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There is widespread agreement among academic librar-
ians that they can make a crucial difference in ensuring
that information literacy skills are integrated into uni-
versity programs in some manner, and that they must
make significant efforts to work with faculty to achieve
this end (Warmkessel and McCade 1997; Baker 1995;
Rader 1995; Lipow 1992). However, this is not an easy
task, and numerous studies have shown that academic
librarians and faculty do not understand each other�s roles
or expectations very well (Carpenter 1997; Crowley 1996;
Hardesty 1995). The lack of  understanding is further
complicated by the existence of  distinct pedagogical dis-
courses for the two groups, which only serve to further
distance faculty and librarians from each other. The pur-
pose of  this paper, therefore, is to examine the peda-
gogical discourses of  faculty and librarians, and to put
forward some ideas about how an understanding of  dis-
course can aid academic librarians in developing peda-
gogical roles that will foster course/program-related in-
tegrated information literacy. The assumptions guiding
the paper are that 1) academic libriarians have an impor-
tant role to play in higher education by helping students

to become information literate, and 2) course/program-
related integrated information literacy is a desirable way
to accomplish this.

Pedagogical Discourse
What is meant by �pedagogical discourse�? Pedagogy is
defined by most dictionaries as the science of  teaching
and so the phrase �pedagogical discourse� could be made
a little more transparent by wording it as �a discourse of
teaching�. This wording is not entirely accurate, since
pedagogy actually encompasses at least two aspects:
teaching per se, and the study of  teaching. Although it is
sometimes difficult to separate the two, this paper fo-
cuses a little more on teaching per se.

As for the word discourse, there are many mean-
ings for the term, arising largely from the fact that a
number of  disciplines have developed the concept sepa-
rately (McHoul 1993; Macdonnell 1986). The under-
standing of  the term was revolutionized by Foucault
(1970; 1972), who regarded discourses as bodies of
knowledge with their associated practices (social con-
trol and social arrangements). Foucault also expressed
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the idea that knowledge and power are inseparable�
one always occurs with the other (Barker 1998). Power
does not arise as a phenomenon separate from knowl-
edge, but is present in all of  the social practices and
relations of  daily life. The Foucauldian notions of  dis-
course and power, then, are intertwined:

There are manifold relations of  power which
permeate, characterise and constitute the social
body, and these relations of  power cannot them-
selves be established, consolidated nor imple-
mented without the production, accumulation,
circulation and functioning of  a discourse... We
are subjected to the production of  truth through
power and we cannot exercise power except
through the production of  truth (Foucault 1980,
93).

In this paper, the sense of  discourse used is from
Vivien Burr (1995), who takes a socio-psychological ap-
proach to Foucauldian discourse. She describes a dis-
course as a �set of  meanings, metaphors, representa-
tions, images, stories, statements and so on that together
produce a particular version of  events� or particular
objects (p. 48). In other words, events or objects are
socially-constructed and represented in particular ways
by the discourses that surround them. Each discourse
attempts to construct the event or object differently.
Discourses are evident through the �texts� of daily
life (including speech acts of  individuals, written
documents, visual images, clothing, buildings etc.) and
thus are available to be read. In other words, the texts
of  human activities or objects are the manifestations
of  the discourses which, in turn, inform and con-
struct those activities and objects.

Pedagogy is one of  those human activities that has
a multitude of  discourses surrounding it. What the dis-
course is depends upon who is doing the talking and the
agenda being represented. For instance, �standardized
testing� is an object relating to the pedagogy of  elemen-
tary and secondary education. Standardized testing is
represented by several very different discourses. One is
�testing as a means to ensure international competitive-
ness�. Individuals (often from government agencies) who
put forward this discourse argue that Jurisdiction X needs
to know whether students are able to perform in math-
ematics and science as compared to students in other
countries, and so standardized testing is needed to de-

termine this. Another discourse is �testing as a control
mechanism over teachers�. Individuals who espouse this
discourse are of the view that standardized testing is a
sham, that it will do nothing to ensure competitiveness,
and really represents a way to break the power of  teacher�s
unions in meaningfully influencing the curriculum.

