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Abstract: 

Purpose – This paper discusses a program to train undergraduate students as near peer teachers 

delivering course-embedded information literacy instruction to undergraduate students. 

Design/methodology/approach – The approach involved the development and delivery of a 

curriculum combining information literacy concepts and teaching pedagogy. Significant student 

feedback was gathered which determined the final program structure. 

Findings – While the curriculum was successful in developing students’ information literacy 

competencies and pedagogical skills, stakeholder buy-in and the COVID-19 pandemic hindered the 

program. Additionally, the goal of the program - solo student teaching, was not realized.  
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Originality – Peer teaching is widely implemented in many disciplines, however, its application in 

academic libraries has focused more on peer reference, rather than peer teaching. This case study adds 

to the body of literature on this topic related to student peer teaching in academic libraries. 

Keywords: peer teaching, information literacy 

 

Introduction 

The value of peer learning has been explored and incorporated into a variety of venues 

throughout higher education with integration into teaching (Ford, 2018), writing centers (Bruffee, 1984), 

peer tutoring and counseling (Elbulok-Charcape et al., 2019), and in academic libraries as mentors, 

research assistants and teaching assistants (Bodemer, 2014; Deese-Roberts and Keating, 2000; Peter, 

2013; Rinto et al., 2017). At the authors’ institution, multiple units outside the library have utilized peer 

teachers in a variety of roles including as part of orientation activities, and as mentors and tutors in 

courses and campus writing and math centers. Peer-assisted learning within the library, however, had 

not been explored. The library undertook a program to train second and third-year undergraduate 

students as near-peer teachers. The plan was for them to not only provide peer-to-peer reference 

consultations but also to become in-class instructors. As instructors, undergraduate peer teachers would 

not just assist but rather team with instruction librarians, and ultimately be empowered to provide 

independent instruction in information literacy (IL) instruction to first-year undergraduate students. 

Ultimately, the end goal of the program, solo peer teaching, was not realized. This case study  outlines 

the program, peer teaching curriculum, as well as what worked and what did not work.  

Literature Review 



Peer teaching has been widely studied and adopted in higher education across many disciplines 

in instructional venues such as labs, clinical settings, course sections, and discussion groups (for 

example, Brueckner and MacPherson, 2004; Khaw and Raw, 2016; Burgess et al., 2020). Overall, the 

literature finds an educational benefit not only to the peer teacher but also the students being taught by 

peers, or at least a comparable, not diminished, learning by students (Whitman and Fife, 1988; Wagner 

and Gansemer-Topf, 2005; Secomb, 2008; Rees et al., 2016; Jawhari et al., 2021). While peer learning in 

libraries has been adopted through peer reference and teaching assistants (MacAdam and Nichols, 

1988; Murphy, 2016; Baugess et al., 2017; Salomon et al., 2017), solo peer teaching, especially 

undergraduate-to-undergraduate, has not been as widely explored or deployed in academic libraries.  

Holliday and Nordgren (2005) reported on a program to train Library Peer Mentors (LPM) who 

worked at the reference desk and participated in classes by co-teaching with librarians and offering one-

on-one searching assistance. In one case, an LPM, while being observed by a librarian, taught a full 

instruction session to business students.  LPMs were given end-of-semester evaluations and indicated 

that they wanted more experience at the reference desk and particularly in the classroom. They felt that 

teaching had taught them and that their own research skills had improved as part of the program. 

Furlong and Crawford (1999) outline an undergraduate teaching assistant program at the 

University of Maine at Farmington. Education majors who wanted more classroom experience were 

recruited to lead information literacy sessions for first and second-year students. Peers led instruction 

sessions, participated in curriculum design, and developed a library workshop in conjunction with the 

campus Writing Center. The authors insisted that the success of the workshop was that it was not only 

student led, but that every aspect of the program had been created and developed by students, for 

students. In this case, not only did students gain real-world experience, but the Writing Center found the 

program to be valuable and, despite feeling an initial lack of control, an overtaxed library system 

benefited by having their instructional capacity increased. 



