1 week prior to the
workshop.Weused the same set of questions for the post-surveyquestionnaire admin-
istered 3 weeks following the workshop to ascertain any changes to the students’
perceived skills (19 responses). The post-survey allowed important reflective time
for students to consider their learning as they approached the time for their placement.

Analysis of the students’ self-perception survey was completed using SPSS
(IBM, 2019). Results showed very slight but not statistically significant increases
in students’ perception of their ability to perform certain work skills in five of six
WSD Skill Facets following the workshop. However, analysis of self-perception
surveys, in general, requires caution as students tend to over-inflate their responses
when completing self-assessment questionnaires, resulting in response bias (Van de
Mortel, 2008; Chevalier et al., 2009). The following table presents the findings from
the WSD student self-assessment questionnaire.

We took note of the small variance between the pre- and post-survey results
and considered this may have resulted from students rating their skills highly for
the pre-questionnaire. However, as this was a fourth-year cohort, it would be likely
that students already had developed an awareness of their work skills from previous
clinical placements, and from feedback from supervisors and coursework activities.
The small variance could also be attributed to a well-designed curriculum, testament
to coursework that successfully addresses students’ work skills for placement and
future work. This signals a significant benefit of the WSD as a priori framework
enabling a view into students’ specific work skill gains from coursework and place-
ment experiences (Bandaranaike, 2018) and was specifically noted as challenging to
ascertain by the academic involved in this collaboration.

There were two facets that indicated student self-reported improvement in the
post-questionnaire, these were: Initiative and Goal-oriented (0.24) and Resourceful
and Informed (0.21) (Fig. 18.1). Interestingly, the video activities in the workshop
focused on the Skills Facet of Initiative and Goal-oriented, which prompted much
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Fig. 18.1 Work skills questionnaire pre/post-self-assessment

discussion at the workshop. This indicates that these work skills may be underrep-
resented or underexplored when compared with other skill areas in OT coursework
but became more visible throughout the workshop. The skills of Initiative and Goal-
oriented involve the ability to establish oneself and adapt to new roles and situations,
set a career path, show initiative and motivation, and explore new opportunities.

The workplace scenario activity was focused on the Skill Facet of Resourceful
and Informed, which students may more easily identify with, perhaps from previous
placements, and therefore could interpret these skills in the scenarios presented.
Resourceful and Informed involves information-seeking skills, decision-making and
using technology to stay current and up to date. Interestingly, the Skill FacetCommu-
nication and Teamwork was the only skill area that rated slightly higher in the pre-
questionnaire, indicating that the workshop may have brought to students’ attention
the complexity of this skill set so that they rated themselves lower in the post-
questionnaire. Communication and Teamwork involves a complex range of skills
including ethical practice, cultural competency, communication skills, negotiation
skills, and the ability to work in interdisciplinary teams.

18.9.2 Limitations

The limitations of this pilot relate to the findings from the pre/post-student self-
reflection questionnaires. It is a concern that although 72 students attended the work-
shop, 47 contributed to the pre-questionnaire, and 19 to the post-questionnaire. Future
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workshops will need to consider how and when the questionnaire is administered
in order to maximise student engagement and gain a more accurate assessment of
skill development. Nonetheless, the questionnaire does suggest theWSD framework
is a suitable construct to inform the design of survey instruments where educators
wish to gain insights to how well a curriculum is addressing work skills. Therefore,
the authors propose that, despite these limitations, the approach described would be
for similar professional degrees.

18.9.3 Concluding Reflections

This workshop aimed to prepare students for their final placement and future employ-
ability. It aimed to progress students’ understanding of work skills and their ability
to articulate such skills and competencies as required for clinical practice. This was
achieved through the workshop activities designed to explore and distil the term
‘work skills’ by bringing together and making visible a broad range of skills that
transfer to clinical workplace settings. This involved bringing together disciplinary
skills and competencies, skills gained from study, skills from previous placements,
other work contexts and everyday life.

The workshop activities informed by the WSD framework activated the OT
Competency Standards and encouraged students to engage in sophisticated thinking.
Students identified the cognitive and affective work skills embedded in clinical prac-
tice and through the workshop scenarios recognised the role of autonomy in building
self-reliance appropriate to a clinical role. Therefore, the workshop informed by the
WSD framework’s autonomy descriptors allowed students to move from Prescribed
activities that were highly guided to Open-ended activities where students applied
their learning with scope for independence. For example, while the drawing activity
was broad, workplace scenario activities were very specific to clinical practice in an
OT setting. Students reflected on what they would do in the circumstances described,
the skills they would be applying and how much autonomy was appropriate to solve
the problem. In this way, the discovery learning approach as informed by the WSD
was pivotal for guiding learning, which encouraged critical self-reflection and group
discussion, both fundamental for students to become aware of themselves as learners
(Boud, 1988; Willison et al., 2017). As such, theWSD gave pedagogical guidance to
the workshop design and how it was taught. TheWSD framework also demonstrated
its flexibility and adaptability as we successfully applied it to a new learning context,
signalling the sophistication of the tool.

The findings from the self-assessment questionnaire informed by theWSD frame-
work assisted in demonstrating to OT academics and the library team alike, that the
OT curriculum is effective in developing students’ skills for clinical practice. This
finding was important for addressing the concerns indicated by the OT academic
during the planning phases for the workshop. What the OT Competency Standards
specifically entail when and how they can be described explicitly as work skills are
now clearer to educators after applying the WSD framework to guide an interpretive
analysis of the OT Competency Standards.
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The workshop also created a valuable professional development opportunity for
the facilitators in designing future workshops. A highlight for us was in introducing
the WSD framework and also in cementing the collaborative relationship between
academics and library staff, and bringing together different educational perspec-
tives and strengths to ultimately benefit the students. We strongly believe the WSD
framework offers a way to guide the library–faculty collaborations in contributing to
developing student readiness for placement experiences in other disciplinary areas.
To this end, we concluded that the pilot WSD workshop was successful in achieving
its aims.
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Appendix A: Pre/Post-Self-Assessment Questionnaire
Informed by the Work Skill (WSD) Development
Framework. Adapted from Torres et al. 2014.

Work Skill
Facets

Questions Scale: Levels of Autonomy

Initiative and
Goal-oriented

1. I am able to adapt to new
situations and changing work
conditions with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

2. In order to cope with stressful
situations, I require…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

3. In order to plan, generate and
execute a range of strategies
while on placement, I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

4. In order to identify new
opportunities and ideas while on
placement I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

(continued)
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(continued)

Work Skill
Facets

Questions Scale: Levels of Autonomy

Resourceful and
Informed

5. I am able to recognise when
information or data is required
with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

6. I am able to locate, select and use
appropriate resources for specific
clinical tasks with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

7. I can use a range of digital
technology (computers, digital
devices) with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

8. I can recognise when to apply
discretion to gathering or using
information to complete specific
clinical tasks with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

Learning and
Reflecting

9. In order to understand the desired
outcomes of my role I require…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

10. In order to accept new ideas and
adapt them to my work, I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

11. In order to reflect on skills and
knowledge and apply them to a
professional setting I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

12. I am able to transfer my learning
to new and unfamiliar
settings with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

Planning and
Management

13. In order to establish personal
goals and work progressively
towards achieving them, I
need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

(continued)
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(continued)

Work Skill
Facets

Questions Scale: Levels of Autonomy

14. In order to prioritise tasks and
manage time effectively, I
require…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

15. In order to make decisions with
confidence, I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

16. In order to reflect on my
practice, I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

Critical
reasoning and
Problem-solving

17. I am able to identify problems in
the workplace clearly with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

18. I am able to analyse information
from resources and draw
conclusions with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

19. I am able to make reasoned
judgements and informed
decisions about workplace
matters with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

20. In order to produce appropriate
solutions based on information
available, I need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

Communication
and Teamwork

21. I am able to express ideas
clearly through written and
spoken communication with…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

22. In respecting cultural differences
and other’s point of view, I
need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

(continued)
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(continued)

Work Skill
Facets

Questions Scale: Levels of Autonomy

23. In order to listen and negotiate
successfully with others, I
need…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

24. In order to work collaboratively
with team members, I require…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

25. In order to follow professional,
ethical conduct in the
workplace, I require…

• Guidance from others all the time
• Considerable guidance from others
• Some guidance from others
• A little guidance from others
• No guidance from others

Final question Completing this self-assessment has
made me more aware of the range of
work skills required in professional
settings

Scale of no change to awareness (0) to
significant change to awareness (100)
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Chapter 19
Transforming Practice for Educational
Impact

Lynette Torres, Fiona Salisbury, Barbara Yazbeck, Sharon Karasmanis,
Janice Pinder, and Caroline Ondracek

Abstract It cannot be disputed that the difficulty facing academic libraries in
connecting Information Literacy (IL) theory and practice in the curriculum prevails
as a long-standing concern.