Each discourse has implications for a set of  actions
(or inactions) that flow from it, so the fact that one dis-
course prevails or becomes more powerful can have a
very large impact on societal and institutional events.
(Of  course, even extremely entrenched and powerful
discourses, such as communism, can be overturned and
replaced by other discourses.)

Origins of  Faculty Pedagogical Discourses
A discourse does not spring up from a vacuum. It arises
from the context (objects, events) in which it is created,
and in turn contributes further to the ongoing creation
of  that context by solidifying its representation. The
pedagogical discourses of  the faculty, then, cannot be
understood outside of the dual processes of becoming
a recognized scholar (through the attainment of  a Ph.D.)
and, for many, legitimizing that effort through becom-
ing a tenured faculty member at an institution of  higher
education.

The essence of  the Ph.D. process is that an indi-
vidual must demonstrate that s/he can make an original
contribution to knowledge within her/his chosen disci-
pline. How this is done depends somewhat upon the
discipline. In the sciences, it is common to work on one�s
doctorate as part of  a larger research project which is
directed by established researchers. In the social sciences
and humanities, it is quite often the case that the doc-
toral research is conceived and carried out by the stu-
dent alone, with minimal guidance. Whether it takes place
as part of  a larger research project or not, the Ph.D.
process is essentially a solitary endeavour in that it is a
sink or swim situation. The wayside is littered with doc-
toral students who either could not start, or failed to
complete, their thesis research. There is rarely a lifeboat
in sight, and the old saying �Only the strong survive� is
completely accurate.

To make an original contribution to any discipline
is a daunting task. For the doctoral student, it may re-
quire years of  studying the nuances of  the discipline
and its theoretical underpinnings, and passing a series
of  exams, before narrowing in on a particular area of
study or research question. Within the area of  study, it
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requires a thorough grounding in the literature related
to the research question, an understanding of  the theo-
retical and methodological limitations of previous re-
search, and insights into alternate approaches to the
problem or question at hand. Disciplinary expertise is
respected and is not be taken lightly. Those who do not
have the same level of  expertise in a particular area will
defer to those who do. Judgements about the value of
one�s scholarship and the quality of  one�s research are
continually made, and are accepted as a fact of  academic
life. The discipline is paramount, permeating every as-
pect of  the doctoral student�s daily existence (Meadow
1998; Becher 1989, 19�35).

The process of  acculturation to the discipline and
to the academy continues even after the attainment of  a
faculty position. The new faculty member must develop
a research program, must prove the value of  his/her
scholarship through faculty pedagogical discourses.

In the environment just described, teaching is often
very much a second class citizen. In fact, as Hardesty
(1995, 349) notes, university faculty often do not dis-
cuss teaching even with their colleagues. True, there are
disciplinary-specific teaching journals, but are they widely
read? For instance, when we asked the chair of  a large
social science department at the University of  Western
Ontario to find out whether any member of that de-
partment subscribed to the relevant pedagogical jour-
nal, he determined that no-one did. As well, the disci-
pline-specific teaching journals are housed at the
university�s education library, which is removed from the
main campus, making it highly unlikely that members
of  various departments will come there to read them.
Nevertheless, whether discipline-specific journals are
widely read or not, university faculty do teach, and there
is a pedagogical discourse that surrounds their teaching.
These discourses arise from, and further contribute to,
the disciplinary focus and research-intensive nature of
academia, and are bound up with the power relations
bewteen the faculty and other groups on campus.

By using a variety of  documentary evidence avail-
able at virtually any university (such as clauses in faculty
union agreements, Senate minutes, campus newspapers),
examining The Chronicle of  Higher Education and compa-
rable publications, or perusing discipline-specific peda-
gogical journals and the LIS literature, we suggest that it
is possible to identify at least four dominant discourses,
and two counter discourses. The following section pro-
vides an overview of  each discourse, illustrating how

they privilege certain types of  teaching activities and in-
hibit others.