Ronan and Pappas (2001) outline a program at the University of Florida which provided a three-

credit hour independent study course to compensate undergraduate peer teachers. Peer teachers 

collaborated with librarians and the anthropology department to develop a lesson plan, provide 

classroom instruction, and develop assessments to evaluate the program. Instruction was delivered on a 

one-on-one basis, not as a typical library instruction session to a class. Peer teachers developed 

individual surveys to assess attendees’ library experiences and acceptance of peer teaching instruction. 

Attendees indicated a very positive response with the training and a majority felt more comfortable 

being taught by an undergraduate rather than a librarian. The program was beneficial to the library 

since it garnered participation by many students who had not been reached by existing library 

instruction marketing and otherwise may have never had any library instruction. Librarians also reported 

learning new techniques and modes of thinking from peer teachers.  Peer teachers not only received 

credit for being part of the program but learned advanced skills. 

Mathson and Salisbury (2009) describe a program at Central Michigan University whereby senior 

student employees led instruction sessions for non-university students, primarily visiting high school 

groups. While instruction based, the program was largely beneficial as a university outreach and 

recruiting tool. Additionally, the library benefitted from using liaisons as library tour guides allowing 

librarians to meet the large demand for class tours. Student employees gained experience both with 

public speaking as well as working with diverse groups of peers. Student employees’ tours and 

instructional sessions were assessed both by the visiting teacher as well as with a self-reflection.  

Brady (2021) describes a program at a graduate university. Peer teachers were brought in to 

teach an information literacy workshop series. Peers were recruited from an existing pool of graduate 

students working at the library circulation desk. Assessment of information literacy sessions found no 

statistically significant difference between student outcomes in classes taught by peer teachers vs. those 

taught by librarians. Student and teacher evaluations were very supportive of the peer teachers. Impact 



on librarians was seen not so much in the reduction of the quantity of work but in the type of work, 

freeing librarians to do more beyond introductory instruction.  

Bodemer (2014) describes a peer research assistance program at California Polytechnic State 

University San Luis Obispo. What started as peer reference, expanded into peers leading basic 

information literacy one-shot sessions in first and second-year English and communications courses. 

Undergraduate peer teachers were successfully able to provide solo information literacy instruction. 

Assessment results indicate  that instructors found the peer led instruction to be valuable for their 

students. Student assessments of peer teachers found that they not only showed consistent 

improvement in instruction but were also rated higher than similarly assessed librarians. 

Cornforth and Parramore (2021) detail an information literacy peer teaching program at 

California State University Fullerton. Undergraduate peer teachers were recruited from student workers 

already employed at the library. They were trained to be able to teach one lesson plan and a set of 

activities that could be used for all sessions with minor variations due to discipline. Once trained, pairs 

of peer teachers taught one-shot first-year classes. Assessments were made of peer teachers, faculty 

instructors who requested sessions, and students participating in sessions. Both peer teachers and 

faculty expressed positive experiences with the program and found it to be beneficial. Student 

participant performance on pre and post tests showed substantial increases in knowledge about library 

research services. 

Positioning students not just as colleagues but as peer teachers in the classroom is beneficial as 

a form of co-curricular learning within an employment or internship context, which are high-impact 

practices (Kuh, 2008; Perna, 2010; McClellan, et al., 2018). Peer teachers can apply skills learned as part 

of their own experiences within the curriculum as well as supplemental instructional sessions to the 

“real world” environment of classroom learning. Not only do peer teachers learn by teaching others to 

learn (Topping and Ehly, 2001; Hattie, 2009; Rinto et al., 2017), they can reflect on and share these 



experiences both in and out of the classroom in effect serving as library ambassadors (Aguilar and 

