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TPSDirect

WELCOME TO TPS PROFESSIONAL DEVELOPMENT

Welcome to Teaching with Primary Sources (TPS) Direct from the Library of Congress. This
innovative new tool puts Library of Congress professional development in your hands, and lets
you plan, customize, and deliver exactly the program you need, either for yourself or for your
fellow teachers. The Library has long been committed to facilitating the professional growth of
educators nationwide through programs at the Library and in the field, and now we are proud
to deliver our proven program directly to you.

You are joining thousands of educators from around the world who have discovered the power
of primary sources in the classroom. Through primary source analysis, teachers can help
students construct knowledge, think creatively, and develop the information fluency necessary
for success in the 21st century.

With its rich core of over 15.3 million digitized items, including manuscripts, maps,
photographs, and sound and video recordings from throughout the U.S. and the world, and its
extensive teaching materials, the Library of Congress is uniquely positioned to help you and
your colleagues discover new strategies for building your students’ capacity to think critically
about the world around them.

| hope you’ll take this opportunity to use TPS Direct to customize the Library’s educational
resources for use in your school.

James H. Billington
The Librarian of Congress

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 11



CURRICULUM OVERVIEW

TPSDirect

Whether you are a classroom teacher or a
professional development facilitator, you can build

Teaching with primary sources can facilitate:

your own professional development from Teaching 1.
with Primary Sources (TPS) Direct. The resulting Student engagement
ready-to-use, downloadable activities can be used *  Primary sources help students relate in a
as is or incorporated into an already existing personal way to events of the past and
professional development program. Available at no promote a deeper understanding of cultural
cost and without subscription, TPS Direct offerings history as a series of human events.
range from self-paced online interactives for *  Because primary sources are snippets of the
individual teachers to professional development past, they encourage students to seek
activities for use by facilitators in a workshop additional evidence through research.
setting. *  First-person accounts of events helps make
them more real, fostering active reading
The TPS Direct curriculum is focused around the and response.
Library’s rich collections of online primary sources, - s .
and is structured into three main topics, each 2. Development of critical thinking skills
offering a variety of activities and lessons *  Many state standards support teaching with
addressing distinct goals. primary sources, which require students to
*  Primary Sources Overview be both cr_itical and analytical as they read
and examine documents and objects.
0 Understanding Primary Sources *  Primary sources are often incomplete and
O Analyzing Primary Sources have little context. Students must use prior
0  Teaching with Primary Sources knowledge and work with multiple primary
*  Primary Sources from the Library of Congress . sourees t.o ﬁnd.patterns.
In analyzing primary sources, students
0  Exploring www.loc.gov move from concrete observations and facts
0 Understanding Legal and Ethical Use of to questioning and making inferences about
Primary Sources the materials.
*  Inquiry Learning and Primary Sources *  Questions of creator bias, purpose, and
point of view may challenge students’
0 Understanding the Inquiry Process assumptions.
0  Creating Inquiry Activities with Primary 3. Construction of knowledge
Sources
* Inquiry into primary sources encourages
Primary sources provide a window into the students to wrestle with contradictions and
past—unfiltered access to the record of artistic, compare multiple sources that represent
social, scientific and political thought and differing points of view, confronting the
achievement during the specific period under study, complexity of the past.
produced by people who lived during that period. ®  Students construct knowledge as they form
Bringing young people into close contact with these reasoned conclusions, base their
unique, often profoundly personal, documents and conclusions on evidence, and connect
objects can give them a very real sense of what it primary sources to the context in which
was like to be alive during a long-past era and can they were created, synthesizing
contribute to a new understanding of the present. information from multiple sources.
E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 111



STANDARDS

The Library of Congress is committed to delivering
high quality professional development materials for
use in schools throughout the country. The Library
built its professional development curriculum
meeting the staff development standards of the
National Society of Staff Development (NSDC).
Additionally, each professional development activity
has been aligned with standards from the American
Association of School Librarians (AASL) Standards for
the 21st Century Learner and the International
Society for Technology in Education (ISTE) National
Educational Technology Standards (NETS) for
Teachers.

NSDC’s Standards of Staff Development require
professional development to improve the learning of
all students. The Library aligned its staff
development activities to provide context, evaluate
instructional process and deepen content
knowledge. To learn more about the staff
development standards of NSDC, visit
www.nsdc.org.

The lessons and activities in these modules are
based upon the American Association of School
Librarians (AASL) Standards for the 21st Century
Learner. AASL asks four essential questions to guide
instruction:

*  Does the student have the right proficiencies to
explore a topic or subject further?

* s the student disposed to higher-level thinking
and actively engaged in critical thinking to gain
and share knowledge?

* Is the student aware that the foundational
traits for 21st Century learning require
self-accountability that extends beyond skills
and dispositions?

* Can the student recognize personal strengths
and weaknesses over time and become a
stronger, more independent learner?

Find a complete list of the 21st Century Learner
Standards at www.aasl.org.

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use.
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The International Society for Technology in
Education (ISTE) National Educational Technology
Standards for Teachers (NETS-T) serve as a roadmap
to improve teaching and learning by educators. The
Library of Congress supports standards that align the
use of technology for delivery of content NETS-T
focuses on "using technology to learn and teach” and
cover these key components for teachers:

* Facilitate and Inspire Student Learning and
Creativity

*  Design and Develop Digital-Age Learning
Experiences and Assessment

*  Model Digital-Age Work and Learning

*  Promote and Model Digital Citizenship and
Responsibility

*  Engage in Professional Growth and Leadership

For more information on ISTE’s NETS-T, go to
www.iste.org.


http://www.nsdc.org
http://www.aasl.org
http://www.iste.org

TPSDirect

MODULE

INQUIRY LEARNING AND PRIMARY SOURCES

Inquiry is a process of active learning that is driven by questioning and critical thinking. By their very nature,
primary sources engage students with the inquiry process. Primary sources transform the learning process by
provoking critical thinking: questioning; making inferences; interpreting different points of view; using the
critical lens of analysis and evaluation; drawing conclusions; and pulling together disparate pieces of evidence to
think conceptually.

The professional development activities in this module will introduce the inquiry process and guide participants
to develop or adapt instructional activities to incorporate the inquiry process. The goals with supporting
activities are:

GOALS *  Understanding the inquiry process
Activity: Understanding the Inquiry Process
*  Creating inquiry activities with primary sources

Activity: Primary Sources and Inquiry

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 1.1
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Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

GOAL Creating inquiry activities with primary sources Time Required

OBJECTIVES Participants will: 2 hours 0 minutes

Observe an inquiry activity using a primary source

Standards
*  Document the experience of applying the stages of the inquiry =~ oo
process to learning with primary sources AASL 1.1.1
*  Discuss instructional strategies to help students navigate all stages AASL 2.1.1
of the inquiry process AASL 2.1.2
AASL 2.4.4
. . . . NETS-T 1a
MATERIALS Materials/Resources Using Primary Sources in the Classroom NETS-T 1c

O stripling, Barbara. “Inquiry: Inquiring Minds Want to Know.” School NETS-T 2a
Library Media Activities Monthly 25, no. 1(September 2008): 50-52.

[ stripling, Barbara K. “Inquiry-Based Learning.” In Curriculum
Connections through the Library, edited by Barbara K. Stripling and
Sandra Hughes-Hassell, 3-39. Westport, CT: Libraries Unlimited,
2003.

O National Child Labor Committee Collection: About This Collection
[ Graphic of the Stripling Model of Inquiry

O Primary Source Analysis Tool

O Inquiry Deconstruction Tool

O Daily inspection of teeth and finger nails.

O Bibliographic information for Daily inspection of teeth and finger
nails.

[ Jewel and Harold Walker, 6 and 5 years old, pick 20 to 25 pounds of
cotton a day.

[ Bibliographic information for Jewel and Harold Walker, 6 and 5
years old, pick 20 to 25 pounds of cotton a day.

[ stoking the furnace in the power-house. Pauls Valley Training
School.

[ Bibliographic information for Stoking the furnace in the
power-house.

O interior of workshop of Sanitary Ice Cream Cone Co.

[ Bibliographic information for Interior of workshop of Sanitary Ice
Cream Cone Co.

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 1.2
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Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

[ Cleo Campbell, 9 years old
[ Bibliographic information for Cleo Campbell, 9 years old
0 A young chauffeur.

O Bibliographic information for A young chauffeur.

PREPARATION Read and understand the following resources before the activity:

Stripling, Barbara K. “Inquiry-Based Learning.” In Curriculum
Connections through the Library, edited by Barbara K. Stripling
and Sandra Hughes-Hassell, 3-39. Westport, CT: Libraries
Unlimited, 2003.

Graphic of the Stripling Model of Inquiry

National Child Labor Committee Collection: About This Collection
http://lcweb2loc.gov/pp/nclchtml/nclcabt.html . Background
and Scope might be of particular interest.

Prepare for display:

Primary Source Analysis Tool

Graphic of the Stripling Model of Inquiry

Inquiry Deconstruction Tool

Bibliographic Information for Daily inspection of teeth and finger
nails.

Print one copy per participant of the items below. Keep documents
separate.

Daily inspection of teeth and finger nails.
Inquiry Deconstruction Tool

Print enough copies of the items below so that each participant may
choose one image:

Jewel and Harold Walker, 6 and 5 years old, pick 20 to 25 pounds
of cotton a day.

Stoking the furnace in the power-house. Pauls Valley Training
School.

Interior of workshop of Sanitary Ice Cream Cone Co.

Cleo Campbell, 9 years old, picks 75 to 100 pounds of cotton a
day.

A young chauffeur.

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 1.3



Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

PROCEDURE

Bibliographic Information for all five images

For procedure one through three, you will be modeling the inquiry
process with participants. Display or project the Primary Source
Analysis Tool and review the three stages of primary source
analysis (Observe, Reflect, Question).

Pass out copies, one per participant, of Daily inspection of
teeth and finger nails.

Briefly discuss what participants would record in each column
of the Primary Source Analysis Tool.

Ask participants to think about how they might build upon this
primary source analysis activity (i.e., to enhance or create a
more complete inquiry learning experience).

Display the Graphic of the Stripling Model of Inquiry and discuss
each of the six stages of the Stripling Model of Inquiry (Connect,
Wonder, Investigate, Construct, Express, Reflect).

Emphasize that the inquiry process may begin at different
stages (depending on the activity), requires moving in and out
of the various stages and therefore is not always sequential.

Ask participants to think about how the complete inquiry
process incorporates or expands upon the three primary source
analysis stages (Observe, Reflect, Question) as they revisit the
same primary source using the Stripling Model of Inquiry.

Model the inquiry process using Daily inspection of teeth and
finger nails. Fill in the Inquiry Deconstruction Tool with the help of
the participants.

Fill in the Connect and Wonder rows, asking the group to
observe details and develop a hypothesis for the image.

Display and read aloud bibliographic information for Daily
inspection of teeth and finger nails.

Fill in the Investigate row, asking the group to use the
additional information to re-evaluate prior observations and
hypotheses about both images.

Fill in the Construct row, asking participants to draw new
conclusions by revising their initial observations and

TPSDirect

E LIBRARY OF CONGRESS
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Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

hypotheses.

Discuss the Express row, explaining that in this stage
participants would share the new conclusions they
constructed.

Fill in the Reflect row, asking participants to consider what
new questions they may have about the primary source and
how this learning experience with the inquiry process relates
back to the primary source analysis stages (Observe, Reflect
and Question).

4, For procedures four through eight, participants will practice
inquiry independently then with a partner. Distribute an Inquiry
Deconstruction Tool to each participant and ask each participant
to select one of five images.

5. Ask participants to record their thoughts for the Connect and
Wonder stages.

6. Distribute bibliographic information for the images. Ask
participants to read this information and record additional
thoughts for the Investigate and Construct stages.

7. Ask participants to find a partner with the same image and to
complete the Express stage by sharing their new understandings.

8. Ask participants to record their thoughts for the Reflect stage and
discuss.

ASSESSMENT  Facilitate a discussion about participants’ experiences with the inquiry
process and ways to create inquiry-based learning activities with
primary sources. Possible topics to address include:

What types of activities support each of these different stages?