Dominant faculty discourses
Pedagogy as disciplinary integrity
This discourse represents the notion that each discipline
has a sacrosanct core of  concepts that students must
assimilate before they can be allowed to possess an un-
dergraduate degree in the discipline. Unfortunately, with
new knowledge, most disciplines are expanding, so the
amount of  material that must be covered in a typical
undergraduate degree is becoming increasingly unman-
ageable. This discourse, then, seeks to preserve the dis-
cipline by working against the addition of  non-disciplin-
ary and hence non-essential material (such as informa-
tion literacy concepts) into courses. This discourse was
quite evident in our interviews with faculty in science
and engineering (Leckie and Fullerton 1999), many of
whom complained that there was just not enough time
in the typical undergraduate course to cover the amount
of  material that needed to be covered to prepare stu-
dents for more senior work.

Pedagogy as disciplinary expertise
This discourse reinforces the faculty member�s right to
present the discipline to students. As a scholar who has
studied the discipline, the faculty member will decide
what is important to teach and what is not, how con-
cepts should be ordered, and will establish the rythym
and flow for the course (De George 1997, 77). Strong
adherence to this discourse may discourage the incor-
poration of  other sources of  expertise (such as librar-
ians, and even colleagues) into the course. Ordering and
timing of  concepts may be a major issue, thus making it
difficult to easily incorporate any information literacy
activities into the course.

Pedagogy as academic freedom
A discourse closely related to the previous one, and ar-
guably the most prevalent and powerful pedagogical dis-
course in evidence. In its pedagogical form (as opposed
to its research form), the discourse of  academic free-
dom upholds the classroom as the domain of the fac-
ulty member, who may teach any material that is deemed
necessary, even if  it is regarded as controversial (De
George 1997, 76�81). Any interference with this right,
particularly by those outside the discipline (such as ad-
ministrators or librarians), is regarded as an attack on
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scholarship. Furthermore, the discourse of  academic
freedom includes the idea that faculty members, by vir-
tue of  their expertise, own the products of  their peda-
gogy�they cannot be forced to give or sell their class-
room materials to others.

Pedagogy as self-motivated learning, or boot-strap
pedagogy
This discourse represents the idea that the university is
a centre of  individualistic, self-motivated learning. The
discourse suggests that those who do not have the mo-
tivation will fall by the wayside, and rightly so, since there
are too many students in university now who do not
belong there. Numerous participants in the interview
phase of  our study (Leckie and Fullerton 1999) expressed
variations of  this discourse, noting that students who
had not learned the basics of  library research were �un-
motivated� or �lazy�. This idea has major implications
for information literacy. It has been well documented in
the LIS literature that faculty members often believe that
students will learn library research skills on their own
(as faculty members themselves did, by their boot-straps),
either through exposure to the library or through con-
tact with librarians (Thomas 1994; Hardesty 1991). Fac-
ulty members, therefore, feel little or no responsibility
for students� lack of  library research skills beyond giv-
ing assignments that require some library use.

Despite the fact that pedagogy is about teaching
others, these four discourses appear to have less to do
with teaching others than they do with the faculty them-
selves. This is because, traditionally, the faculty have been
the most powerful group on campus, and still are, al-
though on many campuses they view their power as in-
creasingly under attack. As Burr notes (1995), discourses
are about power relations - who has the authority to
speak and to act, and thus maintain power. The domi-
nant pedagogical discourses are part of  maintaining fac-
ulty control over the classroom and its associated activi-
ties. Nevertheless, there are some faculty pedagogical
discourses that run counter to the dominant discourses
(hence the term counter discourses, borrowed from
Henry Giroux�s (1996) idea of  counternarratives). Un-
like the dominant discourses, these counter discourses
tend to be more student-centred.