19.1 Chapter Overview

It cannot be disputed that the difficulty facing academic libraries in connecting Infor-
mation Literacy (IL) theory and practice in the curriculum prevails as a long-standing
concern (Schachter, 2020; Weiner, 2012). This strongly suggests that a lack of well-
articulated theoretical underpinnings for library IL practice have limited the potential
for librarians to effectively facilitate the changes required to address this problem.
Despite discussions in the literature exploring ways to mitigate this challenge, gaps
in knowledge and understanding prevail and the problem persists as a global concern
in the library sector.

This book has presented a selection of practice-based examples fromMonash and
La Trobe University Libraries which demonstrate howwe have overcome this recog-
nised gap and are successfully connecting the library to the curriculum. The different
pedagogical models we have adopted have evoked a more explicit understanding
and application of educational theory in practice to effectively guide collaborative
teaching approaches for embedding IL and research skills in disciplinary content.
Our conceptual models have also provided the structure and pedagogical guidance
required to respond to contemporary skill areas in higher educationwhich has kept the
library relevant, as a significant and valued contributor to student learning outcomes.

In this chapter, we survey the practice-based examples and make observations in
response to the following guiding questions:
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1. What are the advantages of underpinning library teaching practice with
pedagogical models?

2. What are the challenges of adopting pedagogical models to underpin library
teaching practice?

3. What does this mean for student success and the educational role of the library?

This final chapter considers the practice examples from a different perspective
by taking a slice across the themes in this book to explore and reflect on the ques-
tions above. To answer these questions, we applied interpretive analysis techniques
informed by qualitative methods to survey the chapters (Strauss & Corbin, 1998).
Repeated ideas across chapterswere coded by the editorial teamusingNVivo 11 qual-
itative data analysis software. This involved grouping ideas into high-level concepts,
and through an iterative process of review, the ideas and concepts identified were
re-coded into related sub-categories.

The findings confirmed and extended our observations and insights. We uncover
what library–faculty teaching collaborations underpinned by pedagogical models
look like and the critical factors for their success.We consider what enables students’
skill development in the curriculum and what this means for the teaching identity of
librarians. We also consider what this means for the library’s strategic educational
role and the effectiveness of how we contribute to student success. We reflect on the
ideas and insights revealed by the authors of this book, what lies in common andwhat
differs between our library’s experience and importantly, the surprises, rewards and
conditions required for libraries to navigate more purposefully into the educational
space.

As outlined inChaps. 2 and 3, our libraries have adopted twodistinctmodels.What
we have in common is that both libraries have been firmly focused on advancing the
development of research and information skills in the curriculum. Furthermore, both
libraries have been advocates of embedding these skills as a shared responsibility.Our
combined practice examples demonstrate that the library has relevant professional
skills and the expertise critical to successfully connect the library to the curriculum
as a collaborative endeavour. The question of how we commenced venturing on
this path is often raised in conversation with other libraries. For this reason, we
describe each library’s strategy for adopting and implementing pedagogical models.
For practitioners who are ready to effect change in their library or institution, our
intention is, that by sharing our experience and how we started, you will gain the
confidence and motivation to begin, at the individual, team or at the organisational
level.

19.2 Advantages of Adopting Pedagogical Models

Of overarching significance in applying a theoretical approach to the library’s
teaching practice is the benefit the models provide for enabling a shared conversa-
tion for students’ skills development. The models provide a starting point for using
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a language in common amongst educators. The practice-based examples demon-
strate that a mutually understood language is the strongest, most effective ingredient
to leverage the right conditions required for establishing effective library–faculty
teaching partnerships and meaningful involvement in the curriculum. Furthermore,
collaboration guided by pedagogy brings learning opportunities for library staff to
build teaching capabilities that in turn contribute to the collective developmental
growth of the library’s teaching practice. In this chapter, we argue that the guidance
given to library staff through theoretically informed models has provided the ability
to converse as educators, with educators, and transition from instructional one-shot
sessions that dominate the literature to achieve what library education agendas strive
to achieve—an impactful, embedded, visible contribution to student learning. There-
fore, the practice-based examples applying the respective pedagogical models tell
us that the learnings gained are as much about teaching practice, as they are about
student learning. The following sections draw out what we have learned and discov-
ered from applying the models. We consider the interrelationship of these findings,
with a particular focus on what we need to do as library professionals in terms of
understanding and developing practices to successfully connect the library to the
curriculum.

19.2.1 Enabling Conversation for Collaborative Partnerships

The most frequently noted advantage identified by the authors from applying the
Models of Engaged Learning and Teaching (MELT; Willison, 2017) and the Library
Learning and Teaching Partnership Framework (LLTP Framework; La TrobeUniver-
sity Library, 2019) is how the frameworks have opened library–faculty conversations
about students’ skill development, leading to collaborationwith academic colleagues.
Having a language in common through which to discuss students’ skill develop-
ment meaningfully has been integral for overcoming barriers and perceptions of
how library staff can contribute to student learning. The models have provided the
basis for common understanding and are part of what needs to transpire for a trusted
teaching relationship to be established between library staff and academic staff. As
the practice-based examples highlight, building trusted relationships with academic
colleagues is critical for creating the common ground required to forge teaching
partnerships. This suggests that the pedagogical models offer a ‘missing link’ and a
way to address the gap in the literature, as ‘trust’ enabled through shared conversa-
tions using a mutually understood language is the single most essential ingredient
for cementing the partnership. This fundamental and beneficial outcome of applying
pedagogical models results in a more impactful and collaborative library teaching
practice.

Skill development expertise brought to the collaboration by the library to interdis-
ciplinary degrees illustrates this convincingly. In the Monash environment, Castillo
and Ho (see Chap. 5) describe the challenges of a new multi-disciplinary context
taught by a range of discipline experts with different bodies of knowledge and
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pedagogical perspectives. The library’s workshops introducing the Research Skill
Development (RSD) framework assisted in breaking down disciplinary barriers and
creating shared understandings of what research skills look like for this interdis-
ciplinary team of educators. From the viewpoint of the academic colleague in this
partnership, the RSD framework was invaluable for enabling collaboration between
the library and discipline experts (Dr. S. Ho, personal communication, 21 September
2020).

The library team provided us with a common language to unearth, articulate and bridge
disciplinary domains (read silos). The language derived from the RSD framework enabled
a way to approach our conversations and collaborate for education design. This became
our common language for the degree. If I had to put it simply, library staff, through the
RSD framework removed our disciplinary ‘blinkers’ and constraints, thereby enabling true
educational collaboration to occur.

Similarly, Kananatu, Santra and Yahya (see Chap. 7) also note practical beneficial
outcomes from collaborative conversation guided by the RSD framework:

The library’s expertise, not only with the framework, but also with the development of
research skills per se, facilitated the redesign of the assessment, the construction of the
marking rubric and started the discussion on the learning outcomes of the unit (see Chap. 7
by Kananatu, Santra and Yahya.).

The benefit of enabling teaching collaboration through conversation is supported
empirically by Willison (2020) in relation to the MELT, noting that

To facilitate teacher engagement, experience and emerging evidence have demonstrated that
the single most helpful factor for the successful adaptation and use of MELT is conversation.
Through mature, inter-professional conversation, the MELT is defrosted and animated with
the warmth of human interaction. These conversations may take place between colleagues,
classroom teachers and coordinating academics, tutors at university, school and home, prin-
cipals, librarians, learning advisors, and parents. Engagement, based aroundMELT, provides
common ground and fosters discussions, collegial debate, disagreement, andways to proceed
(Willison 2020, p. 62).

Willison’s promotion of inter-professional conversation to animate the MELT as
a common theoretical understanding is transferable and makes sense where theory
informs collaborative IL practice. In the context of the La Trobe Model and LLTP
Framework, Spain (see Chap. 4) stresses that a common language and pedagogical
approach has built trust amongst educators. Spain emphasises that trust needs to be
at the core of the partnership to establish common goals and for conceptualising a
shared responsibility for student learning. This is reiterated by O’Hanlon and Karas-
manis (see Chap. 11) whose successful collaboration in a history subject relied on the
trust developed between library, teaching and educational design staff. Leveraging
the modes of engagement outlined in the LLTP Framework, the authors note that
collaboration was the key to ensuring that students, learning, content and teachers
were connected in a way that matched a blended learning environment. Discussion
of modes of learning was instrumental in establishing understandings among educa-
tors from different areas of the university. The importance of conversation based
on shared theoretical understanding cannot be underestimated. Conversation leads
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to collaboration and collaboration relies on conversation. As noted by Spain and
Mackay:

The key to the success of the approach to teaching legal research skills in ‘Legal Institutions
and Methods’ is our collaboration. Our regular conversations are an illustration of how
librarians and academics can work together to provide constructively aligned legal research
skills into a subject (see Chap. 10 by Spain and Mackay.)