Keating, 2009; Faix et al., 2010). Peer teaching benefits the students being taught because being close in 

age and experience makes peer teachers an accessible resource for their classmates who may be 

confused by library research or intimidated about reaching out to a librarian (Cornwall, 1980; Mellon, 

1986). From an Information Literacy instruction perspective, research has supported the effectiveness of 

peer teaching on student learning in the training of generic (e.g., non-discipline specific) and clinical 

skills (Secomb, 2008; Stigmar, 2016). In short, peer teaching has the potential to positively impact the 

peer teacher, students receiving instruction, librarians and library instruction programs, and even 

instructors who may be attached to classes receiving instruction. What is not well discussed in the 

library and information science literature, and what the authors hoped to address with the program 

outlined in this paper, is developing a program specifically designed for peers to solo teach. 

 

Institutional Context and Program Development  

IUPUI is a public research university located near downtown Indianapolis, Indiana. In Fall 2022, 

IUPUI had an FTE of over 20,000 students including over 15,000 undergraduate students; almost 10% 

were African American and just over 10% were Hispanic/Latinx students (Institutional Research and 

Decision Support, 2022). Of undergraduates, in 2021, 28% were first generation students, 28% were 

from underserved or historically marginalized populations, 91% were Indiana residents (Hansen, 2021). 

University Library is the main library on campus, serving all students except professional students which 

are served by separate dentistry, law, and medical libraries and students affiliated with the art school, 

which also has their own library. About a dozen liaison librarians at the library follow a course-

embedded information literacy instruction model.  



The development of a peer teaching program was initially proposed to improve and broaden the 

reach of library instruction. Librarians work to scaffold Information Literacy through the disciplinary 

curriculum. However, each school on campus (e.g., business, science, etc.) has their own first-year 

seminar program, each with 10 to more than 50 sections. This heavy first-year teaching load taxes the 

ability of the liaison librarian to meet instruction needs throughout the curriculum. If peer teachers 

could take on some (or all) first-year instruction, that would free up librarians to support more 

specialized upper-level and graduate instruction. As the literature shows a clear benefit to peer teaching 

for both the peer teacher and the students, librarians did not think that first-year student learning 

would suffer, and it might be improved. Beyond the potential to lessen the first-year teaching load for 

librarians, the program also closely aligns with the library’s strong commitment to student engagement 

and employment as an important element to enhance student success and retention (McClellan, et al., 

2018). Finally, the librarians developing the program were genuinely curious if the concept could work. 

Could a program be developed that could train undergraduate students to solo teach Information 

Literacy concepts? 

Initially, when conceptualizing a peer teaching program to support information literacy 

instruction within University Library, it took the form of a 1-credit hour course, but, after investigating 

the options including consulting with key stakeholders and conducting student interviews and focus 

groups, it evolved into a training and internship program. Further details on developing the near-peer 

teaching program including hurdles faced are described more fully in a prior article (Maxson, et al., 

2019). The present article focuses on the program curriculum, results, and developments since 2019. 

However, to provide appropriate context, the creation of the program is briefly described here. 

The authors were part of a group of librarians awarded an IUPUI Center for Teaching & Learning 

Curriculum Enhancement Grant [1] to develop a curriculum for a 1-credit hour course to support 

teaching information literacy and pedagogical practices. The goal of the curriculum was to prepare 



undergraduate students to become near-peer teachers to support teaching lower-division, particularly 

first-year seminar students, in developing research and other information literacy skills.  

In investigating the creation of a 1-credit course, the authors first needed to identify a course 

home. University Library is an academic unit and librarians have faculty status but, due to the financial 

structure of IUPUI, University Library cannot offer credit-bearing courses. The authors investigated 

potential avenues through University College (the academic unit where undecided students are assigned 

until they finalize their major, often by their third year) as well as the School of Informatics and 

Computing, which includes the department of Library and Information Science. A key challenge was that 

Indiana’s Commission for Higher Education (2013) requires all colleges to guarantee 120 credit hours for 

a bachelor’s degree. This means that student course schedules are already full; making room for another 

course was met with resistance by other academic units.  