Counter faculty discourses
Pedagogy as the joy of  discovery, of  research
This discourse is voiced far less often but is still occa-

sionally in evidence (for example, Weston 1993). Fac-
ulty who have bought into this discourse have a great
deal of  work ahead of  them, because it requires a huge
amount of  effort to teach in a way that actually inspires
the joy of  discovery in perhaps hundreds of  students.
The traditional lecture course with an essay assignment
does not necessarily fill very many students with joy. Fac-
ulty who are committed to this way of  teaching may be
more open to the idea of  integrating library-based re-
search skills into their courses and may welcome the in-
put of  librarians.

Pedagogy as integrated learning
There is also some evidence of  this discourse, but it
seems to be highly program dependent. The discourse
represents the idea that there are areas of  knowledge
beyond the academic discipline that are very important
for the future success of  students. For instance, in the
interview phase of  our study (Leckie and Fullerton 1999),
the nursing faculty were the strongest voice of  this dis-
course. In the nursing program, critical thinking and re-
search skills are heavily emphasized and are integrated
into the health care curriculum, in the belief  that nurses
need to be able to understand medical research, respond
accurately to patient inquiries, and think independently.
Some medical science and engineering faculty in our
study also voiced elements of  this discourse. Obviously,
this discourse holds the most promise for faculty-librar-
ian collaboration, and for the incorporation of  infor-
mation literacy into the curriculum.

As a group, faculty have distinct ways of  thinking
and talking about pedagogy. For the most part, their
pedagogical discourse does not involve notions of  in-
formation literacy. As evidence of  this, Julie Still (1998)
determined that of  over 13,000 citations that she found
in the ERIC database from discipline-specific pedagogi-
cal journals, only 53 citations (less than one half  of  one
percent) included some form of  the word library. She
concludes that �if  the library and library instruction have
been integrated into the academic curriculum, there is
little evidence of  it in the discipline specific teaching
journals� (229). This fact alone would serve to distance
faculty from librarians, who are very preoccupied with
information literacy. A further complicating factor is that
librarians have pedagogical discourses of  their own,
which differ from those of  the faculty.

Origins of  Librarians� Pedagogical Discourses
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The pedagogical discourses of  academic librarians are
related to, and in turn reinforce, the values of  the pro-
fession of  librarianship. Librarians are acculturated not
to the academy, but to a service profession. The values
learned in library schools are concerned with responsi-
bility to client needs, ethical behaviour, neutrality, and a
commitment to making all kinds of  information acces-
sible in an equitable manner (Maack 1997). In addition,
most library school curricula stress the development of
rapid problem-solving and research skills, solid technol-
ogy skills, team work, collaboration and professional-
ism (Buttlar and DuMont 1996).

At the risk of  oversimplifying, it is likely fair to say
that in many ways, the acculturation of  librarians is quite
opposite to that of  the faculty. The values they adhere
to have more to do with upholding the best interests of
the group than they do with individual concerns. Librar-
ians tend to place their clients� needs first and foremost
and seek to work collaboratively, while faculty place their
own research above all else and seek to work indepen-
dently. Most academic librarians do not go through the
individualistic process of  attaining a doctorate, with its at-
tendant acculturation, and so the tenets of academia that
are so key to faculty do not have the same meaning for
them. For instance, it is very rare to hear academic librar-
ians speaking about academic freedom, yet this discourse
is extremely prevalent in the context of  faculty life.

Academic librarians are increasingly concerned with
teaching information literacy skills and concepts, and so
also have developed pedagogical discourses of  their own.
A few of  these discourses overlap with those of  the
faculty, but most differ markedly. Through an informal
scan of the literature relating to academic librarianship
and bibliographic instruction (as represented in the Jour-
nal of  Academic Librarianship, College & Research Libraries,
and Research Strategies), we suggest that there are at least
five dominant discourses, and one counter discourse.