Teaching partnerships that have stood the test of time also describe the benefits
of having language in common to guide the partnership (see Chap. 4 by Spain;
Chap. 6 by Findlay and O’Dwyer; Chap. 7 by Kananatu, Santra and Yahya; Chap. 9
by Karasmanis and Murphy; Chap. 11 by O’Hanlon and Karasmanis; Chap. 14 by
Gleeson, Junor andMayson; Chap. 16 byRipoli, Carey, Chong andOndracek). All of
these partnerships have kept the pedagogical models front and centre in the teaching
collaboration for many years. The authors clearly value these tools because they
strengthen the partnerships through collaborative conversations that have enabled
the unit/subject to evolve and improve over time. Importantly, this perspective is
championed by our academic colleagues as described below by Dr S. Mayson, a
collaborator in the Gleeson, Junor and Mayson practice example (see Chap. 14).

This long-standing collaboration is founded on a mutual professional respect and a shared
understanding of pedagogy and the research and teaching skills required to scaffold student
learning. I always look forward to the beginning of each semester when I get together with
library colleagues to decide what and how we are going to do with the students to set them
up for the learning and assessment in the coming semester (personal communication, 10
September 2020).

In practice-based examples where collaboration has endured for more than a
decade within a course (see Chap. 9 by Karasmanis and Murphy), not surprisingly
there have been academic and library staff changes over time. This changing of the
guard demonstrates that not only does shared understanding of pedagogy underpin
sustained collaboration, but it is also a critical element of long-term continuous
improvement and iterative development.

Whilst information literacy has been embedded into the Health Sciences curriculum since
2009, it is important to ensure that our ongoing curriculum conversations remain current and
relevant in the Health Sciences environment. Every effort ensures that learning activities,
whether tutorial classes, online modules or quizzes remain engaging, current and relevant to
students (see Chap. 9 by Karasmanis and Murphy.)

However, continually refreshing shared perspectives is equally important in
shorter-term collaborations. Findlay and O’Dwyer (see Chap. 6) found that being
able to articulate a shared intent using the LLTP Framework not only provided a
‘creative opportunity for collaboration’, but also it ultimately led to characterising
their collaboration as a learning community.

The process of collaboration between academics, educational designers, learning advisors,
and librarians generated an inclusive learning community for these staff. As resources were
developed, we became increasingly aware that we were exemplifying precisely the type of
inclusive learning community that we wanted our students to experience (see Chap. 6 by
Findlay and O’Dwyer.).
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Gleeson, Junor and Mayson (see Chap. 14) from Monash University Library
(MUL) emphasise that the longevity of their teaching partnership applying the RSD
framework has been instrumental for articulating the educational expertise of library
staff in this partnership. The authors stress the benefits the RSD framework has
brought for establishing a language in common to build trust, understanding and a
consistent approach in their shared teaching practice in the following insight:

The RSD framework provided us, as a diverse teaching team, with a common pedagogical
perspective and mutually understood language. Anchoring our teaching approach with the
RSD framework supported a way to visualise, unpack and articulate the research process to
in turn communicate this skill set to students using consistent terminology (see Chap. 14 by
Gleeson, Junor and Mayson.).

The outcomes we have described clearly echo the principles of collaborative
leadership in educational settings (Coleman, 2012; Seashore Louis, 2007) as the
practice-based examples demonstrate characteristics and behaviours associated with
the domains of collaborative working where mutual trust is at the centre of the part-
nership. Coleman stresses the importance of trust as an antecedent for improving
performance, increasing competence and confidence, reducing fear of error, encour-
aging growth in learning, overcoming suspicion and supporting communication.
Trust initiates and facilitates deeper and more effective collaborations than would
otherwise be possible as within the process of mobilising collaboration are important
processes that create high functioning partnerships to affect systemic organisational
change (p. 85). The practice-based examples in this book demonstrate that trust
was established through the ability to converse using a language in common for
student skill development as such mutual goals were established in the collabora-
tion. This outcome increases the significance and relevance of pedagogical models
for facilitating trust in library–faculty teaching partnerships and systemic change.

19.2.2 Mobilising Diverse Skills Agendas

Libraries globally are directing their attention to exploring how information research
skills connect and transfer to new and emerging contemporary skills such as digital
literacy (Hallam et al., 2018; Johnston, 2020; McLeod & Torres, 2020; O’Sullivan
et al., 2019; Salisbury et al., 2016) and skills for work-readiness (Torres et al., 2014).
The ability of the models we describe to adapt to this dynamic educational land-
scape shows that they can effectively guide pedagogy for diverse skill foci in higher
education, particularly in cases when such tools to guide educators are lacking. For
example, one of the high-level components of the LLTP Framework is digital litera-
cies and this gives librarians scope to collaborate with teaching and learning staff
to embed a full range of diverse skills related to digital and information literacies
drawing on either the ILMor the La TrobeDigital Literacies Framework (see Chap. 6
by Findlay and O’Dwyer). TheMELT comprises a suite of frameworks that focus on
emergent skill areas. The Digital Skill Development (DSD) framework, for example
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(Torres et al., 2018), was created at Monash University as a collaboration between
academics and library staff. This collaboration opened the opportunity to pilot the
DSD in a Pathways Education unit, which is the practice-based example presented in
this book (see Chap. 15 by Pilz, McLeod and Yazbeck). While the benefits of using
pedagogical tools are demonstrated by ongoing teaching partnerships, developing
a pedagogical framework itself as a collaborative endeavour between library and
academic colleagues has resulted in a shared ownership of the artefact and the ideas
it espouses. Creating a pedagogical response for digital skills following the same
structure and theoretical underpinnings as the MELT also makes sense. Library staff
and academics already acquainted with the MELT have a familiar frame of reference
to more readily adopt and apply the tool. A pedagogical response to digital skills
keeps the library agile and responsive to emergent skill agendas in higher education
that keep the library insight.

MUL has also envisaged the potential of the Work Skill Development (WSD)
framework (Bandaranaike & Willison, 2009, 2018; Revised by Monash University
Library 2019) a way to connect the library to the employability skills agenda (see
Chap. 18 Todd, Khoshsabk, Torres and Peart). With permission from the authors
of the WSD framework, MUL affirmed its interest by contributing to the revised
version of this framework to also incorporate cultural sensitivity and digital skills
(Bandaranaike, 2018). TheWSD framework has enabledMUL to contribute toWork
Integrated Learning programmes with several faculties over the years. Applications
of the WSD framework shared in this volume include a library-hosted internship
programme (see Chap. 17 by Dewi, Kim and Jackson) and a WSD workshop for
students embarking on their final placement in a fourth-year Occupational Therapy
unit (see Chap. 18 by Todd, Khoshsabk, Torres and Peart).

In reference to the employability skills agenda, both the WSD framework and
LLTPFramework have assisted in interpretingwhich skills were embedded in profes-
sional standards of practice in Health Sciences (see Chap. 16 byRipoli, Carey, Chong
and Ondracek; Chap. 18 by Todd, Khoshsabk, Torres and Peart). Ripoli et al. note:

Learning outcomes in Advanced Research Library Skills (ARLS) were taken from the Infor-
mation LiteracyMatrix (ILM) in the Library Learning and Teaching Partnership Framework
(La Trobe University Library, 2019). The ARLS program structured students’ activities
around EBP key concepts…The value of adding the ARLS program and its alignment with
the internship research strategy was clear to us and it has been a success. The combination
of embedding the EBP skill development and the research projects themselves has allowed
students to practise skills. Furthermore, this combination has enhanced students’ profes-
sional and personal development and their potential employability (see Chap. 16 by Ripoli,
Carey, Chong and Ondracek.).

In the disciplinary context of Law, the LLTP Framework enhanced the ability to
draw links between IL and research skillswith skills forwork-ready lawprofessionals
(see Chap. 10 by Spain and Mackay). In a similar vein at MUL, Brabon, Tucker,
Pulungan and Lang (see Chap. 8) found the RSD framework helped to create a bridge
of understanding between the skills required in a range of professional contexts. As
such, these frameworks were instrumental in drawing the connection between the
skills students are learning in their coursework and the skills required in professional
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workplace environments. This benefit is significant as making the skills students
engagewith in coursework explicit, relevant and transferable to theworkplace creates
the mechanism for our libraries to contribute as educators to graduate learning and
employability outcomes.