Beyond consulting with other academic units, the authors also conducted interviews and focus 

groups with students who could potentially become near-peer teachers. Universally, these students 

expressed the sentiment that trying to fit in another class, even if it could lead to an employment 

opportunity, was viewed unfavorably and that they would prefer an internship experience. Participants 

also expressed support for the idea of peer-teaching and that learning from fellow students would be 

helpful for their own learning. 

Taking the internship direction, the authors converted the curriculum from a traditional course 

to learning on the job, where students would be hired at the beginning of their second or third year. 

During the fall semester they would receive training while completing the curriculum and, at the same 

time, shadow teaching librarians, so that by spring they would feel more comfortable to co- or solo-

teach the skills in first-year library instruction sessions. With the evolution of the program into a more 

internship-like framework, much of the original instructional structure remained but was supplemented 



by additions and pacing that took advantage of the more asynchronous and individualized nature of the 

program. It was also critical to tailor the experience to the potential peer teachers as much as possible. 

Peer teachers needed to be second or third-year students to have a base level of experience with doing 

college-level research while maximizing the return on investment for the library since they could 

theoretically serve as peer teachers for an additional two or three years once trained. It was also 

expected that they would have little to no instruction or information training and that they would come 

from a diverse array of disciplines. This was anticipated to be both a benefit, as it meant better potential 

for integration into a variety of instructional settings, but was also a challenge, as the curriculum would 

need to be both disciplinarily diverse while maintaining some level of subject neutrality.  

Overall, the goal was to produce student peer teachers who could teach their peers in ways that 

might be more effective than traditional instruction librarians (Bodemer, 2014; Tullis and Goldstone, 

2020). Peer teachers were recruited through the same channels as other student employees of the 

library, through placement of a job advertisement in the university’s student job portal. There was a 

posting specifically for the peer teaching position. Additionally, all library supervisors were encouraged 

to share the position description with student applicants to other library positions, most often within 

the access services department. From this, student employees who expressed an interest in being peer 

teachers were actively recruited into the program. Over the three years of the program, nine students 

(eight undergraduates and one graduate) were recruited although two declined the position after 

learning more about it. Four undergraduates and one graduate student have successfully completed the 

curriculum. Two undergraduate students started the curriculum, but due to changing employment and 

study abroad, did not complete it.  

The authors succeeded in getting this program added to the IUPUI Undergraduate Experiential 

and Applied Learning Record (“The Record”), which highlights co-curricular activities that support the 

development of work and life skills that students may point to when applying for future employment [2]. 



The program was approved as both an internship, while students completed the curriculum, and 

leadership, in subsequent semesters while teaching, experience. 

Curriculum Development and Delivery 

Newly hired peer teachers initially spend two weeks training in library services and reference 

including conducting reference interviews, learning about the scope of library resources, and finding 

online and print materials. After this, they undertake an intensive, two-week program that focuses on 

introducing peer teachers to pedagogical concepts and practices such as formative assessment, lesson 

plans, and learning outcomes. These are concepts critical to information literacy (IL) instruction which 

might be given in a first-year course embedded instruction session. This type of instruction is something 

which is hopefully somewhat familiar to students from when they attended a library instruction session 

as a first-year student. Once these four weeks conclude, a more regularly paced series of modules take 

students through thorough analysis of IL concepts organized around the Framework for Information 

Literacy in Higher Education (ACRL, 2016). Instruction in each frame is led by a librarian and includes 

assignments and readings. Each frame is scheduled to take two weeks to complete although the 

timeline has some flexibility to accommodate student or librarian scheduling challenges (see Appendix 1 

for a general outline). The curriculum focuses on modeling best practices in pedagogy including lesson 

planning, formative assessment (Oakleaf et al., 2012), and self-reflection (Booth, 2011; Badia, 2017; 

Reale, 2017). Students complete the curriculum in the fall semester and transition into roles as in-class 

team teachers and peer research consultants in the spring. 