Dominant Librarian Discourses

Pedagogy as disciplinary integrity
Like the faculty, librarians do have a strong pedagogical
discourse that emphasizes the need to impart core con-
cepts. For example, the ACRL Model Statement of
Objectives for Academic Bibliographic Instruction
(1987) is really part of  the discourse of  disciplinary in-
tegrity: these are the concepts that represent informa-
tion literacy and thus should be taught. As well, the LIS

literature is full of  examples of  how difficult it is to
adequately teach information literacy in limited time
slots, because the information literacy curriculum is
large and ever expanding. Adherence to the integrity
discourse may make it difficult for librarians to think
about new approaches to information literacy and may
result in a high level of  frustration that the integrity of  the
discipline cannot be maintained. It may also affect rela-
tions with faculty, who have their own version of  disciplin-
ary integrity and are not prepared to give time to ensure
the integrity of  another, less important discipline.

Pedagogy as meeting user needs
This is perhaps the most prevalent discourse underpin-
ning information literacy pedagogy. It is slightly related
to the faculty discourse about expertise, but has a differ-
ent twist in that it is heavily influenced by the service
and responsibility ethic (and, in turn, reinforces that
ethic). Generally, faculty do not claim to be at all inter-
ested in their clients� needs�they assume that they al-
ready know what the needs are, based on the structure
of  the discipline they must present to their students.
Librarians, on the other hand, want to know what their
users� needs are so they can serve them better. With re-
spect to information literacy, this usually entails figuring
out what clients don�t know, and then setting out to
correct their lack of  knowledge. For instance, the lit-
erature is full of  examples of  the mistakes that the
average patron makes when attempting to search databases
because they do not have the disciplinary expertise of  li-
brarians, who know how effective searching should be done.
As the discourse goes, librarians have the responsibility to
impart this knowledge to their patrons, who obviously have
a need. Unfortunately, this discourse places all patrons (in-
cluding faculty) in the position as the ignorant and unin-
formed. In some respects, then, it may work against true
collaboration with faculty, who often are not regarded as
having any real understanding of  their own research pro-
cesses and who cannot even identify their own informa-
tional needs.

Pedagogy as generic skills
This discourse represents the idea that librarians have a
responsibility to teach generic skills (such as critical think-
ing and basic research skills) for lifelong learning. It is
bolstered by government and institutional reports that
suggest that the average citizen working in the knowl-
edge society needs to have such skills to be able to con-
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tinually learn and be productive (for example, Ontario.
Premier�s Council on Economic Renewal 1994). Some
who voice this discourse also claim that academic librar-
ians may be best positioned to do this work and should
lead the way (Perkins, 1996; Editorial 1994; Hill 1991)
Although the discourse seems to be gaining prominence,
it is also highly contested, with other academic librar-
ians suggesting that librarians are not equipped to teach
generic skills and should stay within more familiar bound-
aries. The implications of  this discourse are similar to
those of  the discourse on disciplinary integrity: increas-
ing the range and scope of  what ought to be taught, and
thus possibly increasing frustration if  not achieved.

Pedagogy as efficiency
It is frequently noted in the literature that academic ref-
erence librarians are faced daily with a barrage of  similar
questions regarding basic library skills. It is also pointed
out that although one-on-one instruction is perhaps the
best way to teach library skills, it is time-consuming, ex-
pensive and inefficient. The discourse that is related to
these observations is one of  pedagogy as a means to
greater efficiency. If  many students have similar ques-
tions, the most efficient approach is to gather them to-
gether and teach them all at once, thus making better
use of  the librarian�s time and providing better service
for more patrons. The efficiency discourse, however,
leads to a dilemma in that it may promote stand-alone
instruction, with no connection to the curricula of  other
disciplines, thus robbing it of  much of  its value. Inter-
estingly, there is no comparable faculty discourse to this,
since faculty have always primarily taught groups and
not individuals, and are not known to be overly con-
cerned with efficiency.