What does the inquiry process look like in practice (cycling back and
forth among stages, student engagement)?

What is the teacher’s role in the inquiry process?

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 1.5
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Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

Inquiry:
Inquiring Minds Want to Know

Curriculum Connections
Through the Library

Stripling, Barbara. “Inquiry: Inquiring Minds Want to Know.” School Library Media
Activities Monthly 25, no. 1(September 2008): 50-52.

Stripling, Barbara. “Inquiry: Inquiring Minds Want to Know.” School Library Media
Activities Monthly 25, no. 1(September 2008): 50-52.

(4 pages)

Stripling, Barbara K. “Inquiry-Based Learning.” In Curriculum Connections
through the Library, edited by Barbara K. Stripling and Sandra Hughes-Hassell,
3-39. Westport, CT: Libraries Unlimited, 2003.

In Curriculum Connections through the Library, edited by Barbara K. Stripling and
Sandra Hughes-Hassell, 3-39. Westport, CT: Libraries Unlimited, 2003.

(21 pages)

National Child Labor Committee Collection: About This Collection

Background, rights and reproduction information, and other resources related to the
collection.

http://www.loc.gov/pictures/collection/nclc/

Graphic of the Stripling Model of Inquiry
A visual representation of the inquiry process

Primary Source Analysis Tool

A simple graphic organizer that helps students respond to and analyze primary
sources
http://www.loc.gov/teachers/usingprimarysources/resources/Primary_Sour
ce_Analysis_Tool.pdf

Inquiry Deconstruction Tool
Analysis tool based on the inquiry model

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 1.6
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Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

Daily inspection of teeth and finger nails.

Daily inspection of teeth and finger nails. Older pupils make the inspection under the
direction of teacher who records results. This has been done every day this year.
School #49, Comanche County. Location: Lawton [vicinity], Oklahoma / Lewis W.
Hine.

http://loc.gov/pictures/item/ncl2004004981/PP/

Bibliographic information for Daily inspection of teeth and finger nails.
http://loc.gov/pictures/item/ncl2004004981/PP/

Jewel and Harold Walker, 6 and 5 years old, pick 20 to 25 pounds of cotton a
S day.
Jewel and Harold Walker, 6 and 5 years old, pick 20 to 25 pounds of cotton a day.
Father said: "I promised em a little wagon if they'd pick steady, and now they have
half a bagful in just a little while."” See 4564. Location: Comanche
County--[Geronimo], Oklahoma / Lewis W. Hine.
http://loc.gov/pictures/item/ncl2004004557/PP/

Bibliographic information for Jewel and Harold Walker, 6 and 5 years old, pick 20
to 25 pounds of cotton a day.
http://loc.gov/pictures/item/ncl2004004557/PP/

Stoking the furnace in the power-house. Pauls Valley Training School.

Stoking the furnace in the power-house. Pauls Valley Training School. The boy was
very proud of his job. See 4833-4842. Location: Pauls Valley, Oklahoma / Lewis W.
Hine.

http://loc.gov/pictures/item/ncl2004004872/PP/

Bibliographic information for Stoking the furnace in the power-house.
http://loc.gov/pictures/item/ncl2004004872/PP/

E LIBRARY OF CONGRESS TPS Direct is a professional development program from the Library of Congress. This document can be reproduced for educational use. 1.7
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Teaching with Primary Sources * Professional Development

PRIMARY SOURCES AND INQUIRY

Interior of workshop of Sanitary Ice Cream Cone Co.

[Interior of workshop of Sanitary Ice Cream Cone Co. See 4830. Boys packing cones
are John Myers, 14 years old and a boy 12 years old who is working steady now. Boss
said: "He said he wasn't going to school so | took him." See 4830.] Location:
[Oklahoma City, Oklahoma] / [Lewis W. Hine]
http://loc.gov/pictures/item/ncl2004004863/PP/

Bibliographic information for Interior of workshop of Sanitary Ice Cream Cone Co.
http://loc.gov/pictures/item/ncl2004004863/PP/

Cleo Campbell, 9 years old

[Cleo Campbell, 9 years old, picks 75 to 100 pounds of cotton a day. Expects to start
school soon. Said: "I'd ruther go to school and then | wouldn't have ter work." Father
said she and her sister begin about 6 A.M. and work until 6 or 7 P.M. with 1 1/2 hours
off at noon. Lewis W. Hine. See 4590. See W.H. Swift Report.] Location:
Potawotamie, Oklahoma.

http://loc.gov/pictures/item/ncl2004004568/PP/

Bibliographic information for Cleo Campbell, 9 years old
http://loc.gov/pictures/item/ncl2004004568/PP/

A young chauffeur.

A young chauffeur. See Hine report re: 15-year-old chauffeur in Oklahoma City who
killed a man by careless driving. His case was dismissed because he was "too young to
prosecute.” Yet he was driving a taxi for a livery man and with no license. Location:
Tulsa, Oklahoma / Lewis W. Hine.

http://loc.gov/pictures/item/ncl2004004856/PP/

Bibliographic information for A young chauffeur.
http://loc.gov/pictures/item/ncl2004004856/PP/
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Key Words in Instruction

Inquiry:

Inquiring Minds Want to Know

he old yellow journal-
ism adage, “Inquiring
minds want to know,"
actually has more than a
kernel of truth to it. Both
experience and research tell
us that students engaged in
inquiry are more motivated
to pursue learning on their
own than students who are
fed pre-organized informa-
tion that they are expected
to remember. Inquiry lies at
the heart of the new stan-
dards issued in 2007 by the
American Association of
School Librarians, entitled
Standards for the 21st-Cen
tury learner. To understand
and implement the new
standards, library media spe-
cialists need to have a clear
conception of “inquiry”and
its implications for teaching
and learning through the

library media center.

Inquiry is a process of learning that
is driven by questioning, thoughtful
invesligating, making sense of informa
tion, and developing new understand
ings. It is cyclical in nature because the
result of inquiry is not simple answers
but deep understandings that often lead
to new questions and further pursuit of

knowledge. The goal of inquiry is not the
accumulation of information; it is the
exploration of significant questions and
deep learning.

What is the difference
between inquiry and
information literacy?

The American Association of School
Librarians (AASL) and the Association
for Educational Communications and
Technology (AECT) issued standards
for information skills called Information
Literacy Standards for Student Learning
in 1998, These standards clearly out-
lined the skills necessary for students
lo access, evaluale, and use informa-
tion; become information literate and
independent learners; and display social
responsibility in the use of informa-
tion. The new 2007 standards broaden
the concept of information literacy by
incorporating the skills necessary for a
more constructivist view of learning, in
which students are empowered to ask
meaningful questions and follow a path
of discovery to construct their own un-
derstandings, draw conclusions, create
new knowledge, and share their knowl-
edge with others. These new standards
emphasize that the questioning, critical
thinking, and creative generation of new
knowledge are as important to students’
learning as their information finding.

Inquiry, as defined by the new stan-
dards, is a way of learning that involves
more than the application of skills. Also
necessary for inquiry are dispositions
(attitudes toward learning), responsibili
ties, and selt-assessment or reflection.

50 School Library Media Activities MonthlyVolume XXV, Number 1/September 2008

LOC.gov/teachers

by Barbara Stripling

Together, all of these domains encom-
pass a full picture of the requirements
for the 21st-cenlury learner.

Why focus on inquiry?

The emphasis on inquiry is a natu
ral extension of John Dewey’s ideas
of learning through experience—that
learners draw meaning by connecting
one experience to another and to the fu-
ture and by reflecting on and organizing
the ideas thal emerge from the experi
ences (Dewey 1938, 20, 27, 43, 45-7, 49,
87). Dewey'’s ideas are the basis of what
is now called constructivism, in which
learners are expected to construct their
own meaning and teachers are expected
to [rame an environment that stimulates
learners to question and discover rather
than passively to receive information
delivered to them (Brooks and Brooks
1993, 30).

Increasingly, educators in all sub
ject areas are recognizing the power
of inquiry to provoke deeper learning.
Selected books on the subject of using
inquiry as the core conceplt are listed in
the references. Library media specialists,
whose primary focus is helping students
learn the process skills to read and
discover the world, have often struggled
in the past to gain recognition from
their education colleagues about the
importance of process skills for learning
content. With the rising emphasis on
inquiry-based teaching and learning in
all content areas, classroom teachers are
accepling more readily the integrated
teaching of process and content. In fact,
as information explodes and teachers
recognize that they can never deliver

1.9
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all the important information in their
subject area, a new consensus is forming
about the necessity of teaching students
how, rather than what, to learn. Linda K.
Jordan probably expressed the views of
many teachers when she said this about
science inquiry: "Although inquiry may
not be the only way to teach science,
many science educators believe that it
may be the best way for students lo learn
science” (Audet and Jordan 2005, 43),

What is the underlying
process of inquiry and
what skills are most
important?

Most models of inquiry follow the
same general cycle (Audet and Jordan
2005, 14; Stripling 2003, 7; Kuhlthau,
Maniotes, and Caspari 2007, 17-20;
Short etal. 1996, 18, 157):

»lap into prior experience, back-

ground knowledge

»Generale intriguing questions or

problems that can be investigated

»Develop a plan for investigation

»Select resources—select, analyze,

and evaluate information that ad-
dresses the questions or problems

»Organize information, find pat

terns, draw conclusions and new
understandings

»Create demonstration of learning

and share with others

»Reflect on the process and product

of learning; generate new questions

All research is messy and recursive;
inquiry is more so because no one
knows the end. Even if students are in-
quiring about a topic that has been stud-
ied before, the new understandings that
are gained are unique to those students
and to the connections that they make.
‘Throughout the process, students reflect
on whal they are observing and finding
oul. They may change direction, ask new
questions, challenge the inconsistencies
they discover, seek new perspectives,
and fill gaps in their information.

The skills included in the AASL
Standards for the 21st-Century Learner

LOC.gov/teachers

outline an active discovery process for
all learners as revealed by the verbs

used in the indicators—inquire, use,
think critically, apply, create, share, read,
pursue, develop, evaluate, make sense of,
demonstrate, organize, listen, collabo
rate, conclude, connect, respond, and
seek (2007). The attitudes toward learn-
ing, called dispositions in action, are
also stated in aclive terms (e.g., display,
demonstrate, maintain a critical stance,
employ, use, and show) so that educators
can gauge the degree to which students
are displaying the habits of mind that
lead to successful inquiry and learn-
ing. Because the aim of inquiry is active
discovery, library media specialists and
classroom teachers can employ forma-
tive assessment to track the actions of
students and assess their progress in at-
taining and using skills and dispositions
throughout the inquiry cycle.

question, hypothesize, and investi-

gate the natural world. Their inquiry

is guided by a search for accurate and
replicable evidence in order to confirm
or refute a hypothesis and draw conclu-
sions about the truth. Similarly to math
ematics, the evidence is evaluated for its
credibility and accuracy, not its point

of view or social context. Identifying
misconceplions is particularly important
for science inquiry because most people
tend to form theories about the way the
world works through simple observa-
tion rather than investigation. Fallacious
theories are not easily replaced unless
they are brought to the surface and
countered with more accurate informa
tion (Stripling 2003, 21-23).

Inquiry in history and the social
sciences focuses on people and their
interactions with the world. As a resull,
students must assess the evidence for

Increasingly, educators in all subject
areas are recognizing the power of
inquiry to provoke deeper learning.

How does inquiry differ
across content areas?

Although the process of inquiry is
much the same as il is applied in various
content areas, the emphasis may be on
difterent types of thinking. In math-
emalics, [or example, inquiry in the
curriculum focuses on problem-solving
and reasoning. Students are expected to
look for patterns and relationships that
explain the physical world. The pat-
terns/relationships exist as truths that
are not dependent on the time (when),
the place (where), or the reason (why)
of the problem; therefore, students must
be concerned with accuracy and logical
reasoning, not with point of view or
context (Stripling 2003, 23-24).