Delivery of the curriculum was impacted by the COVID-19 pandemic. Originally, the curriculum 

was primarily delivered in-person, face-to-face. Librarians provided the assignments for students online 

and then met with them for discussion, feedback, and de-briefing on that week’s curriculum. With 

COVID, the curriculum had to shift completely to an online, asynchronous format. This required a 



complete overhaul of the Canvas course site. Some of the redesign was already being planned;  the 

pandemic merely accelerated the timeline. Assignments were redesigned to follow the Transparency in 

Learning and Teaching (TILT) assignment model (TILT, 2014). Introductory videos were added to each 

week’s module which explained the purpose and context for the readings and assignments. The course 

redesign was one area where the pandemic made things better, significantly strengthening curriculum 

delivery. 

Initially the authors thought they could teach the course completely asynchronously since the 

student peer teachers were not on campus. However, peer teachers quickly expressed dissatisfaction 

and disengagement with this model. Weekly check-ins via Zoom were scheduled to talk over the 

curriculum and answer questions. These check-ins also took on an almost therapeutic role, allowing the 

peer teachers to talk through challenges and issues they were facing in their lives outside of class and 

their peer teaching position. As one peer teacher reflected: “I don’t think there’s a way that you could 

better support me as a peer teacher. I find everyone that I’ve worked with so far extremely helpful and 

supportive, in a way that I’m not scared to email you with questions if I need to. It also means a  

lot to me when [the lead librarian] asks how we are doing and checks in with our mental health. None of 

my other supervisors have ever done that before, so it makes me feel even more supported in this job.” 

The curriculum and program were developed to be a comprehensive program of training, 

professional development, and mentoring, scaffolding pedagogy and IL so that students could bridge the 

gap between traditional peer teaching and solo teaching (Berry et al., 2002). Peer teachers were 

required to “practice” teach the assignments they developed to the other peer teachers and to the 

librarians delivering the curriculum (Msangya et al., 2016). In the classroom, a scaffolded model was 

adopted (College of Education and Human Development, n.d.; Friend et al., 1993). Peer teachers would 

begin by observing teaching librarians; each semester librarians were asked to provide a list of classes 

peer teachers could observe. From there, peer teachers would move to an assisting role where they 



would provide support to the teaching librarian, for example, moving around the classroom to answer 

questions during active learning sections. Peer teachers would then team teach, for example, working 

with a teaching librarian to discuss the session and then divide up the lesson so that the librarian led 

parts of the instruction and the peer teacher led other parts. The next stage was for the peer teacher to 

move to a lead teaching role. Here the peer teacher would take the lead, in consultation with the 

librarian, in developing the lesson plan and activities for the session as well as lead the instruction with 

the librarian in the classroom for support and back-up. Finally, peer teachers would solo teach. The 

program did not progress far enough to meet the final, solo, stage of teaching. 

 

Program Assessment 

Assignments 

Designing assessments was important for curriculum development and revision as well as 

program management. Lesson plans and exercises were developed to determine if the near-peer 

teachers understood and were able to apply the material. For example, for the Frame Scholarship as 

Conversation, peer teachers traced the way one journal’s focus and types of articles published has 

changed over time. For Information Creation as a Process, peer teachers transformed something they 

had written as a research paper for another class into a blog post.  

As the program evolved, it became clear to the authors that more intentional combinations of IL 

and pedagogy needed to be built into the curriculum so that peer teachers would have the skills to 

teach, and not just understand, IL. The first year of the program, instructional pedagogy was largely 

confined to the first few weeks of the curriculum and subsequent assignments were largely focused on 

teaching peer teachers about IL. However, without a clear connection to how that IL concept could be 

taught in a classroom, the connection to pedagogy was lost. To address this issue, a targeted 



pedagogical assignment was created for each frame. For example, for the Frame Authority is 

Constructed and Contextual, peer teachers were tasked with creating an activity that gets students to 

think about the authority of real-life sources (see Appendix 2). For the research consultation module 

added during the COVID-19 pandemic (detailed later), peer teachers picked a real question that had 

been asked in a research consultation and outlined the steps and resources they would advise the 

student to take to help answer their question (see below). Examples of student work are below and in 

Appendix 2 and 3. 