19.2.3 Adaptability to a Range of Learning Contexts

A frequently noted advantage is the versatility the frameworks provide in adapting
to context, cohort and a range of disciplinary areas. This is evident from the breadth
of disciplines library staff have been able to apply the models. For example, the RSD
framework has demonstrated its flexibility to adapt to and enhance understandings
of what research skills entail for Art, Architecture and Design (see Chap. 13 by
Manuell)where an adapted version of theRSD framework supports skill development
through visual reinforcement. Castillo andHo (see Chap. 5) also show how adaptable
the RSD framework has been for a Masters interdisciplinary degree by guiding
educators to identify ‘boundary-spanning’ skills required in interdisciplinary learning
and connect these skills to the research process. Kananatu, Santra and Yahya (see
Chap. 7) also found the RSD framework useful for aligning legal methods of analysis
and criteria for legal essaywriting for an interdisciplinary unit. The LLTPFramework
has effectively guided librarians to support students’ skill development in Law (see
Chap. 10 by Spain and Mackay) as it has for the Health Sciences (see Chap. 16 by
Ripoli, Carey, Chong and Ondracek). The frameworks have been flexible to meet the
needs of a range of year levels and have equally supported undergraduate units (see
Chap. 8 byBrabon, Tucker, Pulungan and Lang; Chap. 9 byKarasmanis andMurphy;
Chap. 11 by O’Hanlon and Karasmanis; Chap. 13 byManuell; Chap. 14 by Gleeson,
Junor andMayson) asMasters degrees (see Chap. 4 by Spain; Chap. 5 by Castillo and
Ho; Chap. 7 by Kananatu, Santra and Yahya; Chap. 12 by Turner, Young, Freeman
and Zahora). The models have supported transition to university programmes (see
Chap. 6 by Findlay andO’Dwyer) digital skills for Pathway students (see Chap. 15 by
Pilz, McLeod and Yazbeck) and for final year workplace experiences (see Chap. 16
Ripoli, Carey, Chong and Ondracek; Chap. 17 by Dewi, Kim and Jackson; Chap. 18
by Todd, Khoshsabk, Torres and Peart). Furthermore, the adaptability of the RSD
framework to transcend cultural boundaries in Business Law in an international
higher education context is described by Kananatu, Santra and Yahya (see Chap. 7).
Therefore, the examples evidence the ability of the pedagogical models to adapt to
content knowledge and encourage sophisticated thinking skills in both traditional
and interdisciplinary contexts.
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19.2.4 Embedding Skills Explicitly in the Curriculum

Embedding ILand research skills in disciplines has been a strategic aimof libraries for
many years (Kranich et al., 2020). Clarifying what IL and research skills encompass
and how to embed them in curriculum using models underpinned by educational
theory has been transformative for our libraries. However, in order to embed skills in
a disciplinary context, our libraries needed to establish clarity as towhat ‘embedding’
actually means as this term, in our experience, can be misunderstood. Embedded
skill development is achieved when the skills the library is contributing to student
learning are ‘framed in curriculum objectives, learning outcomes and assessment
criteria’ (Bundy, 2004, p. 7). This can be difficult to achieve without the guidance of
a pedagogical model for skills development. Karasmanis and Murphy (see Chap. 9)
state that the LTUL Model has provided a way for the library to contribute directly
to intended learning outcomes in a Health Sciences unit. Brabon, Tucker, Pulungan
and Lang (see Chap. 8) and Kananatu, Santra and Yahya (see Chap. 7) describe how
they were able to embed research skills using the RSD framework in both Law and
Business Law units, respectively. These authors also describe how they created RSD
informed assessment rubrics as a product of their collaboration, demonstrating that
the skills library staff teach are recognised and valued by Law educators and students
alike.

Developing students’ research skills explicitly and incrementally in learning activ-
ities using the RSD framework is also described by Gleeson, Junor and Mayson (see
Chap. 14), Castillo and Ho (Chap. 5) and by Brabon, Tucker, Pulungan and Lang
(Chap. 8). Authors applying the LLTP Framework, frequently commented on how
the frameworks provided a way to align and scaffold skills coherently as part of the
curriculum design (see Chap. 4 by Spain; Chap. 10 by Spain and Mackay; Chap. 11
by O’Hanlon and Karasmanis). For example, as described by Spain and Mackay:

Using the LLTP Framework, which enables such collaboration between librarians and
academics, curriculum design took place through a series of lengthy conversations to develop
the approach and learning outcomes that each of us, in our different roles, saw as valuable
for first-year students. Constructive alignment was achieved by designing learning activities
that aligned with the research ILO and assessment, in-class instruction was in the context of
the class topics, and the quizzes followed on from this instruction, providing hands-on prac-
tice and reinforcement of skills. These conversations were premised on mutual recognition
of the importance of teaching these skills and each other’s valuable contribution to student
learning. (see Chap. 10 by Spain and Mackay.)

O’Hanlon and Karasmanis clearly state the benefits of the LLTP Framework as
a holistic way to guide teaching, embed and scaffold skills in a blended learning
History unit.

The LLTP Framework was instrumental in steering educational outcomes in this subject,
particularly learner engagement (critical for students of history), development of construc-
tively aligned learning resources, student support and skill development. (see Chap. 11 by
O’Hanlon and Karasmanis.)

Karasmanis and Murphy (see Chap. 9) describe how the LLTP Framework was
instrumental for informing skill development in curriculum design and connecting
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research skills to Evidence-Based Practice (EBP) in the Health Sciences. In a similar
way, Turner, Young, Freeman and Zahora (see Chap. 12) describe how the RSD
framework was applied to design a series of research skill development workshops
for Nursing students which also incorporated exploring EBP. Therefore, both prac-
tice examples underscore and demonstrate the effectiveness of a pedagogical model
and framework for aligning research and information skills with discipline-specific
methodology. These practice-based examples share the same intention; to introduce
students to EBP in professional health care practice to understand the role of research
evidence and the skills involved in this practice.

The pedagogical models have also enabled the library to contribute to learning
outcomes and rubric design that explicitly articulate the research skills students were
developing as part of their learning (see Chap. 14 by Gleeson, Junor and Mayson;
Chap. 8 by Brabon, Tucker, Pulungan and Lang; Chap. 5 by Castillo and Ho).
The academic colleague contributing to Kananatu, Santra and Yahya (see Chap. 7)
acknowledges the expertise of library colleagues in this regard.

The expertise of library staff facilitated the redesign of the assessment, the construction of the
marking rubric and started the discussion on the learning outcomes of the unit. (Thaatchaayini
Kananatu, Senior Lecturer, Coordinator of Business Law & Taxation)

Brabon, Tucker, Pulungan and Lang (see Chap. 8) were able to make research
skills explicit in Threshold Learning Outcomes for Law using the RSD framework
and Spain (see Chap. 4) was able to achieve the same outcome also in a Law unit
using the LLTP Framework. These examples from both of our libraries demonstrate
the effectiveness of these conceptual pedagogical models for making IL and research
skills explicit in a range of curricula to facilitate how they are understood, conceived
and validated by educators as fundamental for learning, further legitimising the
library’s role in their development.

19.2.5 Pedagogically Informed Learning Objects
and Activities

Both pedagogical models have clearly supported a way for library staff to create
theoretically informed learning activities to support students’ understanding of the
skills they are developing. For example, Manuell (see Chap. 13) sought to overcome
the problem of students being unable to draw links between skills and processes
involved with researching as skills akin to those used in the creation of artwork,
developed learning objects appropriate to the visual realm that were informed by the
RSD framework. Gleeson, Junor and Mayson (see Chap. 14) also created learning
objects and activities using research skill terminology that were informed by the
RSD framework to enhance students’ ability to engage critically with literature in
the field. The authors describe that this approach overcame a challenge they faced
with this particular cohort.
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One of the challenges with the cohort was to build their confidence with the skills required
for research so that they could engage more insightfully and critically with Management
literature as they progressed through the semester. (see Chap. 14 by Gleeson, Junor and
Mayson.)

Kananatu, Santra and Yahya (see Chap. 7) identify a disconnect with the theo-
retical frameworks available to guide educators for the Masters of Business Law, as
students undertaking this programme of study area are not Law students. Discipline
frameworks designed for legal reasoning in law make sense of the law but do not
encourage students to develop the research-mindedness required for Business Law.
The RSD framework was applied to this unit to design learning activities to make
research skills explicit to students as a way to overcome this identified pedagogical
gap. The authors describe the purpose of the RSD in this unit was to

…. focus on integrating research skill development into assignments and marking rubric
criteria, with the intention of constructing assignment tasks and marking rubrics that align
to the RSD framework. (see Chap. 7 by Kananatu, Santra and Yahya.)