Pedagogy as peer status
Academic librarians have been involved in a well-docu-
mented struggle for decades about the nature of  their
status vis-a-vis the teaching faculty. A large part of  that
struggle has to do with whether librarians do compa-
rable work to the faculty and thus can be fitted into a
similar model of  career progression. Since most librar-
ians cannot claim that they do the kinds of original re-
search conducted by the faculty, it is even more impera-
tive that they be able to demonstrate that they do con-
tribute to pedagogy. This discourse, then, represents the
idea that librarians are engaged in pedagogy and deserve
to be considered as peers of  the teaching faculty. Again,

the discourse both arises out of  and continually con-
structs the context�academic librarians actively seek
ways to be more involved in teaching, thus reifying their
claims, and lending weight to the discourse. There is no
comparable faculty pedagogical discourse, since faculty
do not have any doubts about their contributions to
teaching. This discourse does not impress the faculty,
who tend to regard anything less than full-time class-
room teaching to be marginal.

Counter Librarian Discourses
Pedagogy as enhanced reference service
After more than two decades of  teaching, and thinking
and writing about it, the dominant pedagogical discourses
of  librarians are well established as part of  the land-
scape of  academic librarianship. Nevertheless, there is
one persistent counter narrative that refuses to die, and
that is the idea that librarians should stop trying to be
teachers and should concentrate on doing what they do
best, which is to offer good reference service. The most
cited proponent of  this counter discourse is Tom Eadie
(1992; 1990) who stated that bibliographic instruction is
a waste of  time, ineffective, unproven and costly. He
suggested that academic librarians would be far better
off  putting their energies and budgets into enhanced
reference services. A more recent variant was put for-
ward by Herrington (1998), who argued that biblio-
graphic instruction is a cover-up for the fact the library
systems are too difficult to use, and that librarians should
be concentrating on making access easier, thus doing
away with the need for instruction entirely.

If  the BI literature can be taken as representative of
the thinking of  a wide spectrum of  instructional librar-
ians, many academic librarians involved in information
literacy instruction do seem to espouse one or more of
the dominant pedagogical discourses, despite the pres-
ence of  counter discourses.

Discourse in Perspective
Faculty and librarians, who ostensibly are working to
achieve the same goal of  producing well-rounded, ar-
ticulate and skilled graduates, do not seem to be on the
same wave-length about how to do this, or what is im-
portant in doing this, particularly when it comes to in-
formation literacy. The dilemma continues despite evi-
dence indicating that faculty across the arts, social sci-
ences, sciences and engineering are favourably disposed
to the idea that students should be information literate,
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yet many of  them are doing nothing about it (Leckie
and Fullerton 1999; Cannon 1994; Thomas 1994).

An understanding of  the discourses that inform the
work of  the two groups can help us see why they have
difficulty agreeing on the most appropriate courses of
action, and seem to be at odds in accomplishing similar
goals. Faculty are participating in discourses that serve to
protect their disciplines, preserve their own disciplinary
expertise and academic freedom, and uphold self-moti-
vated, individualistic learning. Librarians are employing
the pedagogical discourses related to meeting user needs,
teaching important generic skills and providing efficient
service. So, for instance, if  instructional librarians on cam-
pus X employ the discourse of  meeting students� needs,
and the faculty in department X are using the discourse
of  disciplinary integrity, agreement on what to do about
information literacy will be almost non-existent.

Of  course, it is not quite so simple as that, either.
Taken together, faculty pedagogical discourses work to
actively maintain faculty control over the classroom. This
frequently makes it difficult for academic librarians to
insert themselves into classroom instruction in a mean-
ingful way, or even to be considered seriously as a po-
tential participant.

Roles of  Academic Librarians in Information Lit-
eracy Pedagogy
As noted at the beginning, this paper takes the position
that academic libriarians have an important role to play
in the educating unversity students to be information
literate, and that course/program-related integrated in-
formation literacy is a desirable way to accomplish this.
But are the discourses so powerful and all-pervasive that
there is no hope of a meeting of minds with the fac-
ulty? Does it mean that librarians have to diminish their
commitment to information literacy? Not at all.