Research consultation reference interview exercise created by a peer teacher: 

Question: I need to find newspaper articles reporting the 1896 Supreme Court decision in Plessy 

v. Ferguson. 

1. For this query, I would first ask the question, “Are you looking for a specific newspaper 

publication, and if so, which one?” 

2. Then, if they aren’t sure, I’d ask if they’re looking for newspapers in a specific location 

such as across the state of Indiana 

3. Once we can narrow this down, I’ll inform them that University Library offers ways to 

access old newspapers and ask them, “would you like me to show you how to access 

and view newspapers?” 

4. I will share my screen with them (assuming this is a virtual consultation) and take them 

to the Academic Search Complete database in EBSCO. Walking them through the 

process on how to start an Advanced Search, I’ll point out the little box they can select 

that will narrow down their search results to “Newspapers” only 

5. I’ll ask them to brainstorm a mock search, and I’ll model it for them on my screen so 

they can see how it works 



6. An example search could say “Plessy v. Ferguson (1896)” and isolate search results to 

“Newspapers” only 

7. End the consultation by asking, “do you feel like I’ve sufficiently helped you with your 

question?” and encourage them to come back if they need continued help 

Reflections 

As mentioned, self-reflection is a key component of the curriculum. Several modules included 

assignments that incorporated peer teacher reflection on key IL concepts and frames. For example, for 

the Frame Information Has Value, peer teachers reflected on the digital divide and their own 

information privilege. For Authority is Constructed and Contextual, they reflected about their own 

authority. Additionally, student peer teachers were asked to complete a reflection at both the midpoint 

of the semester as well as at the end of the semester when the curriculum was completed (see Table I).  

[Insert] Table I: Student peer teacher midsemester and end-of-semester reflection 

Several key themes emerged from the student reflections. Overall, peer teachers were pleased 

with the curriculum and felt that it benefitted them and their own coursework. They expressed that they 

learned numerous IL skills that would directly impact their own coursework and felt much less 

intimidated by “research papers and bibliographies.”  

“I was writing a paper on the spread of misinformation around vaccines and how a 

retracted medical journal article in 1998 linking the MMR vaccine to autism has created 

a culture of skepticism and the “anti-vaccine” movement. I was much more inclined to 

use peer-reviewed journal articles as sources of information for my paper and did a lot 

of reverse citation linking to gather up a collection of scholarly journal articles with tons 

of information!” 



“I felt like I had an advantage over a lot of the other students in my class because of this. 

The professors kind of tried to talk about how to look for things and who to contact, but 

it was a lot less stressful already having that knowledge.“ 

One interesting finding was the impact made by framing IL instruction in terms of the 

Framework.  

“I feel like I have a good grasp on how valuable some of these frameworks are to college 

coursework and life in general...” 

“Most importantly, I learned that there is value in being able to critically analyze sources 

of information. ‘Authority is contextual’ was probably my favorite framework to study 

because it provided me with really applicable tools that can be used across all my 

studies.” 

Peer teachers felt that the curriculum had taught them skills to contribute to peer learners and 

expressed that their friends had come to them because of their knowledge of IL. While they expressed 

confidence in helping other students, there were some scenarios about which they expressed 

trepidation. 

“I felt like I could find the articles or books they were looking for, but I felt totally lost 

when they were asking about the writing center and the school services sourcebook and 

a New York Times subscription.” 