At this point, it is important to note that the MELT frameworks per se are not
presented to the students in their undergraduate years. Thewayundergraduate cohorts
engage with the MELT is through products that are created and informed by the
MELT frameworks such as learning objects, tasks informed by the MELT and their
corresponding rubrics and the design of the class itself. Students in their postgraduate
years however benefit from referring to the autonomydescriptors in these frameworks
to reflect on and chart their own learning journey in relation to their skill development.

The MELT frameworks were also useful for informing the design student skill
development questionnaires and to gain feedback on learnings gained through session
evaluation surveys. The questionnaires and surveys provided a way to marry the
intended learning outcomes to what students perceived they gained from the library
classes. The instruments explicitly included research skill terminology (Turner et al.,
Pilz et al., Todd et al.). Authors found that the frameworks were not only useful
for designing these instruments, but that the MELT frameworks also offered an
important interpretive lens through which to analyse the student questionnaires. In
this way the effectiveness of the sessions was determined as well as, how students
understood orwere aware of the skills theywere developing as a result of the sessions.
The questionnaire findings provided some surprising insights. The WSD student
questionnaire (Torres, Bandaranaike & Yates, 2014) adapted by Todd, Khoshsabk,
Torres and Peart, for example, was designed to align and draw out work skills in the
Occupational Therapy Professional Standards of Practice with the WSD. Findings
showed that the WSD framework was useful for evidencing students’ skill strengths
gained by fourth year, and the effectiveness of the curriculum in achieving this for a
professionally accredited degree.

In another example, Turner, Young, Freeman and Zahora (see Chap. 12)
surveyed students to determine the effectiveness of their three-day skill develop-
ment programme for Nursing Masters students. Findings indicated that students still
lacked an understanding of certain critical skills for this practitioner context such
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as analysis and synthesis. Turner et al. note a benefit of applying the RSD as an
analytical lens:

Using the RSD framework as an analytical lens to evaluate student reflections helped us
identify knowledge gaps and approacheswe could address in future iterations of the program.
(see Chap. 12 by Turner, Young, Freeman and Zahora.)

A great benefit of conceptual pedagogical models is their ability to provide a lens
through which to identify skills in knowledge content. This process facilitates the
ability to create learning objects and activities that bring the skills that students need
to develop to engage with learning to the fore. The LLTP Framework’s focus on
blended and online learning supports library creation, adaption and reuse of online
learning objects which fits into the overall picture of embedding information and
digital literacies into the curriculum. Online learning objects (see Chap. 6 by Findlay
and O’Dwyer; Chap. 9 by Karasmanis and Murphy; Chap. 10 by Spain and Mackay;
Chap. 11 by O’Hanlon and Karasmanis; Chap. 16 by Ripoli, Carey, Chong and
Ondracek) are embedded learning activities and used as a springboard to discipline
research activities and assessment tasks. Online reusable learning objects are part
of creating ‘a scalable learning landscape’ (Kammerlocher et al., 2011, p. 392).
and are an important vehicle for reaching all students (see Chap. 9 by Karasmanis
and Murphy; Chap. 16 by Ripoli Carey, Chong and Ondracek). For students online
learning objects offer self-paced learning anywhere and anytime. For academics
and librarians, online learning objects can be adapted and reused across a range of
discipline contexts and provide a sustainable alternative to face-to-face teaching,

One of the key advantages of the learning objects described in the LTUL practice-
based examples is that they give academics flexibility and control in how they are
used in Level 2 collaborations (see Chap. 3 by Salisbury and Ondracek) and in Level
1 collaborations they are used in a way that is both relevant to a discipline and subject
and relevant to what academics want students to learn (see Chap. 6 by Findlay and
O’Dwyer; Chap. 9 by Karasmanis and Murphy; Chap. 16 by Ripoli Carey, Chong
and Ondracek). Increasingly, use and reuse of learning objects is part of a shift to
open educational practice, and this is not only encouraged and promoted but also the
focus of collaboration with academics (see Chap. 9 by Karasmanis and Murphy).

19.2.6 Improving Teaching Practice

With the advent of the ANZIL Standards (ANZIIL 2004), the teaching role of
the librarian gained prominence. Although noted by Peacock as a ‘subtle shift in
emphasis from that of librarians who teach, to librarians as teachers’ or ‘learning
facilitators’, what became evident was that a ‘deeper understanding of the multiple
facets of education and training’ was required by librarians (Peacock, 2001, p. 30).
It is interesting that to date, much of the library literature presents examples of IL
instruction describing varying degrees of integration in the curriculum. However,
very little of it has discussed how to prepare librarian’s pedagogical knowledge



19 Transforming Practice for Educational Impact 289

and teaching skills to become active contributors to curricular design (Moleson and
Wang 2014; Osborn, 2017; Namaganda, 2020). Research undertaken by Galoozis
(2019) identifies that one-shot instructional sessions do not promote the right envi-
ronment to motivate librarians to move from instructional teaching practices. In
such sessions, librarians generally teach on their own, consequently, opportunities
for constructive feedback from peers to facilitate enhanced teaching practices are
reduced. Galoozis (2019) also notes another concerning barrier to the development
of librarians as teachers in that working in teaching contexts which separate librar-
ians from the results of their labour can also reduce their motivation to adopt new
teaching practices.

This places a new level of emphasis on the role of pedagogical models for building
staff capabilities and skills to improve the teaching skills of librarians and the
importance of formal opportunities to reflect on and share examples of practice.
As evidenced in the chapters of this book, underpinning teaching practice with peda-
gogical models has provided the structure for supporting collaborative teaching part-
nerships. Through iterative engagement and application of the pedagogical models
coupled with formal opportunities to reflect and learn in practice, the confidence
and motivation for library staff to adopt ‘new’ teaching practices is clearly evident
in our libraries. There was a strong consensus amongst authors that the pedagogical
models provided themeans tomove in stepwith current pedagogies and new teaching
methodologies to improve teaching practice. For example, Spain and Mackay (see
Chap. 10) note the benefits that constructive alignment brought to their teaching.
O’Hanlon and Karasmanis (see Chap. 11) are also aware of this growth by reflecting:

I made gradual changes each year in order to make my teaching become more student-
centred and interactive. I became more of a facilitator than a teacher, encouraging students
to ask questions and think critically about the subject matter. (see Chap. 11 by O’Hanlon
and Karasmanis.)

Reflections from the authors on learnings gained from using pedagogical frame-
works offer some surprising outcomes, some of which may not be so readily visible
or discovered without the lens provided by these pedagogical tools. This is noted by
the academic colleague contributing to Pilz, McLeod and Yazbeck (see Chap. 15).

Working more closely with the library has, through the MELT frameworks, given me a
vocabulary that helps clarify my own understanding of skill development and changed the
way I deliver my units. I am much more aware of my assumptions about student skills when
designing my units and assessment tasks.

(DrAmberMcLeod, Director Pathway Programs, Faculty of Education,MonashUniversity.)

The guidance provided by pedagogy for theorising and reflection on praxis is also
strongly evident in the chapter by O’Hanlon and Karasmanis (see Chap. 11), the
authors noting the importance of theorising their teaching, to become more creative,
reflective and critical professionals.

…. motivating students and developing their research skills has enabled us as educators
to enhance our own skills in teaching and facilitation through collaboration and continual
reflection. (see Chap. 11 by O’Hanlon and Karasmanis.)
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O’Hanlon and Karasmanis continue their reflection by acknowledging that

... I have becomemore confident in my teaching and feel I have become better at encouraging
students to develop skills and think critically and ethically, and to let their questions drive
the direction of the class more. (see Chap. 11 by O’Hanlon and Karasmanis.)

Similarly, Dewi, Kim and Jackson (see Chap. 17) in their application of the WSD
set autonomy benchmarks for intern students in relation to work skills for a Library
Internship Programme. In doing so Host Supervisors observed that autonomy was
a more nuanced and fluid phenomenon than a static ‘target’. As such, the authors
gained insights into students’ skill capabilities and levels of self-reliance to inform
educator and workplace expectations for the future design of internship programmes.

The WSD framework was instrumental in assisting host supervisors to identify a mismatch
in how much perceived guidance the interns required from supervisors on commencement
of the program, as in fact, students had the ability to perform with greater self-reliance in
relation to certain skills than initially expected. (see Chap. 17 by Dewi, Kim and Jackson.)

Turner, Young, Freeman and Zahora (see Chap. 12), on applying the RSD
framework, became more aware of themselves as teachers, with insights gained
into the relationship between teaching techniques and how students become more
autonomous in their learning. By reflecting on their teaching approach guided by
the RSD framework, Turner et al. concluded that if they used research-related terms
more explicitly in their teaching, that studentmight better understandwhat these skills
involve, including their relevance to a researcher and nursing practitioner context.
As such, Turner et al. show growth in their developmental understanding of teaching
practice in particular respect to learner autonomy, as they identify that in order for
students to be able to transfer their skills with greater independence to other learning
contexts, students need to be aware of the skill they are developing in the first instance.