Science students are expected to

point of view, social and historical
context, authorilativeness, credibility,
and other qualitative factors. In the
social sciences, students inquire to find
mulliple truths as representative of dif
ferent perspectives and different time
periods. Inquiry in the social sciences is
concerned with the interplay of “Why?”
“Who?) “Where?” “When?,” “What
caused?” “What resulted?” and “How
good or bad?” rather than the “How?” or
“What?” of science and math. Interpre-
tation of evidence and drawing conclu-
sions in social-science inquiry are very
complex processes that must be based
on students carefully evaluating the evi
dence without succumbing to their own
personal biases. It may be important for
students to identify their own point of
view before social-science inquiry, just

School Library Media Activities Monthly/Volume XXV, Number 1/September 2008 51
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as students in science must identify their
own misconceptions (Stripling 2003,
24-27).

Inquiry in language arts and litera-
Lure is based on interpretation of evi-
dence that includes weighing the social
context, determining point of view and
author’s purpose, questioning, idcntify—
ing main ideas and supporting details,
making inferences, and synthesizing. In-
quiry about literature (both fiction and
nonfiction) must be very text-based with
background material used as a context
for interpretation of the text. Inquiry in
the language arts classroom that is not
tied to literature often provides a rich
opportunity for students to choose any
researchable subject of personal interest.
The skills most important for individual-
ized inquiry will vary according to the
subject chosen (Stripling 2003, 27-29).

See “Use This Page” (page 2)

for a more specific outline of the
role of the library media specialist
implementing inquiry-based
teaching and learning.

What is the role of the
library media specialist
in inquiry-based teaching
and learning?

The goal of inquiry-based teaching
is that all students develop an “inquiry
stance” with more emphasis on asking
good questions than finding the answers
(Cochran-Smith and Lytle 1999). The
payoff in terms of in-depth learning is
profound: “Students can and do learn
about subjects in teacher-centered class-
rooms, but they learn best in a learner-
centered environment that emphasizes
inquiry” (Audet and Jordan 2005, xiii).

Every inquiry learning experience
should start with a challenging prob-
lem or question (often generated by
the students) that is meaningful and
worthy of deep exploration. Questions
that are connected to students’ own lives
and their prior knowledge are the most
intriguing and authentic, and, therefore,

motivaling to students. Once students

have constructed new understand

ings based on their investigations, they
should be given opportunities to apply
them to new situations.

To achieve this level of inquiry-based
learning, the library media specialist’s
role involves collaboration, teaching,
and collection development, as well as
leadership and professional develop-
ment. There are many ways the library
media specialist can approach these
roles. In terms of collaboration, the
library media specialist must work with
teachers to help restructure the curricu-
lum, foster cross-curricular connections,
and incorporate AASL Standards for the
2ist-Century Learner. Library media
specialists as teachers must be able to
establish learner-centered environments,
foster active and reflective learning, and
enhance and support student learn
ing while focusing on AASL Standards
for the 21st-Century Learner. Through
collection development, library media
specialists must provide the resources
(physical and virtual) required to meet
the demands of an inquiry approach to
learning and teaching. They must also be
leaders by fostering and encouraging in-
quiry throughout the school and by pro-
viding and participating in professional
development opportunities related to
inquiry-based teaching and learning.

Why focus on inquiry?
Inquiry is certainly nota panacea for
all of the issues that students, teachers,
and library media specialists face in our
schools today. Library media specialists
who understand the inquiry process and
how it contributes to learning across the
curriculum, however, will be prepared to
integrate inquiry experiences whenever
they are appropriate. Each time students
participate in a successful inquiry activ-
ity and acquire new skills of questioning,
investigation, and discovery, the library
media center has fostered a culture of
inquiry in the school and enhanced the
understanding of content and the ac-
quisition of lifelong learning skills—the
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true intent of AASLs new Standards for
the 21st-Century Learner.
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Inquiry-based Teaching and Learning—
The Role of the Library Media Specialist

by Barbara Stripling

An extension of “Inquiry: Inquiring Minds Want to Know" (SLMAM, September 2008: 50-52).

Collaboration

Collaboration underpins the success
of any library media program. The library
media specialist and classroom teachers must
support each other because inquiry takes
more time, the path may be unpredictable,
the teacher is not always in control, students
need alot of support throughout the process,
students need resources beyond the dlass-
room on an unpredictable variety of subjects,
and amid all the complexities, students must
be surrounded by a safe and well-organized
learning environment.

Through collaboration, the library media

specialist can:

»Help restructure the curriculum so that
inquiry and problem solving are inte-
grated into all subject areas.

»Foster connections across curriculim
areas, a focus on broad concepts instead
of isolated facts, and the true blending of
content and process.

»Incorporate the American Association
for School Librarians (AASL) Standards
for the 21st-Century Learner.

Teachin

The goal o%nquiry—based teaching is that
all students develop an “inquiry stance” with
more emphasis on asking good questions
than finding the answers (Cochran-Smith
and Lytle 1999),

Library media specialists can:

»Establish a learner-centered environment
by gradually releasing responsibility to
the students.

»Integrate the teaching of habits of mind
(Audet and Jordan 2005, 89-90) with in-
quiry and communication skills to foster
both active and reflective learning.

»Enhance students’ effectiveness in
learning when they pay attention to the
learning envitonment of the library and
attend to four main areas that comprise
a climate that fosters inquiry (Bransford,
Brown, and Cocking 1999, 121}

L Learners’ skills, attitudes, prior knowl-
edge, interests.
2. Knowledge formation through con

nections among ideas, focus on big
concepls and intriguing questions,
integration of skills and dispositions.

3. Assessment by both teacher and
student of process and content of
learning.

4. Community of learners that surround
the learning experiences with sharing,
interchange of ideas, listening to and
challenging the ideas of others.

»Scaffold and support students through
the difficull process of inquiry, but also
challenge superficial ideas and uncritical
acceptance of evidence if students are to
reach as high as they can in their learn-

ing (Donham 2001, 3).

»Integrate and implement AASL's Stan-
dards for the 21st-Century Learner.

Collection Development

Inquiry is obviously dependent on avail-
ability of instructional materials and equip
ment. Inquiry s, in fact, a major incentive for
aschool to invest in a library media center.

Library media specialists can:

»Provide both physical and virtual
resources that are tied closely to
curriculum areas of emphasis by
involving teachers in the selection
process. For example, Web sites that
are particularly good for specific units
can be made available for easy access
through the library home page, wikis,
portals, and special bookmarking sites
like del.icio.us.

»Place special emphasis on providing
access to multiple perspectives and on
offering materials for in-depth study, not
superficial grazing.

»Advocate for technology that is essential
for access to a wide variety of resources.

»Assist in providing guidance and
instruction in the use of technology for
learning.

»Assist in providing guidance in the use of
books and periodicals.

»Assist in incorporating students” use of
technology for inquiry learning involv-
ing social tools to share and build on the

ideas of others, and to demonst rate their
learning to a broader community.

Leadership and
Professional Development

In effective professional development,

teachers are guided to (National Research
Council 2000, 91-98):

»Do inquiry themselves multiple times;

»Reflect on their own inquiry experiences;

»Develop conceptual understanding of
their content area and of inquiry;

»Be a part of a collaborative community
of Inquiry;

»Assess thelr own teaching practices and
content priorities in terms of effective
ness of student learning; and

»Rethink instructional time to build in
inquiry experiences.

Library media speciallsts can:

»Provide professional development (in
the form of workshops, study groups,
mentoring, or collaborative planning)
that offers teachers opportunities to
participate in inquiry-based experiences
and hone their own skills and confi
dence in inquiry-based teaching.

»'Take a leadership role in fostering inqui-
ry throughout their school community
by communicating with administrators
aboult the attributes and requirements
of inquiry-based teaching and learn
ing, so that the administrators support
teachers and foster a schoolwide culture
of inquiry.

»Seize every opportunity to reach out
to parents and interpret inquiry-based
teaching and learning for them through
newsletters, parent/teacher conference

nights, special workshops and programs,

and presentations of student projects
(Inquiry Nights).

See reference list on page 52 in this issue of
SLMAM.«

Join Kristin Fontichiaro at the SEMAM blog for
ongoing discussion and information related
to AASL's Standards for 2 [st-Century Learner
(httpy//blogschoollibrarymedia.com/).
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Equiry-Based Learning

Barbara K. Stripling

Twenty-four ninth graders buzz with excitement at the start of their new social
studies unit, “Through Youthful Eyes.” Each group of students has received a
different historical photograph: a lone youth squaring off against the tanks at
Tiananmen Square: young black children being blasted by fire hoses in 1960s
Alabama; a young Vietnamese girl running from the flames of her village; ad-
olescent males hanging out on an inner-city street corner in Los Angeles;
starving babies staring from makeshift cribs at a temporary hospital in Rwanda.
The teacher, Mr. Burwich, carefully facilitates this learning experience with
primary sources. “Observe your photo carefully. What do you see? What do
you assume?” Through a series of experiences over the next few days, Mr.
Burwich leads his students to answer other questions about their photographs:
What do you already know about the context? What do you predict led up to
this moment? What do you predict followed this moment? How were your
assumptions and predictions affected by the youthfulness of the subject in the
photo? The students are hooked. Each picks a major historical situation and
conducts his or her own inquiry, guided by the essential question: How does
the lens of “youthful eyes” affect our interpretation of history?

Inquiry is not just for science class anymore. In schools across the country,
educators are responding to the increased emphasis on high standards and to a
strengthening body of research about learning and the brain by developing an
in-depth, inquiry-based approach to curriculum, teaching, and learning. Inquiry
learning follows a fairly standard process that involves starting with what the

Copyright © 2003 by Barbara K. Stripling.
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learner knows, asking intriguing questions about what is not known, investigat-
ing the answers, constructing new understandings, and communicating to share
those understandings with others.

But inquiry is much more than simply following a process. It is an essence
of teaching and learning that places students at the heart of learning by empow-
ering them to follow their sense of wonder into new discoveries and insights
about the way the world works. The Center for Inquiry at the University of
South Carolina describes the power of inquiry as an overarching educational
philosophy:

It is a way of living and learning together; a way of viewing and learning
about the amazing world in which we live: a way of honoring and learning
from the diversity that is humanity; a way of being true to ourselves, our
children, and the profession; a way of fostering genuine professional de-
velopment; and, most importantly, a way of respecting, building upon, and
supporting all learners, tall and small. (Mills and Donnelly 2001, xix)

Any investigation of inquiry as a model for curriculum development, instruc-
tional design, teaching strategies, and learning behaviors naturally generates
questions about the nature and practice of inquiry. The answers to those ques-
tions may provide a frame for classroom teachers and library media specialists
to create communities of inquiry in their own schools.

HOW IS INQUIRY DIFFERENT FROM INFORMATION
PROBLEM SOLVING?

Educators have long recognized the value of assigning research projects to
give students the opportunity to learn on their own. In the best situations, class-
room teachers and librarians collaborated to design the instruction and teach
research skills and strategies while the students were pursuing their topics. The
purpose of the assignment generally was for the students to find the best infor-
mation about a problem or issue in order to support a thesis and to reorganize
that information into a final product. The process was controlled and rather
linear—the students knew where they would end up before they started. Because
the research process was so prescribed, students learned to fill in the blanks as
a mental exercise with little real engagement. Consequently, classroom teachers
and librarians constantly battled plagiarism and the “report” syndrome, and stu-
dents puzzled over what teachers wanted if not a report.

In contrast, inquiry-based learning is more open-ended. Research on how
people learn has provided educators with new impetus to engage students in
constructing their own ideas through guided experiences. This philosophy and
practice of teaching, called constructivism, has transformed classrooms and
schools across the country into student-centered environments. Students are ex-
pected to ask questions and seek new understandings: teachers are expected to

E vsrany oF congriss LOC.gov/teachers
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change their roles from providers of information to provokers and guides of
student learning. In their paradigm-shifting work on constructivism, Brooks and
Brooks delineated the role of the teacher: “Helping students or groups of stu-
dents to clarify for themselves the nature of their own questions, to pose their
questions in terms they can pursue, and to interpret the results in light of other
knowledge they have generated is the teacher's main task” (Brooks and Brooks
1993, 30).