First, librarians should give some thought to their
own discourses, and identify entrenched or established
ways of  thinking that actually impede their own efforts
to understand and work with the faculty. As well, librar-
ians should start to identify and listen to the faculty peda-
gogical discourses on their particular campus. For in-
stance, the two counter faculty discourses that have been
identified in this paper (and there may be others) are
hospitable to ideas about information literacy and to
potential collaboration between faculty and librarians.
Librarians should concentrate early efforts on those fac-
ulty members or departments known to employ those

counter discourses. As well, it may be that some of  the
counter discourses are more prevalent at institutions
where the emphasis is placed on teaching more than re-
search.

It is also important that librarians recognize that
faculty are the more powerful group on campus and think
of  strategic ways to work for change within a system of
essentially imbalanced power relations. It seems that li-
brarians have not always clearly recognized this and have
often dismissed faculty pedagogical discourses as some-
how misguided or misinformed, preferring instead to
employ their own librarian discourses as more appro-
priate. This approach is flawed: faculty pedagogical dis-
courses arise out of, and reinforce, the faculty�s view of
the way in which academic life should be structured. It
is foolish to assume that the faculty will be eager to
embrace a librarian-centred pedagogical discourse that
is essentially foreign to their experiences and ways of
thinking. For instance, faculty will not abandon the dis-
course of  disciplinary integrity in favour of  one that
stresses student needs.

Nevertheless, not all faculty adhere strongly to all
of  the dominant discourses noted previously, so there
are opportunities within the pedagogical structures of
campus to intitiate some blending of  faculty and librar-
ian discourses. Thus, even within the constraints of  the
dominant faculty discourses, it is possible, and impor-
tant, for academic librarians to develop a number of
different pedagogical roles in relation to information lit-
eracy. The roles that we have identified from our re-
search and other studies include:

1) Librarians as Pedagogical Liaison
Perhaps the prime role for instructional librarians is one
related to direct, interpersonal liaison with departments
and programs. Numerous studies have shown that ad-
vertising the services of  instructional librarians does not
make much of  an impact on faculty. This was confirmed
yet again in our research where 31% of  the faculty re-
sponding to our survey (Leckie and Fullerton 1999) and
40% in Cannon�s 1994 study were not aware of  the in-
structional services on their campus, despite advertising
of  such services. As well, numerous faculty whom we
interviewed indicated that although they had seen ad-
vertisements for instructional services, they did not re-
alize until the time of  the interview that librarians were
actually available to come into their courses. Although
costly in terms of  personnel resources, interpersonal li-
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aison is the best way to inform faculty of  the range of
services available, and to suggest ways in which they
might be able to utilize such services. Talking to faculty
on their home turf  is also a good way for librarians to
get a glimpse into the pedagogical discourses espoused
by various departments and programs.

2) Librarians as Pedagogical Collaborators
Our research has shown that a surprisingly high pro-
portion (over 60%) of  faculty, in science and engineer-
ing think information literacy is desirable for their stu-
dents in the lower years, the upper years, or both (Leckie
and Fullerton 1999, 14). Furthermore, about 46% of
the faculty in the sciences and 50% in the arts/social
sciences (Cannon 1994) would support some form of
librarian collaboration to introduce more information
literacy concepts into their courses. These findings would
suggest that there is a role for academic librarians as
collaborators in planning and delivering information lit-
eracy within specfic courses and programs. What form
this collaboration would take, though, is very unclear,
since the majority of  faculty in our research also indi-
cated they would not favour a team-teaching approach.
It may be that a team approach is more appropriate at
some institutions than others. Librarians should be aware
that faculty may have varying definitions of  what col-
laboration really means, and should be willing to work
out several different models of  collaboration in infor-
mation literacy delivery.