…enhancing students’ conceptualisation of what the skills of analysis and synthesis, evalu-
ation and reflection entail, might be improved by using research-related terminology more
explicitly in our teaching. This is something we will look to address in future programs. (see
Chap. 12 by Turner, Young, Freeman and Zahora.)

Although the ability to make research skills and processes explicit is a recognised
benefit of applying theMELT (Torres, 2018; Torres & Jansen, 2016;Willison, 2018),
the authors had to ‘see’ and experience this in practice for their own developmental
learning as educators to take place. Gleeson, Junor and Mayson (see Chap. 14) also
reflect on their learnings as educators, noting that in applying the RSD framework
to their teaching collaboration and for designing learning objects and activities, it
became apparent to them that they were not only guiding students to become aware
of the skills required to engage with knowledge, but in doing so they were helping
students ‘learn to learn’.

We recognise that long-term partnerships to connect the library to the curriculum
such as these are not always possible in higher education, however the contributing
authors to this book have consistently stressed the value of underpinning collab-
oration with pedagogical frameworks. The advantages provide colleagues with an
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opportunity to learn, reflect, adjust and improve on practice together. It is there-
fore important to note that the practice-based examples in this book demonstrate
a developing growth in knowledge and understanding in applying the models. As
opportunities to engage with and apply the models are presented and engagement is
sustained over time, depth of knowledge and understanding increases. In this way,
the examples demonstrate variances in depth and breadth of experience, knowledge
and understandings of the models and associated frameworks amongst authors. As
such, some chapters show the early beginnings of embarking on a learning journey
and what the frameworks are revealing to the authors about teaching practice, other
chapters display knowledge gained from their long-term application resulting in a
more nuanced and sophisticated understanding of these models. This is important
to emphasise as in presenting practice examples at varying stages of developmental
understanding reflects healthy ongoing organisational growth.

The importance of these insights for library programmes is significant, and shows
that the frameworks are sophisticated tools that require repeated use and application
to enable a deeper understanding of their theoretical underpinnings through each
iterative engagement. This highlights that they cannot be taken at face value, they
need iterative application, contextualisation and reflection on practice to activate and
showcase their effectiveness.

19.3 Getting Started

It is important to note that our libraries share the same challenges we find in the
literature; institutional barriers, academic hierarchies, organisational and structural
change and the perceptions and misconceptions of the library’s educational role in
the university (Weiner, 2012). Introducing pedagogical models has affected transfor-
mational change in our libraries’ teaching practice and has provided us with a way
to overcome a range of dynamic institutional complexities in moving more firmly
into the educational space. In conversation with libraries keen to adopt pedagogical
approaches, we have often been asked the question—How did you start? It is impor-
tant to note that there is no one way of starting, nor can we offer a ‘step-by-step
manual’. The reason for this is because the way in which different libraries might go
about introducing and using pedagogical frameworks is dependent upon the param-
eters of each library’s individual context and all the associated variables that shape
it.

The following sections do however share our experiences gained over many years,
from both our libraries, we offer practical advice and suggestions for adopting the
models described in this book.We describe the two different strategies our respective
libraries adopted to introduce our pedagogical frameworks to our library staff, and
more broadly across our institutions. In the case of the MUL, we also describe how
the RSD framework was introduced to Monash University’s international campus in
Malaysia.
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We consider the similarities and differences of each approach for adoption, imple-
mentation and dissemination and hope this will spark ideas as to how you might go
about starting at your library. We can, however, offer this advice—take a risk, create
an opportunity and just start! All that is needed to begin is a committed passionate
individual or the establishment of a community or practice with individuals with
vision to drive the initiative and encourage interested others that share a desire to
transform their teaching practice and in doing so their effectiveness in the curriculum.

19.3.1 From the Ground up: Adoption and Implementation
at Monash University

As discussed in Chap. 2 (Torres and Yazbeck), the adoption, dissemination and
implementation of theMELT frameworks at Monash University has involved several
years of building expertise within the library through partnerships with academic
staff. As there was experience applying the RSD with our Business and Economics
colleagues, we saw an opportunity to model and promote how we envisioned using
the frameworks—as a collaborative library–faculty endeavour from the outset.

Contrary to the usual way of introducing organisational initiatives through policy-
driven methods, the RSD was implemented at MUL through advocacy from the
ground up by library staff, later supported and promoted by library management.
Not mandating expectations for staff to adopt the RSD provided a respectful and
sensitive way of introducing an initiative to guide the library’s teaching practice.
A sensitive and considered implementation approach recognised that an education
intervention needs space and time for staff to build the skills and confidence to
transition to a reconceptualised teaching practice.

This notion is explained by Chappell (2003) in stating that ‘new knowledge
workers’ changing work practices need time to renegotiate a sense of who they are in
a reconstructed workplace (p. 136). Mezirow (2000) describes important phases that
adult learners move through for transformational learning to take place. These phases
were acknowledged by library management and involve i) a disorienting dilemma;
ii) self-critical assessment of assumptions; iii) recognition through discourse that
assumptions are shared by others; iv) exploration of new ideas and relationships;
v) planning a course of action; and vi) taking action based on the new perspective
developed through this process. A disorienting dilemma means an experience that
contradicts one’s long-accepted beliefs, or habits of mind.

In addition to needing time to adapt to change, library management also acknowl-
edged the important role of professional agency in adopting the RSD framework,
library management provided the emotional and intellectual space required for indi-
viduals to start applying the RSD framework when the time was ‘right’ for them. In
this way management supported what Fuller and Unwin (2004) identify as ‘diverse
forms of participation and the extent to which individuals “elect to engage” in
those opportunities through individual agency’ (p. 32). The approach taken has been
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highly successful and reflects amature supportiveworkplace environmentwhere past
achievements are recognised and built upon, whilst steering towards a new vision.
As such, the ownership required to transition to a new library teaching practice lay
in the hands of the librarians and learning skills advisers themselves.

This self-regulatory approach to change is described by Hargreaves and Shirley
as

…a democratic and professional path to improvement that builds from the bottom, steers
from the top, and provides support and pressure from the sides…committed and capable
of creating deep and broad teaching and learning, it builds powerful, responsible and lively
professional communities... (2009, p. 107)

Therefore, this sensitive approach to change recognised that support and guidance
was provided by library management to effect internal organisational transformation
at the pace that staff required.

Monash University Malaysia (MUM), on the other hand, applied a different
method to implementing theRSDon their campus. Following the successful adoption
of the RSD framework at Monash University Library Australia, Monash University
Library, Malaysia (MULM) was keen to explore the benefits the RSD could bring
to enhance the teaching capabilities of library staff, as well as a way to leverage
library–faculty collaboration for students’ research skill development. MULM also
observedwhatWillison andO’Regan (2007) noted about different conceptualisations
of research in academic circles. The authors describe that research can be conceived,
in a minimalistic way, as a formal activity undertaken by an academic or researcher,
rather than a skill set that is ideally developed and practiced progressively as part of
an undergraduate’s learning journey. This notion was impeding the library’s ability
to move forward as educators that contribute to students’ research skill development
in the curriculum. The Library Director at MULM identified that the RSD provided
some significant benefits to address this issue, including.

The adaptive and flexible structure of the RSD lends itself well as a campus strategy atMUM
as it provides a language and structure in common to underpin educational efforts within
the University to enhance student learning outcomes. (I. Eula, personal communication, 15
April 2020)

MULM also identified that the RSD framework offers a structure for research
skill development within a learning continuum, a particular aspect of educational
frameworks not generally considered. As such the RSD as a conceptual pedagogical
model offered a practical way to scaffold and make research skills explicit in other
discipline-based educational frameworks. Therefore, the RSD could co-exist with
other educational frameworks already used by professionally accredited degrees.

As the RSD offered a pedagogically sound approach it could be introduced to support
the implementation of other frameworks currently incorporated into faculty teaching and
learning at Monash University Malaysia. The RSD did not exclude or compete with other
educational frameworks that schools were using. Therefore, the intention was to introduce
the RSD as an educational campus strategy with the RSD framework co-existing alongside
other educational frameworks in an intersected manner. In this way the RSDwas in complete
alignment with the educational goals of the University’s Better Teaching Better Learning
(BTBL) educational strategic agenda. (I. Eula, personal communication, 15 April 2020)
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MULM’s adoption of the RSD therefore presents a hybrid approach to adoption
and implementation. By bringing the RSD framework into alignment with the BTBL
agenda, MULM received university endorsement for the RSD as a recognised key
campus strategy and incorporated in the Education Strategic Plans of 2016–2018 and
2018–2020, respectively (Eula & Santra, 2020). Of significance was the leadership
role of the MULM in the RSD implementation, as the library was given the respon-
sibility of leading the implementation strategy across the university. Building library
staff and academic ability at MUM to apply the RSD followed the same successful
novice to expert approach with guidance from library colleagues in Australia. Facil-
itating workshops and sharing collaborative examples of practice at university fora
and educational events at MUM built knowledge and understanding together. The
RSD has been successfully applied to the curriculum in a variety of innovative ways,
which include the following: rubrics design (Kananatu, 2017); to inform creative
writing courses (Wong & Yahya, 2017); to guide students’ self-directed learning in
Engineering (Balan et al., 2017) and to explore an adapted simplified version of the
RSD framework (Karu et al., 2017).