Perceived shortcomings could generally be attributed to a lack of in-person interactions in 

general as part of the curriculum. There was a sense from peer teachers that they were lacking skills in 

some areas that they felt were related to being physically present in the library. There was also a feeling 

of a lack of actual, “hands-on” experience working with students in the classroom at least in part due to 



limitations imposed by COVID-19. Ideally, a lot of these concerns are addressed in the spring semester 

when peer teachers would begin integrating into team teaching classroom activities, but peer teachers 

clearly wished for more experience with students prior to spring.  

“I think I’m not as confident because I haven’t actually interacted directly with students 

yet.” 

However, increasing opportunities for such interactions as part of the curriculum is a legitimate 

suggestion. 

“I would add in some designated “practice time” where we can have the opportunity to 

do a mock teaching session and apply the skills we’ve learned to a fake class of 

students.” 

This suggestion was incorporated into the most recent iteration of the curriculum as 

peer teachers were required to present or teach their pedagogical assignments to other peer 

teachers as well as the librarian teaching that module. 

Student Assessment 

Due to the variety of instruction and communication interruptions accompanying the 

COVID-19 pandemic, the impact of peer teaching on students taught by peers is primarily 

indirect and anecdotal from instructors and librarians. Overall, the feedback was positive. Peer 

teachers were perceived to increase student engagement and, importantly, student 

performance was not perceived to be diminished in the courses which partnered with a peer 

teacher. The program was unable to gather indirect assessment in the form of student 

evaluations or feedback.  



A librarian who collaborated with a peer teacher in their first-year seminar class noted 

that student engagement increased dramatically when the peer teacher led their part of the 

session.  In an online class, students were able to successfully complete an assignment based on 

an instructional video created by a peer teacher embedded in a Canvas module. In another 

online class, one instructor noted the benefit of having complementary sessions and the student 

peer teacher 'office hours'. Librarians who partnered with peer teachers to review online 

learning objects reported that the feedback was helpful in improving the objects and that 

students using the objects were able to meet learning objectives. 

Program Partnerships 

As with most initiatives in academic libraries, partnerships enable programs to grow and be 

sustainable. From the beginning of the program, the teaching librarians who developed the peer 

teaching curriculum worked to partner with library educational services and public services (access 

services).  

The first key partnership in this program was with library educational services, which 

encompasses liaison librarians with teaching responsibilities. While all the librarians who developed the 

peer teaching curriculum are teaching librarians, one is from a different library on campus and the 

others only represent about 20% of the total number of teaching librarians. At the beginning of each 

academic year, the librarians who developed the peer teaching curriculum gave a presentation to library 

educational services explaining the rationale (e.g., the learning benefit to both peer teachers and 

students taught by peer teachers), the curriculum, and how librarians could partner with student peer 

teachers. At the beginning of every semester, all teaching librarians were asked if they had any classes in 

which they would like to collaborate with student peer teachers.  



Librarians partnered with peer teachers in a variety of settings including user experience testing 

on course guides, videos, and learning management system modules, research consultations, and co-

teaching. Examples of what those collaborations looked like are in Table II.  

[Insert] Table II: Examples of Librarian-Peer Teacher Collaborations 

The second vital partnership was with public services (access services). Although several units of 

the library employ students, public services was a logical collaborator as they already had established 

hiring practices and a robust reference training program that the peer teaching curriculum could build 

on. By partnering with them for the position, the peer teacher would have guaranteed work hours each 

week regardless of curriculum and teaching load.  

Because the peer teaching position was split with public services, and the bulk of the work hours 

were at the Service and Information Desk, the access services manager served as the official supervisor 

for the position.  However, this supervisory arrangement initially led to tension between the librarians 

delivering the curriculum and the staff managing the student employees. The Access Services Manager 

did not feel empowered to fully supervise the students and felt they could not push back on student 

work output. For example, if the student said they could not complete desk duties because they needed 

to complete the peer teaching curriculum for that week, the access services manager did not feel they 

knew enough about the program to decide if that was accurate or not. Regular meetings between public 

services and the librarians delivering the curriculum alleviated this issue.  