Constructivism seems to be a natural, and long overdue, extension of John
Dewey’s philosophy that meaningful learning emerges from a series of experi-
ences that have continuity (they are connected one to another and to future
experiences) and interaction (they are designed according to the needs and ca-
pacities of the learners, and the meaning is derived by the learners as they reflect
on and organize the ideas that emerged from the experience) (Dewey 1938, 20,
27, 43, 45-47, 49, 87). Dewey understood that the quality of the experience
depended on the environment for leamning constructed by the teacher. “An ex-
perience is always what it is because of a transaction taking place between an
individual and what, at the time, constitutes his environment™ (Dewey 1938, 43).

The teacher role defined by Dewey is very much what educators are now
calling a constructivist teacher: “It thus becomes the office of the educator to
select those things within the range of existing experience that have the promise
and potentiality of presenting new problems which by stimulating new ways of
observation and judgment will expand the area of further experience™ (Dewey
1938, 75).

The learner-centered approach to developing meaningful learning seems to
lead naturally to an inquiry-driven philosophy. Dewey’s progressive approach
established that education should be based on experiences that lead students to
hypothesize, explore, reflect, and make meaning. Dewey advocated the scientific
method, the most common model of inquiry, as the pattern for designing student
experiences: “scientific method is the only authentic means at our command for
getting at the significance of our everyday experiences of the world in which
we live” (Dewey 1938, 88).

Inquiry is essentially, although subtly, different from an information problem-
solving model of student research. Both inquiry and information problem solving
are based on a process, a frame for the learning. In a constructivist environment,
the frame provided by inquiry more closely matches the principles of construc-
tivism: learning is active, shared, and based on pursuit of student-generated
questions; meaning is constructed by the learner; the curriculum is based on big
concepts; assessment is founded on student work rather than on teacher-
generated tests; and the teacher’s role is to interact and mediate the environment
(Brooks and Brooks 1993, 17). In an information problem-solving model, the
emphasis seems to be more on finding information to answer a problem or need
and less on the student’s mental processes to learn (e.g., asking good questions,
constructing new understandings). Both inquiry and information problem solv-
ing result in a research produet, but inquiry may be more likely to engender
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Figure 1.1
Essential differences between inquiry and information problem solving
INQUIRY INFORMATION PROBLEM SOLVING
Antitude of questioning and reflecting with Cognition
cognition
Start with question Start with problem, information need
Investigation is open; student pursuit of Investigation is closed; student pursuit of
answers wherever they lead to problem that ins the same
Center is within student; the goal is to develop | Center is outside student; the goal is to find
new understanding within each student or solutions to | probi
A often involve building of A often invol lecting and sorting of
ideas ideas
Messy, recursive Planned, linear
Open-ended, leads to future questions, Closed-ended, results in “final product” or
experiences solution
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long-lasting, in-depth learning by each individual. Figure 1.1 illustrates some of
the essential differences between inquiry and information problem solving.

WHAT IS THE PROCESS OF INQUIRY?

Inquiry is not a collection of process skills and strategies; it is a relationship
between thinking skills and content. Learners are, therefore, engaged in scientific
inquiry. historical inquiry, social inquiry, literary inquiry, aesthetic inquiry, and
other types of inquiry. The overall framework of inquiry is essentially the same
for every content area, but the embedded process skills are applied in discipline-
specific ways. For example, evaluation of scientific sources might focus on ac-
curacy and reliability of evidence, while historical inquiry might focus more on
evaluating sources in terms of point of view and validity of evidence.

A depiction of an inquiry framework provides an overall structure for inquiry-
based learning that can be adapted in discipline-specific ways (see Figure 1.2).
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Figure 1.2
Inquiry framework

Wonder

Personal Understandings <':‘>
Express

Q Investigate
Construct <£

The schema is actually a spiral because each inquiry experience should lead to
new understandings and new questions and, therefore, new inquiry.

A linear depiction of the inquiry process allows an analysis of the major skills
required for each phase of inquiry (see Figure 1.3).

HOW DOES INQUIRY RELATE TO LITERACY?

A fundamentally important aspect of inquiry is its relationship to reading and
writing, Reading involves two main aspects—decoding and comprehension. If
students have not unlocked decoding skills, then specific instruction must be
given to that end, but even the very youngest readers can also be taught strat-
egies to enhance their comprehension of what they are reading. The reading
researcher Jeanne Chall has identified six stages in the process of learning to
read that emphasize the importance of teaching comprehension strategies. In
Stage Zero, often the pre-school years, children are learning about the basics of
language and the purpose of books and print. During the first two years of
school, children are in Stage One, in which they primarily focus on the decoding
skills of matching sounds to letters and words. During the next two years, grades
two and three, most children are in Stage Two, when they have begun to use
their decoding skills with more fluency, or reading with speed and accuracy
(Clinton 2002, L5).

Unfortunately, reading instruction often stops after the decoding and fluency
stages, yet developing increasingly sophisticated reading strategies can continue
for a lifetime. Chall has identified three more stages of reading for which stu-
dents need as much instruction as they require for decoding and fluency. Stage
Three, generally from grades four through eight, is the time when students
should be expected to focus on building their vocabulary and reading different
kinds of prose for different purposes. The switch at this stage is from “learning
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Figure 1.3
Linear depiction of the inquiry process

INQUIRY PROCESS

Connect
e  Connect to self, previous knowledge
e Gain background knowledge to set context for new learning
e Observe, experience
Wonder
e  Develop questions
e Make predictions, hypotheses
Investigate
*  Find and evaluate information to answer questions, test hypotheses
e  Think about the information to illuminate new questions and hypotheses
Construct
*  Construct new understandings connected to previous knowledge
*  Draw conclusions about questions and hypotheses

e  Express new ideas to share learning with others
*  Apply understandings to a new context, new situation
Reflect

®  Reflect on own process of learning and on new understandings gained from
inquiry
*  Ask new questions

to read” to “reading to learn,” and students should be taught to find information,
determine main points and supporting ideas, and analyze an argument (Clinton
2002, L5). Because the skills to read in this way are often not taught (after all,
students are supposed to learn to read by third grade), the long-recognized
“fourth-grade slump” has actually become a “fourth-grade cliff” (Clinton 2002,
L5).

Students enter Stage Four in high school, when reading should focus on “mul-
tiple perspectives.” The skills involved at this stage include “weighing evidence,
evaluating arguments and making judgments” (Clinton 2002, LS). The final
stage in reading development identified by Chall is Stage Five, when adult read-
ers (college age and older) learn to manage their own learning processes. They
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are able to select what they want to read for specific purposes, and they are able
to find and use the information they gain in order to learn on their own (Clinton
2002, L5). Chall’s research recognizes that all of us are continually refining our
reading skills and that teachers at all grade levels are responsible for helping
students develop their abilities in reading throughout their years of schooling.

Careful scrutiny of the skills required for this comprehension approach to
reading reveals important connections between reading and inquiry. Particularly
in the stages beyond decoding and fluency, reading and inquiry involve many
of the same thinking skills. Strategies that increase comprehension are largely
strategies embedded in inquiry (cooperative learning, graphic and semantic or-
ganizers, question generating, question answering, summarization) (McREL
2001, 34). For example, the ability to find main ideas is essential for reading
comprehension; it is also a key component of inquiry. Reading and inquiry are
s0 closely aligned that one cannot be taught without the other. Students develop
their comprehension skills when they want to find answers to their questions
and they have to reflect on the meaning of what they find. Students get motivated
to read and comprehend challenging text when they are trying to answer an
intriguing question and they need information to do so (Santa and Alvermann
1991, 91).

Literacy involves writing as well as reading, and the connections (o inquiry
are equally strong. “Writing-to-learn” advocates have expounded on the rela-
tionship between the thinking skills of writing and inquiry. Research has shown
that the most effective focus area for writing instruction is learning and practic-
ing inquiry (McREL 2001, 41). Students develop their inquiry abilities when
they are asked to use the structure and context of text (or visuals) to find the
main idea, to identify and evaluate supporting evidence. to make inferences, o
draw their own conclusions, and to communicate their new understandings to
others in writing.

Not only are literacy and inquiry related through common thinking skills, but
they both are inextricably related to content. Neither can be mastered out of
context (students learn to comprehend and inquire when they are engaged in
learning about concepts that matter to them), a relationship stated in the old
maxim, “You can't learn process without content.” Furthermore, new under-
standings about content cannot be gained without concomitant teaching of in-
quiry and literacy skills, or “You can’t learn content without process™ (Stripling
1995, 164). Teachers must establish an expectation that students will use literacy
and inquiry strategies to learn in every content area, because if teachers do not
expect students to get information from text, then the hidden curriculum is that
reading and inquiry are not important (Santa and Alvermann 1991, 86).

A comparative analysis of the major skills and strategies necessary for inquiry
and literacy illustrates the intrinsic connections between the two (see Figure
1.4). A few constructivist strategies for teaching these skills are also highlighted
in Figure 1.4.
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Figure 1.4

Inquiry and literacy: Connected skills, connected teaching

INQUIRY

INQUIRY SKILLS AND

Establish preliminary contact with idea
through observation or experience in
order to build personal understanding and
identify gaps in information or
understanding

Observe details of written or visual text to
identify current understandings and
generate questions

LITERACY SKILLS AND TEACHING STRATEGIES
PROCESS STRATEGIES STRATEGIES
Connect Connect to own experience Relate reading to own life (text-to-self Guided imagery
connections) in pre-reading discussions and
during reading Learning logs
Connect to ideas of others Use speaking, listening, reading, and Reading and writing workshop
writing to share and connect to the ideas of
others Conversation, shared questioning
Oc__noﬁ to previous knowledge and Activate prior knowledge (text-to-world K-W-L chart (what do you Know,
verify its accuracy connections) what do you Want to know, what
have you Learned) and variations
Small-group discussions and
dialogues
Webbing
Gain background and context Understand language as a function of Subject-specific word walls
* Discover complexities context (text-to-text connections)
* Discover areas of particular interest * Develop vocabulary in the context of a | Vocabulary in context (word
* Develop overview, framework of discipline exploration, concept maps)
accurate information * Recognize patterns of text that are used
for different purposes
Gain background knowledge to developa | Pre-reading aids (visual organizers,
framework for understanding new ideas structured overviews, semantic maps)
(text-to-world connections)
Coniest Anticipation guide (statements with
{comt) which students can agree or disagree)

to identify prior knowledge, common
misconceptions, key ideas)

Concept maps
Lectures, textbooks, videos
Engagement and exploration activities

Observation protocol and log:
I Notice / I Know / I Wonder

Facilitated conversation to process
experience, observations

Use of primary sources and artwork
for initial observations and discovery
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Figure 1.4 (continued)

INQUIRY

strategies to find relevant, high-quality
information (e.g., consider types of
sources, types of information, search
terms, timeline)

Identify, evaluate, and use multiple

sources of information

* Use criteria to evaluate all sources,
particularly non-refereed Web sites

¢ Consider comprehensiveness, format,
purpose, multiple points of view,
organization of information within
source, accessibility, quality and
authoritativeness, currency

* Seek diverse sources

Find and evaluate information to answer
questions:
o Paraphrase, summarize, interpret,
and evaluate information
* Find and evaluate main ideas
* Find and evaluate supporting
id conflicting evidence
» Select information to keep or discard
» Consider author’s point of view and
its impact on the information

Determine reading strategies by type of text

Use text structure to extract meaning from

text:

e Organization of different types of text
(e.g., narrative, expository, poetry,
drama)

e Text patterns (e.g., classification,
comparison, explanation, characteristics,
justification of thesis, cause/effect,
chronology, criticism, problem/solution)

« Text organizers (e.g., chapters, headings,
subheadings, bold, italics, boxed
information)

« Graphic information (e.g., pictures,
charts, maps, graphic representations)

Use global reading strategies to extract

meaning from text:

+ Skim, scan, read for main ideas, read for
details

+ Paraphrase

* Summarize

e Generate questions while reading

 Distinguish between main ideas and
topic

INQUIRY SKILLS AND LITERACY SKILLS AND TEACHING STRATEGIES
PROCESS STRATEGIES STRATEGIES
Wonder Develop wonder questions that will lead | Develop questions before reading a passage | Class brainstorming
to new understandings about key ideas
Frame questions using: Develop questions to push the level of Peer questioning
¢ Context of prior knowledge comprehension:
» Focus and framework of * Ask “Why is this information
instructional unit, including essential important?” and “How does it fit with
questions what I already know?” in addition to
* Different levels of thinking, with a asking “What does this passage say?”
push to higher levels (e.g., asking * Ask “What does this passage mean to
“Why?” and “How?” in addition to me?”
asking “What?")
Develop questions to lead to active Develop questions that will lead to looking | Question stems
investigation and decision making, not | for gaps in information and areas that
to passive information gathering (e.g., | require interpretation:
“What would happen if . . . 7”) e Ask “What information has been left out
of this passage?” “Why?”
* Ask “What is the author’s purpose?”
Make predictions or hypotheses based | Before and during reading, predict Anticipation Guide
on prior knowledge, background upcoming text, answers to questions
information, and preliminary
observations:
* Predict answers to wonder questions
* Predict what type of information will
answer questions (e.g., statistics,
narratives, nonfiction resources)
Investigate | Plan investigation and develop search Identify types of texts and purposes for each | Questioning the author

Time for independent reading and
investigation

Think-aloud by teacher

Frames (visual representations) of
important content in text. Teacher
can fill in main ideas beforehand,
class can fill in together during class
discussion, students can fill in
individually as they read.