It is important to note that although this was a campus strategy, personal agency
was also considered to enable adoption, as such, some RSD early adopters champi-
oned the use of the RSD within their schools, where other schools have had varied
degrees of engagement with the RSD. On both Monash Australia and Monash
Malaysia campuses, the theoretical principles of Legitimate Peripheral Participa-
tion (Lave & Wenger, 1991) and supported adoption strategies (Hargreaves &
Shirley, 2009) enabled a ground-up approach for implementation that was eventually
endorsed at the institutional level. This has provided a gentle, considered approach
and aligns with Galoozis’ (2019) recommendations for high-impact changes to
library teaching practices, rather than focusing on radical change. Small steps need to
be taken by librarians to increase skills, confidence and autonomy to gradually effect
change to practice. A scaffolded, progressive and incremental approach mirrors the
theoretical underpinnings of the MELT frameworks themselves.

19.3.1.1 Developing Staff Capacity and Confidence with the MELT

A learning ethos for developing, encouraging and building the capacity of library staff
has historically been part of everyday work practice and strongly valued by library
management. Smith and Sadler-Smith (2006) describe this as a ‘learner centered
paradigm’, where the ‘workplace support space’ facilitates and enables learning
through a combination of self-directed learner development and workplace learning
strategies to achieve the organisation’s objectives. A diverse and supportive learning
environment was therefore already in place for library staff (43 effective full-time
librarians and learning skills advisers) to commence engaging with and exploring
the RSD, through self-directed, guided, formal and informal learning opportunities.

The first of the MELT frameworks, the RSD framework was introduced at MUL
in 2009 through a workshop titled: ‘RSD Bring a Friend (BaF) Workshop’. This
workshop was co-facilitated with library staff and academic colleagues from the
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Faculty of Business and Economics (see Chap. 2 by Torres and Yazbeck). To model
the collaborative potential of the RSD and a partnership approach from the outset,
librarians and learning skills advisers invited an academic colleague with whom
they had already established a working relationship to participate in the workshop.
Invitations to attend the workshop were well received, with librarians and learning
skills advisers (N = 15) attending alongside their academic colleagues (N = 13)
from seven faculties: Arts, Business and Economics, Law, Medicine Nursing and
Health Sciences, and Pharmacy and Pharmaceutical Sciences. In an attempt to create
an equal footing and break down academic hierarchies at the workshop, librarians,
learning skills advisors and academics engaged in the workshop activities together
to create their first shared experience of the RSD framework.

The transition from a transactional service model to engaging with academics
in a partnership underpinned by pedagogy required librarians to engage in profes-
sional risk taking. As mentioned earlier this adoption strategy required sensitivity
and respect from library management for the RSD to succeed. Fundamental to the
success of the collaborative potential of the RSD framework was the professional
shift librarians needed to make from librarians as instructors, to librarians as collab-
orative educators. Some RSD partnerships with academic staff were established as
a result of this workshop and as such, were ready to build examples of practice
and commence championing the RSD amongst library and academic colleagues in
a range of disciplines.

Of particular value as an approach to building skills and capabilities for adoption,
the MELT over the years has been the ‘novice to expert’ learning model (Lave &
Wenger, 1991). Participation through this approach has gradually increased library
staff confidence to commence applying the MELT to their teaching practice. As
opportunities arose and sufficient understanding and knowledge of the MELT had
been built, library staff introduced the model to inform teaching collaboration with
academic colleagues. A novice to expert capacity building has also created oppor-
tunities for library staff to work across library faculty teams, so that expertise is
developed for faculty teams amongst faculty teams. This has facilitated a sustainable
and cost-effective way to learn through cross-fertilised disciplinary exemplars of the
MELT in practice, effectively breaking down some of the silos existing within library
organisational structures themselves.

19.3.2 From the Top Down: Adoption and Implementation
at La Trobe University

In 2009, 10 curriculum renewal pilot projects were commissioned across the univer-
sity as part of a new university curriculum plan, Design for Learning (DFL).
Curriculum review and renewal played out differently in each discipline project
but DFL informed what faculties did in relation to improving the academic success
of all undergraduate students. Common to each project was mapping what is core
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and required for each undergraduate course, embedding graduate capabilities into
every course and subject, specifying Intended Learning Outcomes (ILOs) for these
capabilities and making ILOs explicit to students. The library led a DFL project to
embed information literacy into the curriculum; this was ‘the first step in a larger
vision of all La Trobe University graduates being information literate’ (Salisbury &
Sheridan, 2011). The library project developed a university strategy for embedding
information literacy skill development and created a suite of reusable, multipurpose
information literacy learning objects. As part of the project we leveraged our previous
experience collaborating with the Faculty of Health Sciences to embed information
literacy skills into the common first year in Health Sciences and evaluation of student
learning outcomes in Health Sciences was a critical component of the library DFL
project.

The notion of constructive alignment was central in the implementation of DFL
projects. As a university-wide programme, DFL had all the hallmarks and strengths
of top-down institutional approaches to implementing constructive alignment identi-
fied by Ruge et al. (2019). That is, it was institutionally defined, rigorous, systematic,
accountable, provided resourcing and support to all areas of the organisation, encour-
aged staff ownership and provided upskilling for academic and professional staff
involved in teaching and learning. Being involved in an institutional implementation
of constructive alignment helped us build on the best of our previous approaches to
embedding information literacy in more deliberate and intentional ways to realise
institutional strategy. It opened up a theory/practice nexus that at the time created
new opportunities and laid the foundations for the LTUL Model and continues to
underpin our practice and provide ongoing motivation for theory-based practice.

Our commitment to providing all students with opportunities to develop high
levels of information literacy is constant and certainly needs institutional approaches;
however, in our experience achieving high-level strategic objectives is an iterative
process that requires constant review. The Information Literacy Strategy developed
as part of the 2009 project has since been reviewed, reinvented and replaced—firstly
with the La Trobe Information Literacy Policy and Procedure and then with the La
Trobe Digital Literacy Framework. Likewise, what learned from the 2009 project
informed the LTUL Model and LLTP Framework, however, as discussed in Chap. 3
by Salisbury and Ondracek the LLTP Framework is a dynamic and iterative guide to
practice that is adapted as needed to align with new curriculum design initiatives and
plans. For example, in theCurriculumDesign Intensive (CDI) project that established
curriculum design teams that include discipline teaching staff, educational designers
and librarians to improve and review subjects.

In summary getting started has been top down. However, ongoing sustainability
and implementation of the LTUL Model using the LLTP Framework has been a
dynamic, multidirectional and iterative process. As Ruge et al. (2019) propose, what
is needed is

a multi-directional approach for developing and implementing constructive alignment (CA)
to leverage the strengths as well as constraints embedded in the existing top-down or bottom-
up approaches. It is recognised that the top-down framework has a clearly defined driver and
hence the aims of the process and the approval process are clearly defined. In the bottom-up



19 Transforming Practice for Educational Impact 297

approach, the teaching team and close connection to students in the course programme are
the key drivers for the process and ultimate teaching and learning outcomes. (p. 843)

Our ongoing practice to implement the LTULModel guided by LLTP Framework
could be considered in terms of a multidirectional mix of top down and bottom up.
Taking this perspective, means we need to continue to work across the following
three domains of practice in linking the library to the curriculum:

1. Strategic—Institutional policy for information and digital literacies as related
to Graduate capabilities.

2. Course—Mapping Information literacy as a component of Graduate Capabili-
ties (‘Research and Evidence-Based Inquiry’ and ‘Digital Capability’) within
subjects and across year levels to scaffold sequential IL skill development.

3. Subject—Embedded and constructively aligned—joining IL and subject ILOs,
teaching and learning activities and assessment tasks.

Working across these three domains has enabled us to embed information skill
development for all students in curriculum design. Collaboration with discipline
teaching staff and our pedagogical model is now standard practice across all disci-
plines. Regardless of whether it is through participation in curriculum design teams,
or ongoing or new curriculum conversations between academics and librarians, the
LLTP Framework is entrenched into our professional practice. According to Spain
(Chap. 4), the LLTP Framework is a ‘pedagogical reference point for new librar-
ians’. Importantly taking a multidirectional perspective means the above domains of
practice aren’t sequential and for a library starting out on this journey, opportunities
can be created and seized in one or all domains as needed to suit the institutional
context and environment.