3) Librarians as Pedagogical Leaders and Mentors
What about the 39% of  faculty (Leckie and Fullerton
1999, 22) that do not favour a collaborative approach?
Interviews with faculty in phase two of  our study sug-
gest that some faculty are willing to accept the discourse
of  librarians� own disciplinary expertise, and are quite
happy to have librarians take the lead for information
literacy delivery in their courses. Librarians ought to be
prepared to take such a leadership role when it is war-
ranted. This role has some drawbacks, however. First, in
line with the discourse of  respect for another�s area of
expertise, faculty frequently withdraw from the process
entirely: 44% of our respondents did not attend the ses-
sions delivered by a librarian in their courses (Leckie and
Fullerton 1999, 23). Second, faculty then are subsequently
unable to tell whether students have made any progress
in developing their library research skills. Third, because
they are unable to tell whether the information literacy

components of  the course have improved students� skills,
faculty may be less inclined to continue incorporating
information literacy in the future.

The leadership role, then, has some pitfalls. To be
successful in this role, librarians should also develop a
complementary mentoring role. Our interviews with fac-
ulty revealed that a large number of  them did not have a
very clear sense of  what information literacy entailed,
how to go about incorporating it into the course sylla-
bus, or how to evaluate it. Librarians need to act as men-
tors to the faculty in this regard. They need to show
faculty how information literacy concepts can be related
to the course material, and it is especially important to
help faculty determine effective ways to evaluate the in-
formation literacy skills that they expect their students
to demonstrate.

4) Librarians as Pedagogical Supporters
Finally, librarians have an important role to play by sup-
porting faculty in developing and broadening their own
information literacy, and by assisting faculty who then
feel comfortable incorporating information literacy into
their teaching. In our research, 69% of  survey respon-
dents indicated that they wanted more hands-on work-
shops (76% in Cannon�s study). Of  all the instructional
options presented, this was by far the most popular.
There is no guarantee that assisting the faculty in devel-
oping their own information literacy skills will translate
directly into the incorporation of  information literacy
in the classroom. Nevertheless, supporting faculty in this
way does work to break down the discourse of  �boot-
strap pedagogy�, as more faculty begin to realize that
contemporary information retrieval is very complex and
is not necessarily learned by osmosis.

Conclusion
This paper has attempted to illustrate how an under-
standing and consideration of  the concepts of  discourse
and power relations can aid academic librarians as they
attempt to foster a pedagogical environment that facili-
tates curriculum-integrated information literacy. Burr
(1995) comments that �the discourses we employ often
have political implications that we should investigate if
we are interested in changing ourselves or the world we
live in� (p. 57). Since universities are highly political places,
this comment seems very appropriate when considering
all the issues bound up with the teaching of  informa-
tion literacy on campus.
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A dual process of  self-reflection and informed lis-
tening may give librarians more insights into ways in
which to approach faculty in different departments re-
garding information literacy. With respect to self-reflec-
tion, academic librarians would benefit from a thorough
understanding of  their own pedagogical discourses, and
this entails some time spent in discussion with colleagues
in the library system. Furthermore, as an object that is
surrounded by discourses, information literacy cannot
be viewed as separate from the power relations on cam-
pus. Librarians have tended not to see how information
literacy activities construct and generate power, nor how
their own pedagogical discourses may actually hamper
their efforts to work with faculty.

With respect to informed listening, an understand-
ing of  faculty pedagogical discourses, and a better idea
of  how such discourses arise and function, will help li-
brarians identify the particular discourses on their cam-
puses. It must go further than understanding, however:
face-face discussion with faculty is imperative. While this
may seem like a time-consuming approach, it is the best
way to gauge where information literacy fits in relation
to how the faculty are thinking about, and representing,
their own teaching activities. It is also the best way to
determine what pedagogical role(s) should be taken in
relation to the relative strength of  each faculty member�s
disciplinary focus and his/her views on classroom au-
tonomy, student needs, and collaborative approaches to
teaching.
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