* Problem-solution

* Main idea, details

* Theory, evidence

* Question-answers

« Comparison/contrast

+ Chronological sequence

« Explanation, evidence, examples

Modeling of use of strategies by
teacher

Read-aloud, Inguire-aloud

Guided practice
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Figure 1.4 (continued)

« Compare evidence to hypotheses
e Compare patterns in data with what
is already known

explanations
* Connect results with larger body of
knowledge

Recognize authors’ points of view and
consider alternative perspectives

Construct clear and appropriate

on evidence, explanations,
interpretations, and connections to the
world of ideas and human experience

Connect new understandings to
previous knowledge to be sure that old,
inaccurate, and naive mental models
have been modified

e Use evidence to construct reasonable

conclusions (new understandings) based

o Identify new information and compare to
prior knowledge
+ Make inferences based on information

text to support inferences

Recognize authors’ points of view and
consider alternative perspectives

Draw conclusions about the meaning and
implications of the text, using supporting
evidence from the text

Connect reading to own experience (text-to-
self), previous knowledge and the real
world (text-to-world), and previous reading
(text-to-text)

Compare new ideas with ideas previously
held

explicit in the text; use evidence from the

INQUIRY INQUIRY SKILLS AND LITERACY SKILLS AND TEACHING STRATEGIES
PROCESS STRATEGIES STRATEGIES
Investigate | e Distinguish among facts, point of * Use cues for finding main ideas (e.g., After each paragraph, students
(cont.) view, and opinion signal words, topic sentences) summarize main idea and write a
« Detect bias, inaccuracy * Determine author’s point of view question about it
Take notes using a variety of formats Use a variety of reading response formats to | Students make graphic organizers
(e.g., learning logs, graphic organizers) | aid in extracting meaning and generating
interpretations of text (e.g., reading response | Students create semantic maps
joumals, graphic organizers, two-column
Use information and information response logs) Students make marginal notes
technology responsibly, efficiently, and
ethically (e.g., responsible use of the Students draw pictures
Internet, no plagiarism, no violations of | Monitor own comprehension
copyright) Response journals
Think about the information to Make new predictions, ask new questions to q{c.oa_cau notetaking:
?_._._._Ew..o new questions, hypotheses lead to further reading Notes / Reflections
* Identify gaps and conflicting * Main Idea / Details, Examples
information * Ideas from Text / Connections to
» Consider alternative explanations Prior Knowledge
and predictions
* Consider new questions to extend
the investigation into a new area
Construct Organize information to detect Use visual literacy to organize ideas and Use Visual Tools for Constructing
relationships among ideas extract meaning from different formats of | Knowledge to provide visual
text (e.g., illustrations, graphics, layout) organizer templates and advance
Draw inferences justified by the organizers to help students organize
evidence Interpret the meaning of the text: thinking and discover patterns and
o Test against predictions relationships in information
Think about the information to test  Find patterns and relationships among
predictions and hypotheses: ideas in the text Questioning: Teacher-to-student,

student-to-teacher, student-to-student
Class discussion

Quick writes or directed writing of
interpretations on specific questions
or specific sections of text

shared reading, interactive writing,
peer review of writing

Reciprocal teaching

Comparing evidence to hypotheses to
generate new explanations:

Evidence that Supports / Evidence
that Refutes - New Explanation

Record = Elaborate - Extend

Cooperative leaning: Shared inquiry,

#102-6002 WOy pajiwijun seueiqr/Ol10-08Y Aq sseibuod jo Aleiqr auj o} pajuelb asn 1o} uoissiuiiad

1.21

E LIBRARY OF CONGRESS | LOC.gov/teachers



9l

Ll

Figure 1.4 (continued)

INQUIRY
PROCESS
Express

INQUIRY SKILLS AND LITERACY SKILLS AND TEACHING STRATEGIES
STRATEGIES STRATEGIES
Apply understandings to new context, Use %vaﬁ.mhﬁ format to communicate Writer's workshop

new situation—create a product to
demonstrate new understanding

Select format based on needs of topic
and audience

Communicate clearly both main and
supporting points in product

Use the writing process to develop
product (pre-write, write, revise, edit)

Evaluate and revise own product based
on self-assessment and feedback from
others

Express new ideas or take action to

share learning with others:

* Communicate procedures and
explanations for outcomes

» Communicate conclusions and
evidence for them

» Communicate interpretations and
evidence for them

* Respect diverse opinions and
alternative explanations, but defend
own conclusions with evidence

understanding

Select format based on needs of topic and
audience

Select an organizational pattern based on

needs of topic and discipline (Writing in the

Content Areas):

# Classification

. OO—.—.ED—.EOS

# Characteristics

« Justification of thesis (position paper,
interpretation, cause/effect, statistical)

+ Chronology

o Claims and causes

« Causes, consequences, and conditions

o Criticism

Use the writing process to develop product
(pre-write, draft, revise, edit, publish) in any
format (e.g., written, presentation, visual,
Web page)

Use of graphic organizers in pre-

writing and writing stages
Reciprocal teaching

Literate conversations (e.g., literary
circles, discussion groups)

Use of rubric with specific criteria

Student collaboration to assess the
strength of arguments (Believe /
Doubt) (Jacobs, 2000)

Debates

Express
(cont.)

Reflect

« Communicate to make thinking clear
to others

+ Communicate to persuade others to
adopt a point of view or
interpretation

Set high and clear standards for own
work

Reflect with others

Use criteria to assess own process and
product throughout the learning; make
revisions when necessary

Reflect on own learning to be clear
about the change in understanding
(change in mental model)

Adapt own standards and process based
on personal reflection and feedback
from others

Ask new questions, set new goals for
learning

Evaluate and revise own product based on
self-assessment and feedback from others

Use specific criteria in rubrics to assess the
quality of the final product

Use feedback from peers and teacher to
assess own work

Identify new understandings and new
questions

Set new goals for reading, writing,
speaking, and listening

Teacher and peer conferencing

Metacognitive strategies

content learning

Feedback that is corrective, timely,
specific to a criterion, self-generated,
and generated by teacher and peers
(Marzano et al. 2001, 92-102)

Reflection log:
o [ Used to Think / But Now I Know

Portfolio reflections

Student-written individualized
learning plans

Students assess own progress in skills,
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WHAT IMPACT DOES INQUIRY-BASED INSTRUCTION HAVE
ON CURRICULUM DEVELOPMENT?

Most educators agree that “curriculum™ has a somewhat elusive definition.
Some would claim that curriculum is defined by national standards in the content
areas. If that were so, then “schooling would have to be extended from kinder-
garten to grade 21" to teach all of the ideas included in the standards, according
to researchers Marzano and Kendall (1999, 104). E. D. Hirsch, considered by
many educators as a proponent of a curriculum a “mile wide and an inch deep”
because of his Core Knowledge lists of topics, actually recognizes that the cur-
riculum should balance broad knowledge and deep understanding: “We should
teach a diversity of subjects that will lead to broad general knowledge, and we
should also teach in some depth a moderate number of specific examples”
(Hirsch 2001, 23).

Inquiry-based learning is the opportunity for students and teachers to pursue
important ideas in depth. A curriculum that supports inquiry-based learning
would probably delineate a broad, general framework and context and help the
educator identify in each discipline the essential ideas that students need to
understand in depth. Grant Wiggins and Jay McTighe, in their important book
Understanding by Design, have come the closest to helping define the scope of
an in-depth, inquiry-based curriculum by suggesting three levels of priority for
curriculum content—Worth Being Familiar With, Important to Know and Do,
and Enduring Understanding. The filters they offer for educators to use in de-
termining ideas to teach for Enduring Understanding coincide very strongly with
an inquiry-based approach to curriculum: (1) Is it a big idea that has value
beyond the classroom? (2) Is the idea at the heart of the discipline? (3) Is the
idea complex enough that it requires uncoverage? and (4) Will the idea engage
students? (Wiggins and McTighe 1998, 10-11).

No matter what ideas are included in the written curriculum, every teacher
knows that the written curriculum is translated into the taught curriculum, which
is further translated into the learned curriculum. Research shows that students
learn by doing; therefore, if the curriculum is designed as a coherent plan of
student experiences, then the confluence between the written and learned cur-
riculum should be at its maximum, whatever the content of the written curric-
ulum.

In Teaching for Thoughtfulness, John Barell advocates designing curriculum
around a coherent plan of inquiry-based experiences:

Curriculum development can be conceived as that process whereby we
design experiences whose purpose is to introduce students to the stories
of our subject matters. All subjects have within them stories. since these
subjects or areas of inquiry are human creations. The humanities, mathe-
matics, sciences, and the practical and performing arts are ways we hu-
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mans have of investigating the world and the universe, ways of searching
for and fashioning meaning. (Barell 1995, 131)

Barell suggests that the ideas within a curriculum must be robust, have signif-
icance to cultural values and society, meet student interests and needs, and offer
the potential for continuity (vertical through the grades) and transfer (Barell
1995, 135-138).

The vision of curriculum offered by Barell, Dewey, Wiggins, McTighe, and
many other educators and researchers is that of a spiral of essential ideas that
students investigate with more complexity and depth each time they encounter
them. Such a curriculum, if it is inquiry-based, provides a framework for the
development of long-lasting conceptual understanding.

In 1975, the Ontario (Canada) Ministry of Education, using an inquiry-based,
constructivist approach to curriculum and instruction, issued curriculum guide-
lines for elementary and junior high schools that included questions to be used
to judge and shape curriculum content (Brown 1991, 209):

» Will it give children an opportunity for direct inquiry, independent study,
and creative ability in the context of their own interests, abilities, and
developmental needs?

« Will it fulfill their needs to explore and to manipulate?

« Will it satisfy the search for patterns?

« Will it relate to what the children already know?

« Will it be sufficiently novel to stimulate questions, observations, and
manipulations?

« Will the children be able to see what they are learning as part of an
organized and meaningful whole?

+ Will it spring from real experiences in the children's environment?

« Is it appropriate to each child's level of development?

« Will the children be able to know when they’ve been successful?

= Will it provoke questions, involvement, a desire for further exploration?

» Will it encourage learning through play?

« Will it provide experiences with qualitative relationships?

* Will the content provide opportunities for various techniques of inves-
tigation?

* Will it be socially useful?

Once a decision has been made to organize curriculum and instruction around
inquiry, a second aspect of curriculum must be considered—organization by
disciplines. With an increasing focus on high achievement in literacy and math,
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educators in elementary and middle schools are feeling the pressure to abandon
discipline-specific learning, especially in the sciences and social studies. How-
ever, Howard Gardner, in The Disciplined Mind and Schools That Learn, pro-
vides a solid and impassioned plea for the value of discipline-based curriculum:
“At any given moment, the disciplines represent the most well-honed efforts of
human beings to approach questions and concerns of importance in a systematic
and reliable way” (Gardner 2000, 144; Senge et al. 2000, 555-566). Gardner
contends that the main issues of humankind throughout history have been truth,
goodness, and beauty and that these are systematically addressed through the
disciplines of math and science (truth), the social sciences (goodness), and the
arts (beauty) (Gardner 2000).