19.3.3 Igniting Interest and Gaining Momentum

Gaining buy-in from library and academic staff building capacity to apply the tools
has been critical and could be considered the biggest challenge. Igniting interest and
maintaining momentum at our universities has been reliant on keeping the models
front and centre of our libraries teaching practice through formal and informal inter-
actions. This takes effort and sustained commitment so that themodels are normalised
as part of the library’s teaching practice and culture. Gaining buy-in at our libraries
has been achieved by a range of the following:

• Introducing new staff to the models as part of staff induction
• Incorporating a standard agenda items for the adopted models in relevant library

committee meetings
• Delivering staff development workshops annually or bi-annually on the models
• Developing elearning resources for staff to learn about the models
• Staff mentoring
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• Applying the models to a wide variety of disciplines, years levels and learning
objects to gather a range of examples

• Sharing examples of application amongst peers and more broadly at faculty,
university meetings and fora

• Presenting at educational conferences as well as those that pertain to the library
sector

• Researching practice and keeping active in the educational research space, journal
publications

• Establishing a Community of Practice—inviting interested educators beyond the
library

• Connecting to other areas of the university—career advisory services, research
office, etc.

• Gathering meaningful metrics, quantitative and qualitative (after establishing
traction).

Maintaining momentum is also reliant on recognising the potential of both formal
and informal learning opportunities for library and academic staff. At LTUL the
formal and informal are part of the library staff development. At MUL a novice to
expert approach has underpinned formal and informal opportunities to learn about the
MELT. Learning has taken place over ‘water-cooler’ or ‘coffee queue’ conversations,
one-to-one shared exchanges of the teaching applications of the MELT, as well as
scheduled peer-to-peer learning opportunities, peer teaching observations andMELT
showcase events. For example, an RSD framework conference was organised by
MUL with invitations extended at the national and international level to promote the
RSD for students’ research skill development. The conference was attended by 180
delegates comprising librarians and academic staff. Another success has been the
dissemination of the RSD framework through university-level workshops delivered
to academic staff through the Graduate Certificate of Higher Education (GCHE) and
for accredited professional development activities for academic staff over the years.
This engagement at the university level led to educational policy endorsement of the
RSD framework at Monash University.

The importance of collecting quantitative metrics as well as qualitative data on
how our pedagogical models have been applied by telling and publishing stories
of impact cannot be understated. Metrics collected on the MELT, for example,
include information related to which Skill Facets in the MELT frameworks were
addressed in learning engagements and how these skills aligned with the MELT’s
learning continuum—the Scope of Student Autonomy. More granular metrics are
also collected on whether library engagement with the MELT has impacted assess-
ment design, learning outcomes, assessment criteria, learning content and whether
the skills contributed by the library are assessed in the curriculum and have been
embedded into the curriculum.

At MUL, we have used collaborative opportunities to unpack the skills in the
MELT frameworks. This involves a collaborative discussion between educators to
consider what discipline-specific skills are encapsulated in each of the six facets of
theRSD,WSDorDSD frameworks. This is the first step taken tomake the conceptual
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models meaningful to context, and can occur in aMELTworkshop setting or when an
opportunity to apply one of theMELT in a learning context is presented. The process
of revealing and articulating the skills relevant to the discipline in alignment with the
MELT Skill Facets opens a way to connect them to the curriculum (see Chap. 18 by
Todd, Khoshsabk, Torres and Peart; Chap. 15 by Pilz, McLeod and Yazbeck).

For individuals applying pedagogical models for your collaborative teaching
practice, we suggest approaching this the following way:

• Align learning aims against the appropriate framework
• Identify the skills in the task that students need to acquire to engage successfully

with the task
• Scaffold skills in learning activities and tasks
• Make the skills explicit in your teaching using skill-related terminology appro-

priate to the discipline
• Consider how skills could be made skills explicit in assignment instructions and

learning aims/outcomes
• Over time, as your collaboration and influence grow, consider if the skills can be

included in corresponding marking schemes/ rubrics.

Our advice is, whether you are considering introducing a pedagogical model to
linking the library to the curriculum at the individual or organisational level, or
whether you decide to adopt an implementation strategy from the ‘bottom up’ or
‘top down’, we strongly recommend the following. Start small to build advocacy,
create examples of application and share these with colleagues you are comfortable
with. If you plan to use the models for collaborative partnerships—start the way you
intend to finish—collaboratively, as this creates a nurturing learning environment for
reflection on practice and change to take place. Above all… start small, but take a
risk!!

19.4 Conclusion

A sustained and undeniable effort has been brought into play by academic libraries
to leverage IL as the specialist knowledge and expertise that librarians bring to the
teaching and learning function of the university. As this is an educational strategic
imperative stated bymany libraries globally, it is critical that the sector pays attention
to how this can be achieved successfully and at scale, so that it no longer remains an
elusive aim of the academic library. Our practice-based examples align with findings
in the literature identifying that partnership approaches are the most effective way
to reach students meaningfully and at the point of need in their learning. This is
emphasised by Weiner (2012) noting that information literacy should be developed
progressively throughout the formal educational process and in disciplinary-specific
contexts. We have identified a strategy for success in this regard.

The practice-based examples in this book clearly evidence that truly embedded
skill development in disciplinary contexts is reliant on theoretically informed
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teaching partnerships. To this end, pedagogy informs: how the IL and research skills
are embedded as considered aspects of learning, how they become woven seam-
lessly and explicitly into curriculum and assessment design, how they are articulated
to students so that the skills become a part of their awareness and vernacular, and
how they become valued by educators as fundamental skills that enable students to
‘learn to learn’. Pedagogically informed teaching partnerships therefore create the
right ecosystem for nurturing, what Weiner (2012) refers to as ‘students’ habits of
mind’ (p. 287).

Critical to our success are the following key factors. Pedagogical knowledge
acquired over time through the application of the models has built the necessary
skills to move from transactional instructors to sophisticated educators. Therefore,
engagement with and application of pedagogically informed models for developing
students’ information and research skills has shifted the professional identity of
librarians. As the practice-based examples confirm, and comments from academic
colleagues recognise, this has transformed the perceptions held of the librarian’s
role in the curriculum in our institutions. Establishing partnerships with academic
colleagues is therefore fundamental to and critical for embedding information and
research skills in disciplinary curricula, and the importance of ‘trust’ in these relation-
ships cannot be disputed. Our experience clearly shows that the presence of trust is a
critical success factor which can be enabled through conversation using a language
in common. Our pedagogical models have guided these important conversations,
provided clarity of purpose and structure for the teaching partnership. As such, the
application of theory to practice demonstrates how the professional identity of librar-
ians as educators can be recast in trusted partnerships, and how all combined gives us
a deeper understanding of what needs to transpire to transition and transform library
skill development programmes for a more impactful connection to the curriculum.

As the practice-based examples in this bookhave illustrated, connecting the library
to the curriculum is core work for libraries. This work is nuanced and complex and
requires the skill development to be interwoven with discipline content; library staff
are well equipped with the expertise and knowledge to weave the threads of informa-
tion and research skills into the fabric of the curriculum. With critical foundational
organisational support from the bottom, steering from the top and a squeeze from the
sides, library staff will find themselves in the right environment to build pedagogical
knowledge, teaching skills and confidence to work in trusted collaborative alliances
as partners with their academic colleagues.

Cyclic change is a constant in the higher education environment and with this
comes the strategic renewal of educational agendas and plans. In an environment
where ways of working can be impacted by considerable disruption, the importance
of harnessing the skills and expertise of a range of educators that focus on the same
trajectory—enhancing student learning outcomes—cannot be emphasised enough.
Atkinson (2019) stresses that effective collaboration between library, faculty and
university is not an option but a necessity in academic environments navigating a
range of challenging economic and institutional pressures. Therefore, positioning
the library as a key partner in enabling the educational goals of the university is of
paramount importance to render the library visible to university leaders (Atkinson,
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2019; Bryant et al., 2020). Understanding the critical success factors, characteristics
and strategies that are required to connect the library to the curriculum, therefore
increase in significance.

Finally, the conceptual pedagogical models adopted at MUL and LTUL have
enabled the contextualisation and scaffolded development of information and
research skills through trusted partnerships with academic colleagues. This has led to
greater effectiveness, visibility and impact of our libraries in the educational space
demonstrating transformational leadership in an area of strategic importance for
academic libraries globally. We conclude and strongly advocate that theoretically
informed pedagogical models are critical for connecting the expertise of the library
to the curriculum.
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