Although Gardner recognizes that the questions that students ask often go
beyond discipline boundaries, he presents a strong case that students need to
use discipline-specific ways of thinking to discover in-depth answers to their
questions and make sense of the world. Answers to scientific or mathematical
questions need 1o be based on truth about the natural world, derived from sci-
entific theories and evidence. Scientific answers, though, are essentially different
from historical conclusions. Investigations in history are based on interpretation
and point of view, and they involve human motives and conditions. The social-
science perspective leads to judgments about right and wrong, cause and effect,
problem and solution, based on analysis of the evidence and recognition of the
human context for every situation. The arts perspective uses imagination,
thoughts. and feelings to communicate about the experience of beauty.

Curriculum for Gardner is the creation of K-12 pathways to understanding
founded on questions that are fundamental to human experience, questions such
as “Who are we?” “What do we consider to be true/false, beautiful/ugly, good/
evil?" “What is love?" “Why do we make war?” “What is justice and how do
we achieve it?" (Gardner 2000, 216). These questions can be posed and re-
posed for student investigation in developmentally appropriate ways—through
fairy tales with kindergartners, mythology with seventh graders, Shakespeare
with high schoolers. The pathways provide a focus on essential ideas for the
curriculum, an opportunity to investigate issues in discipline-specific ways, and
a spiraling of learning as students develop their capacities. Gardner affirms the
importance of the disciplines in helping children make sense of the world: “The
purpose of disciplinary study in the precollegiate years is not to develop mini-
ature scientists, historians, or aestheticians. Rather, the goal is to make young-
sters comfortable with the intellectual core, the analytic power of several ways
of approaching the world” (Gardner 2000, 218-219).

Because of the power that Gardner and others have identified in disciplinary
thinking, these educators have issued a caution about interdisciplinary studies,
Interdisciplinary does not mean that the disciplines disappear. Gardner says that
there is great value to studying a common theme through the lens of different
disciplines as long as the strengths of each discipline’s approach are not blurred
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(Gardner 2000, 221) (e.g., an overarching topic like the Middle Ages seen
through the eyes of a scientist, artist, mathematician, or historian). .

Heidi Hayes Jacobs, in her book Interdisciplinary Curriculum: Design .and
Implementation, also recognizes that each discipline has differen_t ways of_L!un'k—
ing, using different questions and different patterns of reasoning. I:Tamshamy
with disciplinary thought patterns helps students see the relationships among
ideas and learn efficiently. Jacobs is concerned, however, that educators never
let students in on the secret about disciplinary thinking. Children regard social
studies as “the time after lunch” rather than the systematic investigation of peo-
ple and how they relate to one another. In advocating interdisciplinary tea}ching.
Jacobs pleads for the preservation of disciplinary thinking together with the
search for meaningful linkages among disciplines (Jacobs 1989, 8). For insmr?t:c':
in an integrated curriculum, students might investigate the theme of “conflict
in history, science, literature, and the arts. How is conflict between humans
different from conflict in the natural world? What can humans learn from the
scientific perspective on conflict? How could the resolution of conflict in music
inform our writing of short stories? -

Curriculum in an inquiry-based classroom. then, is based on essential ideas
and ways of thinking in different content areas. Curriculum is “uncovered” rather
than “covered” as students ask questions and actively investigate the answers.
Although the key content ideas remain as a stable framework.for each discipline,
the path to those ideas is constructed by each learner and guided by the teacher.

WHAT DOES DISCIPLINE-BASED INQUIRY LOOK LIKE, AND
WHAT RESOURCES ARE REQUIRED?

Teachers who have specialized in a particular content area are far:}i]iar with
the key ideas and thinking strategies needed to understand that subject. ‘Mosl
librarians and elementary teachers, however, have not focused on a particular
discipline and may find it difficult to think like a historian or an artist. If teachers
and librarians plan to integrate inquiry throughout the cumt:‘ulum. thn.:n some
thought must be given to the ways inquiry differs in the different discipline
areas. '

Although classroom teachers are primarily responsible !‘or‘studems devel-
oping understanding of specific disciplines, librarians can provide v_alual_:le sup-
port by emphasizing discipline-specific inquiry and literacy skills in their
collaborative instructional design and teaching.

Science

Science is the study of the natural world. Curriculum study projects b?' the
American Association for the Advancement of Science, the National Science
Teachers Association, and other groups emphasize that the study of science must
be based around essential concepts that scientists use as frameworks to view
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and think about the natural world. Most lists include diversity; variation; sys-
tems, order, and organization; form and function; and stability and change (Siv-
ertsen 1993, 8). An elementary student studying plants might investigate how
the form of a cactus allows it to survive in desert conditions (function), Another
student might use the essential concept of diversity as a lens to raise the level
of research about plants in the desert from fact-gathering (What are all the plants
that live in the desert?) to inquiry-based investigation (How are the plants that
live in the desert different from and similar to each other? How do those dif-
ferences cause different responses to their environment?).

Students who are engaged in science inquiry are searching for the truth, for
explanations about the physical world that are based on accurate and replicable
evidence. The driving question for scientific inquiry is “How?" Students develop
an answer to “How?" through scientific investigation, whether they are con-
ducting their own experiments or reading about the experiments of others.

Teachers and librarians who are facilitating students’ inquiry in science need
to tailor their instruction and support in several ways:

1. Because everyone lives in the natural world, everyone develops per-
sonal theories about how the world works. Many of these theories are
actually scientific misconceptions (e.g., heavy objects always fall faster
than light objects). Teachers and librarians at all grade levels must give
special attention to activating students' prior knowledge in science in
order to identify the students’ misconceptions. Unless students confront
their wrong ideas, they rarely change them, even when they are “learn-
ing” conflicting (more accurate) information.

2. Development of a sound hypothesis is a key element in focusing the
inquiry. The hypothesis combines the students’ questions with their
prior knowledge and background information to predict the way the
world will work in a given situation. Teachers and librarians should

Inquiry-Based Learning / 23

4.

=1

The criteria for judging scientific evidence should be accuracy, logic,
reliability, replicability, and clarity of presentation, with different cri-
teria emphasized at different grade levels. Unlike historical evidence,
scientific facts should remain true no matter who conducts the experi-
ment, where the experiment takes place, or how often the experiment
is conducted. The evidence should lead to a reasonable explanation and
should confirm or refute the hypothesis. Conflicting evidence and al-
ternative explanations should be pursued until the reason for the dif-
ferences is clearly established and the line of evidence leads to a
concluding explanation.

. Visual literacy, especially important for scientific inquiry, is a set of

skills valuable for any age or grade. Data that are found in charts,
tables, and other visual media must be interpreted correctly. Students
should also be encouraged to create their own visual presentations to
express their conclusions and evidence to others.

. Developmentally appropriate vocabulary specific to a scientific context

must be taught through a variety of contextual strategies. Words that
may have a number of meanings in regular text may take on very
specific definitions in science. Visual representations of the concepts
should accompany verbal definitions whenever possible (Marzano et al.
2001, 123-129).

. Text structures in science should be taught to the students when they

are appropriate for the scientific concepts being studied. A ::{umber (.}f
the most common patterns are: hypothesis-evidence-conclusion; topic
and subtopic; classification; steps in a process; assertion and support;
comparison/contrast.

make sure each student has a sound hypothesis before proceeding fur-
ther (i.e., a hypothesis that could be true, could be tested and repli-
cated). Even early elementary students can develop hypotheses with
teacher support and scaffolding.

. The sources used for scientific inquiry should be evaluated based on
scientifically important criteria. Elementary students might focus on
currency, learning that the source should be as current as possible be-
cause scientific knowledge builds and changes as techniques improve
and new discoveries are made. Middle school students might evaluate
the credibility of the source. The author and publisher should be au-
thoritative, with a reputation for publishing sound scientific reasoning.
High school students might evaluate the extent of bias, recognizing that
a scientific source should be unbiased so that a complete picture of the
data is made available.

E vsrany oF congriss LOC.gov/teachers

Math

Math is the study of patterns and relationships in the nat.ura] worlfi. The
science question “How?” also drives math inquiry. The focus is on finding the
truth, on finding number patterns that describe the physical world. Math, perhaps
even more than science, is immutable. A truth in math exists outside of \-_vhn
and why and where. If a pattern exists, it exists everywhere and for all time
(unless new truths are discovered). _

The National Council of Teachers of Mathematics has identified major con-
cepts that define the field of mathematies: number sense alnd operations; systems;
patterns, relationships, and functions; geometry and spatial sense: measuremeqi;
probability and statistics; and algebraic concepts and operanons._]u_st as in
science, students can use these concepts as organizers for lheil" thinking. For
example, students finding geometric patterns in architecture might assess th_e
spatial sense or aesthetic effect when different patterns are used (e.g., How is
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the sense of space different when one stairway is curved and another is linear?),
rather than just describe the patterns themselves.

Although students generally do not go to the library to conduct inquiry in
math, librarians and classroom teachers should make sure that a learning envi-
ronment conducive to math inquiry is created:

1. Students of all ages should be taught visual literacy. In math, not only
is much of the information contained in numbers and symbols, but also
the specific position of those symbols determines the meaning.

2. Vocabulary specific to a mathematics context is important. Even com-
mon English words, like “slope,” have very precise mathematical def-
initions. Visual depictions of mathematical concepts are very important
to the learning of math vocabulary.

3. Because mathematics tends to be abstract to most students, teachers
and librarians should help students connect mathematical concepts to
the real world. This is particularly important for younger students who
have not fully developed their abstract thinking. Assignments that help
students discover arithmetic progression patterns in nature, for example,
will increase students’ depth of understanding of both math and sci-
ence. Understanding voting patterns in mathematical terms brings
mathematics into the social studies classroom and the real world of
elections.

4. Text structures in mathematics, from elementary texts through high
school, tend to be very dense in conceptual content, precise in lan-
guage, and organized in a variety of ways different from those of com-
mon expository text. Information may be presented right to left
(number lines). top to bottom (tables and charts), and even diagonally
(graphs) (Barton et al. 2002, 25). Instead of the typical topic sentence-
evidence-example structure, mathematics texts may build evidence
point by point and end with the main idea. Other common text struc-
tures for mathematics include main idea-details, visual texts, concept
and definition, and steps in a process. When students understand the
text structure, they are better able (o use the text to extract information.

5. Students of all ages should be encouraged to vary their speed and slow
down to “read” mathematics material. Because one section of a math-
ematics text builds on the next, students must monitor their compre-
hension at each step. Even the prepositions are important in
mathematical inquiry.

Social Studies

Inquiry in social studies is very different from inquiry in mathematics and
science. The field of social studies concerns the study of human interaction with
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the world and with other humans. The focus is on values and behavior rather
than the “truth.” Inquiry in social studies tends to ask. “Why?" “Who?"
“Where?"' “How good or bad?” and “What consequences?”’ In math and science,
the same set of circumstances leads to the same result; in historical inquiry, the
same set of circumstances seen through a different point of view or from a
different cultural perspective might lead to widely divergent interpretations. In-
stead of searching for one truth, social scientists search for truths interpreted
through multiple perspectives.

Although national professional organizations in social studies have offered
competing sets of standards, the National Council for Social Studies has iden-
tified some concepts that form the framework of most social studies curricula:
culture; time, continuity, and change; people, places, and the environment; in-
dividual development and identity; individuals, groups. and institutions: power,
authority, and governance; production, distribution, and consumption; science,
technology, and society; global connections; and civic ideals and practices (Ze-
melman et al. 1998, 138-139). History, a subsection of social studies, can be
interpreted through even more specific lenses: time, place, viewpoint, explora-
tion, causation, biography, and precedent (Lile 2001, unp.).

As students are conducting inquiry into questions about culture, individuals,
and society, they carry a heavy responsibility for integrity of their thinking. The
evidence that they find is either a primary source that they must interpret ac-
curately or a secondary source that is an interpretation written by someone else.
The interpretations invariably involve value judgments, and the evidence offered
has been selected to confirm the author’s perspective. Particularly in secondary
schools, it is incumbent upon the students to seek multiple perspectives before
arriving at a conclusion of their own. Librarians and classroom teachers must
emphasize the inquiry skills and strategies that enable students to inquire with
integrity into the study of society:

1. Background information (social and historical context) is essential be-
cause every individual and group is influenced by the context. Unlike
in science, variables cannot be completely controlled, so their impact
must be considered. If a class is studying the factors that led to the
American Civil War, then students must learn about that time in
America from many perspectives. Because no one student could pur-
sue all perspectives on his or her own, this presents an opportunity
for cooperative learning and sharing through class discussion. For ex-
ample, elementary students can work in groups lo investigate what
soldiers, slaves, politicians, and young people said and did during the
Civil War. As each group shares with the class, students begin to
understand multiple perspectives.

2. Students' misconceptions in social studies may be as strong as they
are in science; therefore, it is important to activate students’ prior
knowledge and assumptions because they can enhance or retard learn-

1.26



Permission for use granted to the Library of Congress by ABC-CLIO/Libraries Unlimited from 2009-2014

26 / Building Independent Learners

E vsrany oF congriss

ing. For example, students might assume that everyone in the South
favored slavery and that everyone in the North opposed it. Confront-
ing students' assumptions is a valuable way to lead to engaging in-
quiry questions.

. Evaluation of sources is critical to inquiry in social studies because

of the interpretive nature of the discipline. Students should assess the
value of a source before they even look at the specific information
within the source. If teachers or librarians have selected the source,
then they should share their thinking process with students. The cri-
teria that need to be emphasized (at age-appropriate times) are au-
thoritativeness of the author/publisher; comprehensiveness of the
information (students are seeking in-depth information, not collections
of superficial facts); organization and clarity of the text (students need
to be able to find and comprehend relevant information without get-
ting lost in extraneous links or subtopics); and quality of the refer-
ences (the sources of the cited evidence). Obviously, in the age of the
Internet, responsibility for evaluation of sources has largely shifted
from librarians to students. Careful instruction and guidance must ac-
company that shift.

. Use of primary sources is an important component of inquiry in social

studies. Students must be taught to observe and draw valid interpre-
tations from artifacts, ephemera, images, maps, and personal accounts.
Students must be taught to interpret the primary source in light of its
context (e.g., a soldier writing a letter about a recent skirmish may
think it the bloodiest battle of the war because he was injured; a
photographer shooting a peace march from a low angle may convey
a huge crowd, while an overhead shot might show a small crowd with
empty streets behind it). Because so many sources are being digitized,
students have more access to primary sources than they have ever had
before. Primary sources may be particularly exciting to elementary
students who have limited background knowledge. They, therefore,
need scaffolding to foster the validity of their interpretations.

. Evaluation of specific information and evidence is also a key thinking

strategy for inquiry in social studies. Librarians and classroom teach-
ers probably want to emphasize discernment of fact versus opinion
and help students understand how each can be used effectively. Stu-
dents, particularly at the secondary level, must learn how to identify
point of view and recognize its effect on the evidence. Their respon-
sibility is to find enough evidence from different points of view that
they achieve a balanced perspective. Sources that present opposing
viewpoints are helpful to provide that balance of evidence. Secondary
students must also be taught to detect degrees of bias (from slightly
slanted point of view to heavily slanted propaganda).
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6. Because the path from evidence to conclusion is not as clear as in
scientific inquiry. students at all ages must be taught to examine the
evidence critically, to infer relationships among ideas (e.g., cause and
effect), and to combine critical concepts to draw clear and appropriate
conclusions. Students must also provide specific and supportive evi-
dence to back up their conclusions.

7. The use of graphic organizers for note-taking and for organizing the
information in order to draw conclusions should be taught to all stu-
dents. Students can be offered graphic-organizer patterns for cause
and effect, main idea and supporting evidence, comparison/contrast,
chronological sequence, and point-of-view analysis (Marzano 1992,
43-47).

8. Reflection must be taught as a critical component of investigation.
Students need to monitor their own comprehension, their connections
to prior knowledge, their recognition of point of view, and their con-
tinuous questioning and interpretation of the evidence. Numerous
scaffolded opportunities for reflection can be built into the inquiry
process (e.g., peer think-alouds, learning-log note-taking, quick writes,
research journals).

9, Text structures in social studies tend to follow several patterns—
chronological order, main idea and details, cause and effect, and com-
pare and contrast. Students should be taught to identify the text struc-
ture and select the material organized most effectively for their own
inquiry. For example, a student pursuing the development of the role
of children in society might be well served by a chronological text
structure. Another student who wants to look at the gender gap in
high school mathematics and science would be extremely frustrated
by chronologically arranged text.

10. The availability of a library is essential to inquiry in social studies
from kindergarten through twelfth grade. Students must have guided
access to materials that offer a wide variety of text formats, multiple
perspectives, various reading levels, in-depth information, and both
primary and secondary sources. As information continues to explode,
the organization, instruction, and scaffolding provided by the librarian
are necessary for effective and efficient teaching and learning.

Language Arts and Literature

Language arts is more process- than content-based, with a focus on reading
and literature, writing, language study, speaking, listening, mass media. and
information processing (Glatthorn 1998, 159-160). Traditionally, language arts
classes have focused on narrative literature. Language arts teachers have taught
the narrative structure of novels, short stories, poetry, and drama. They have
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helped students learn to interpret narrative text based on an analysis of human
behavior, relationships, emotions, and attitudes in the context presented in the
text. While inquiry might inform and provide background to students’ interpre-
tations, the focus of thinking and the collection of evidence always have to
originate and end in the narrative text itself.

Perhaps because of the increasing national emphasis on accountability and
high-stakes testing and recognition of the type of informational reading most
adults engage in throughout their lives, educators have begun incorporating more
nonfiction into their expectations for student reading and writing. That has
opened the door to inquiry in the language arts classroom. Although at times
students may conduct inquiry into literature, language history, or communica-
tion, inquiry in the language arts classroom is often opened to student choice
of any subject that intrigues them. With the diversity of inquiry questions, the
teaching emphasis during inquiry in language arts classes is primarily on process
skills and strategies. Because students are not so tightly bound by specific con-
tent goals, inquiry in the language arts setting may provide the best opportunity
for students to pursue investigations that are personally meaningful to them.
Language arts inquiry also opens opportunities for substantive interdisciplinary
teaching, with an integration of key ideas from subject-area content and key
strategies from language arts processes.

Inquiry in the language arts classroom provides valuable opportunities for
teaching integrated literacy and inquiry skills (see Figure 1.4):

1. Research about reading has identified several thinking skills that pro-
vide the essential core of effective reading and writing as they spiral
through the grades. These include questioning, finding main ideas and
details, summarizing, interpreting, making inferences, determining the
importance of ideas, identifying the author’s purpose, and synthesizing.
All of these are embedded in inquiry.

. It is important to recognize that each step of the inquiry process is
essential but that students do not have to perform each step for every
inquiry assignment. For example, if classroom teachers and librarians
are emphasizing the evaluation of an author’s point of view, they might
scaffold the search for resources by providing a pathfinder. Elementary
students in particular benefit greatly when teachers focus on the ac-
quisition of one skill at a time and scaffold the rest.

(]

3. As a part of integrated literacy/inquiry teaching, classroom teachers and
librarians should help students recognize and derive meaning from dif-
ferent text structures. Nonfiction texts may be organized by main idea
and details, opinion supported by evidence, comparison/contrast, cause/
effect, sequential or chronological order, opposing viewpoints, and
topic and subtopics. By introducing different text structures at devel-
opmentally appropriate times, teachers and librarians can help students
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learn to use text structure as a criterion for selecting appropriate re-
sources and as a key to unlocking the meaning of text.

4, Related to analysis of text structure is use of graphic organizers. Vir-
tually every student benefits from developing a schema for information.
Graphic organizers are particularly useful to students with reading or
language barriers. Numerous books and computer programs on graphic
organizers are available to help both students and teachers (Hyerle
1996, 2000).

HOW IS AN ENVIRONMENT OF INQUIRY CREATED AND
SUSTAINED?

Inquiry demands a constructivist approach to teaching. Ideally. students are
expected to take charge of their own learning and to pursue questions to reach
in-depth understanding. Teachers are expected to support and challenge as they
guide the students through inquiry experiences. The ideal sounds wonderful.
Unfortunately, however, most teachers have had limited experience with inquiry
themselves, and they may have little confidence in their ability to guide students
through the process, even if they are committed to the idea that inquiry-based
student learning is powerful and long-lasting.

When teachers in a school make a commitment to inguiry-based instruction,
the best way to support their deep understanding and classroom implementation
is to surround them with a schoolwide environment of inquiry, including em-
bedded, inquiry-based professional development. Everyone in the school must
understand inquiry in all its complexity and must be committed to its imple-
mentation throughout the school. By creating a holistic environment that sup-
ports inquiry, educators move toward their ultimate goal—a schoolwide
community of inquiry.

Research about learning has shown that teachers build an effective learning
environment by concentrating their efforts in four areas: the learner, knowledge
and curriculum, assessment, and community (Bransford et al. 1999; National
Research Council 2000, 121-124). Teachers trying to construct an environment
that supports inquiry can address the same four areas but focus on strategies
that have proven to be effective in inquiry. When teachers work together, they
can create a schoolwide community of inquiry.

Learner-Centered

A learner-centered inquiry environment is responsive to divergent individual
needs and questions. Those needs are met by a coherent (across the school,
across the grades) approach to teaching inquiry and literacy skills in order to
help individuals become independent learners who take ownership and respon-
sibility for their own learning. The schoolwide infusion of inquiry and literacy
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skills into every content area provides substantive support to individual learners,
especially those with learning difficulties who need extra help in unlocking
content (e.g., English language learners, students reading below grade level).

Learner-centered environments also foster the development of interdepen-
dence among learners by providing opportunities for collaboration. A school-
wide emphasis on conversation and dialogue sets an expectation that students
and teachers are learning together. Indeed, Vygotsky recognized that students
learn first from dialogue with others and then develop deep understanding from
individual internalization based on those conversations (Fogarty 1999, 77).

Not only must learners be both independent and interdependent, but in en-
vironments that focus on learners and inquiry, learners must be both active and
reflective. Schoolwide indicators of active learning would be interactive class-
rooms, a dynamic and totally integrated library program, a focus on student
work, and opportunities for learning beyond the classroom (e.g.. community
service projects, school gardens. historical research in local museums, docu-
mentary filmmaking, community oral history projects). At the same time,
schools should provide opportunities for reflection by requiring a reflective com-
ponent to all student work, providing time for both students and teachers to
reflect on their goals and successes, and inviting parents and students to join
the educators in assessing the effectiveness of learning in the school.

Learner-centered schools promote inquiry among teachers as well as students
through inquiry-based professional development. When teachers are actively en-
gaged in asking questions and investigating answers about their disciplines and
their practice, they become active and reflective participants in the inquiry-based
environment (Cushman 1999, unp.).

Knowledge-Centered

School environments that foster inquiry provide a coherent approach to
knowledge that links the in-depth learning in each classroom to other classrooms
and to the future. Educational researchers have touted a K-12 curriculum plan
(e.g., a spiral or discipline-specific pathways) to enable all learners to engage
with ideas at their level of development, to connect to their prior knowledge,
and then to build the accuracy, complexity, and sophistication of their ideas.
Educators, students, and parents must see that the knowledge embedded in one
year's experiences leads to the next year’s and the next year's, that there are no
critical gaps in the curriculum plan, and that students who graduate are prepared
for their futures.

In 1989, the American Association for the Advancement of Science identified
five criteria for curriculum content that would provide coherent preparation to
all students for life after graduation (Nelson 2001, 13):

* Unility. Will the knowledge and skills be useful to the students in their
work and daily lives?
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« Social Responsibiliry. Will the knowledge and skills help students ex-
ercise their rights and responsibilities as citizens?

« Intrinsic Value of the Knowledge. 1s the knowledge significant either
historically or culturally?

» Philosophical Value. Does the knowledge contribute to an understanding
of the human condition?

s Childhood Enrichment. Will the knowledge and skills enhance the child-
hood years?

Knowledge-centered schools need not only to provide a coherent approach to
the curriculum but also to offer an environment that is rich with access to
learning resources that support inquiry learning. The multiple resources and
varied perspectives provided by school libraries are essential to inquiry-based
learning. Administrators, librarians, teachers, and students must understand that
organizing a library around inquiry requires decisions that provide maximum
support for in-depth, content-based learning (e.g., a flexible schedule that allows
access when students and teachers need it; selection of resources that provide
balanced and in-depth points of view about curricular ideas).

Assessment-Centered

Researchers have suggested that the third area of focus for creating inquiry-
based environments is assessment. Assessment during inquiry has moved way
beyond the traditional “teacher-assigning-a-grade-at-the-end-of-a-unit™ defini-
tion. Assessment involves looking at the learning throughout the learning ex-
perience: before (e.g., identifying prior knowledge to allow measurement of
growth in understanding); during (e.g., making sense of new information, asking
questions, recognizing gaps and inaccuracies in knowledge); and after (e.g.,
evaluating the progress in understanding and the final product).

Inquiry-based assessment not only occurs throughout the process of learning
but also involves the whole community of learners. Students are expected to
reflect on their own learning on a daily basis through learning logs, journals,
reflection ‘questions, and other techniques. Peers provide support and feedback
through peer-to-peer reviews, dialogues, classroom conversations, revision
groups, interactive writing, and many other strategies. Teachers use varied meth-
ods to check their students’ progress and diagnose their needs such as class
checks, quick writes, consultations, and class conversations (National Research
Council 2000, 122). Students, peers, and teachers all rely on rubrics and check-
lists to provide feedback on drafts of final products.

The definition and expectations for assessment in a schoolwide environment
of inquiry have moved to authentic assessment. Newmann and his colleagues
have defined authentic assessment as an outgrowth of authentic achievement
using three criteria (Newmann et al. 1995):
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* The assessment itself provokes construction of knowledge, not just spit-
ting back facts (e.g., students may be asked to apply what they have
learned to a new situation);

* The assessment requires the disciplined use of process skills (e.g., stu-
dents would be expected to use higher-order thinking skills, to follow
the inquiry process, to work a piece of writing through the entire writing
process);

* The assessment is connected to real life and has a value beyond school
(e.g., students are expected to relate their new understanding to their
prior knowledge and to their understanding of the way the world works).

Community-Centered

Environments that support inquiry must be centered on building the com-
munity itself as much as they are focused on the learners, knowledge, and
assessments. In fact, a sense of community may be the most important aspect
of a schoolwide environment of inquiry. Communities of all types are compos-
ites of diverse perspectives and personalities. That diversity creates a tension
between sometimes conflicting forces within the community.

School communities also must deal with the tensions that arise from diverse
perspectives, competing goals, and time deadlines. Individual needs and interests
that drive the independent learning of inquiry do not easily subsume themselves
to the interdependent needs of the group. Teachers have to maintain a fine
balance between allowing students to pursue their own questions and maintain-
ing the overall focus on the key ideas and essential questions of the curriculum,
Even the timing of inquiry produces a tension between moving along through
the steps of inquiry and allowing the questioning and recursiveness of discovery.

Probably the most difficult balance for teachers to maintain is in their own
facilitation of the learning process, because they must both challenge and support
the learner. If Vygotsky's theory about the Zone of Proximal Development
(ZPD) is correct, then students reach their highest potential in development only
when their thinking has been confronted and pushed to a higher level by others
(Watson and Kopnicek 1990, unp.). Teachers must ask challenging questions
and push students’ thinking, even though it seems counterintuitive to the tra-
ditional definition of teacher as facilitator and support-provider. Learners must
also challenge each other and hold each other responsible for the learning in the
classroom (Mills and Donnelly 2001, 157). An inquiry-based classroom should
provoke students into taking risks, with the possibility of failing to ask the best
questions or pursue the appropriate answers at first but with the goal of learning
from those experiences and re-engaging in the process.

A community of inquiry balances academic challenge with academic support.
Teachers use a variety of techniques to offer support, including teaching appro-
priate inquiry and literacy strategies, offering access to multiple resources that
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are written at comprehensible levels, pairing or grouping students for peer sup-
port, offering scaffolding throughout the inquiry process, and even engaging
parents and community members as pariners in the students’ learning. Academic
support does not mean setting lower expectations so that students can easily
meet them. Students must be challenged to set high learning goals: the com-
munity must offer support to help them reach those goals.

Teachers who are building communities of inquiry create personal support as
well as academic support for their students. In a community of inquiry, all
members learn to listen to and respect the voices of others. Students become
empowered as individuals with ideas to express to others. Through shared learn-
ing, students get to know one another and develop a network of caring and
thoughtful relationships. With practice, collaboration becomes integral to the
learning process. The classroom becomes a microcosm of democracy in which
the members take responsibility for weaving diverse perspectives into a collec-
tive vision (Mills and Donnelly 2001, xxi).

WHAT ROLES DOES THE LIBRARIAN PLAY IN BUILDING
COMMUNITIES OF INQUIRY?

Librarians play important roles in building schoolwide communities of inquiry
because they maintain a whole-school perspective, they teach inquiry skills to
all students and across the curriculum, and they provide in-depth resources and
a safe, nurturing environment open to all learners in the school. If librarians
want to support in-depth inquiry learning, then they must assume four roles in
the school: catalyst, connector, coach, and caregiver (Stripling 1993, unp.).

Catalyst

Librarians are in a position to act as change agents and provoke and support
changes across a school. Librarians have the opportunity to design instruction
and co-teach with every teacher in the school. Both the librarian and the class-
room teachers grow in expertise through the co-teaching experiences. Educa-
tional research has shown that teachers are able to change their practice and
improve their pedagogical skills most dramatically when they have the oppor-
tunity to work with and observe other teachers.

Librarians also can provide whole-school oversight over the implementation
of new curricula or instructional methodologies. For example, if the teachers in
a school decide to implement inquiry across the curriculum, the librarians can
support every teacher with professional resources, communicate successful strat-
egies from one teacher or department to others wrestling with the same issues,
and keep track of schoolwide implementation. In many schools, librarians fa-
cilitate the process of curriculum mapping, a necessary step in any process of
curriculum change and an essential step in developing an inquiry curriculum
that is a spiral of key ideas in each discipline area.
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Librarians are often called upon to offer professional development opportu-
nities to teachers on inquiry strategies and unit development, the effective use
of resources and technology, and strategies to connect learning with the real
world. Because such professional development originates within the building
around specific, expressed teacher needs, it has the potential to change practice,
especially if the professional development itself is inquiry-based. Librarians can
also facilitate faculty study groups on inquiry, investigating together the issues
and questions that arise as teachers make the difficult transition to inquiry-based
teaching,

Librarians’ effect on students across the school can be equally as dramatic.
The librarian’s role as a catalyst is to provide a consistent vision of inquiry-
based learning. The articulation of inquiry skills and the integration of inquiry
into all content areas are important ways that librarians change the learning
patterns across the school.

Finally, the librarian fulfills the role as a catalyst for change to an inquiry-
based environment by serving on the school leadership team. Any schools at-
tempting to integrate inquiry into curriculum and instruction encounter resistance
from those who do not want to change; complex issues about scheduling, in-
structional budget priorities, selection of teaching materials, infusion of tech-
nology, professional development, and many other areas; questions about
control, authority, and collaboration among teachers and administrators; and the
messy recursiveness of any inquiry process. Because of intimate knowledge of
the issues involved in inquiry, the librarian can facilitate the leadership team’s
decision-making process.

Connector

The librarian also has the role of connector in the school. Librarians connect
to individual teachers by collaborating on instructional units. The connections
are extended when librarians connect one teacher with another for interdiscipli-
nary or collaborative teaching. For example, librarians can connect fifth-grade
classes researching insects to first-grade classes by helping the fifth graders write
information books to share with their first-grade study buddies. In secondary
schools where teachers generally are isolated into subject-specific realms, li-
brarians can serve as brokers to help teachers form instructional links across the
curriculum.

Because inquiry is enhanced by conversation and sharing, the librarian uses
cooperative learning techniques to connect students with one another around
intriguing inquiry investigations. The library serves as an Information Commons
with a focus on students learning together. As a connector, the librarian throws
out the old-fashioned paradigm of the library as a place limited to silent, indi-
vidual study.

The librarian also connects students and teachers to the world of ideas through
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resources and electronic access. Inquiry demands increased access to multiple
resources and diverse perspectives. To fulfill the pressure for increased re-
sources, especially in times of tight budgets, librarians must change selection
criteria to emphasize in-depth information that intrigues the leamers (e.g., a
whole book on hairstyles throughout history), primary sources, a balance in
points of view, and appropriateness for the curriculum. The Iibra.ri.an also con-
nects students and teachers to the best Internet sites and community resources
(e.g., speakers, other libraries, museum collections, historical society archives),

Because inquiry in each classroom could easily overwhelm the capacity of
the library and librarian, schools need to reconceptualize access to library re-
sources. Instead of trying to schedule classes into the library for every inquiry
experience, librarians may need to create unit boxes of relevant materials to be
checked out to teachers, develop a plan of revolving classroom collections to
surround students in the classroom with multiple library resources on their units
of study, provide webliographies and library Web-based pathfinders that students
can access from computer labs and classrooms, develop access to digitized re-
sources, and enlist parent volunteers to coordinate access to community re-
sources.

Coach

To create communities of inquiry, librarians must become coaches who fa-
cilitate the development of independent and responsible learners. Although the
librarian needs to teach minilessons to help students develop new skills, often
the librarian needs to coach students in their investigations. Two useful tech-
niques for librarians as coaches are think-alouds and modeling. In think-alouds,
the librarian who is helping a student talks through his or her mental processes
as he or she makes decisions (e.g., “I know my question deals with the role of
women during the Revolutionary War. 1 already have some overview informa-
tion from the encyclopedia, but I might find some more specific information in
American history books or in books about women’s role in society. What key
words should I use?”). In modeling, the librarian provides an example that serves
as a guide for student work (e.g., sample two-column learning-log notes on Al
Capone when students are getting ready to take notes on their 1920s topics).

The coach role works only when the librarian and classroom teacher assess
student progress continuously. Because students are not moving in lockstep
through the inquiry process, the librarian-coach must assess what students ne_:ed
on a daily basis. A number of techniques provide that information, including
daily summaries of progress, end-of-class questioning, and research journals.
For the librarian to succeed in this formative assessment, each student must
respond to daily prompts, and communication between the librarian and class-
room teacher must be clear and continuous.
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Caregiver

The caregiver role is personally rewarding to both librarians and students.
Research has shown increased student achievement in personalized environ-
ments. Inquiry lends itself to a more personalized approach to learning because
each student is pursuing his or her own questions and seeking information that
is meaningful to him or her. The librarian must be sure that the library collection
responds to individual needs by including materials in different languages, at
various reading levels, at various levels of complexity in the content, and with
multiple perspectives. Perhaps more importantly, the librarian must offer “just-
in-time" instruction and support tailored to individuals’ needs.

The librarian as caregiver also makes the library a safe place for the pursuit
and interchange of ideas. Establishing book discussion groups, inviting students
to help select new books to order, celebrating students’ work and final products
as well as their creative expressions, and providing programs around students’
interests will all help students become excited about learning and motivate them
to make the library their own.

WHY ARE COMMUNITIES OF INQUIRY SO IMPORTANT?

Communities of inquiry are created when teachers and students build a
shared purpose for learning, when they embrace a diversity of perspectives and
engage in the process of developing new understandings. when they share re-
sponsibility for supporting and challenging each other, and when they connect
their learning experiences in school with the outside world and their futures.
Librarians help establish schoolwide communities of inquiry by becoming cat-
alysts, connectors, coaches, and caregivers. The power of such schoolwide fo-
cus cannot be underestimated. Communities of inquiry have the potential to
change the national conversation from “All students can learn” to “All students
will learn.”
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