The program followed the dual employment model with public services for the first two years 

and it worked very well. It allowed peer teachers a steady, guaranteed number of hours per week with 

the possibility for more with peer teaching. The combined reference training and peer teaching 

curriculum worked well together and built a solid foundation of competencies. Public services as the 

primary manager meant more regular, consistent supervision, touchpoints, and mentoring. 



Unfortunately, the COVID-19 pandemic interrupted the program in year three. Due to reduced library 

hours fewer student employees were required to staff the public services desk. Additionally, the student 

employment budget was reduced. The partnership with public services, and the dual peer teaching 

position, was eliminated after the second year.   In the third year of the program, the main librarian 

coordinating the curriculum and the outreach to teaching librarians was responsible for supervising the 

peer teachers. Additionally, peer teachers would no longer have guaranteed desk hours. This meant that 

other avenues of work had to be created. To adapt, the program expanded into chat reference (Keyes 

and Dworak, 2017) and asynchronous instruction (Clapp and Ewing, 2013; Salisbury et al., 2020). Moving 

into chat reference guaranteed peer teachers had a more regular schedule and set hours. However, this 

also involved teaching additional content since peer teachers had not been asked to deliver chat 

reference service previously. With asynchronous instruction, some of these involved collaborations with 

librarians, as mentioned above. Others involved the peer teachers creating content which was perceived 

to be of need by the librarian supervising the peer teachers. For example, the peer teachers developed a 

suite of short videos explaining the new library website which launched in the middle of the pandemic. 

Another video peer teachers developed would help students “find three sources for a paper.” There was 

even  discussion to develop a TikTok channel for the library, which eventually was not created due to 

concerns about ongoing maintenance and responsibility for adding new content. One peer teacher 

found the promise of TikTok especially enjoyable: “So you mean to tell me we are going to get paid to 

watch TikToks now?! This is fantastic! Ha! I really do think this could be promising, though. Our 

generation is much more likely to watch a TikTok than a video on the library website.” 

 

Discussion 



As mentioned, four undergraduates and one graduate student have successfully completed the 

curriculum. Beyond the formal feedback received through the curriculum, peer students have indicated 

that their time as a peer teacher was valuable. One former peer teacher reached out unsolicited: “I'm 

very grateful for you and thankful for the time I spent as a peer teacher. It was a truly enriching 

experience.” Anecdotally, regardless of modality, students taught by peers were able to achieve the 

learning goals. However, due to continued student employee budget reductions in the wake of COVID-

19, the program is currently on hold. Through the three years of the program the librarians delivering 

the content have had time to reflect on what worked and what did not work with the student peer 

teaching program. 

What worked  

The one constant throughout the three years has been the curriculum. While it has been 

updated and revised every year, it has consistently worked. The curriculum has been successful in 

developing peer student teachers’ information literacy competencies. Additionally, it has taught peer 

teachers to develop and deliver IL instruction based in pedagogical best practices through several 

modalities: in-person, synchronous online via Zoom, asynchronous via videos, and through chat 

reference.  

After the supervisory issues were resolved as mentioned earlier, the initial position 

collaboration with public services worked very well. The dual position provided an established hiring and 

onboarding pathway, guaranteed hours, interaction with other student employees, and regular shifts at 

a public services desk which strengthened peer teacher’s research skills. 

Student peer teachers also worked. Every student who went through the program was engaged, 

thoughtfully completed assignments including developing learning objects, and participated fully in 



collaborations with librarians. Working with the students and receiving feedback from them that the 

program helped them in their academic work had been consistently rewarding.  

What did not work.  

The combination of supervising student peer teachers as well as developing and delivering a 

large portion of the curriculum was a significant challenge for the lead librarian. For the other librarians 

developing and teaching the curriculum, the program was also work in addition to their normal jobs. It 

was a struggle for all the librarians to manage the additional work on top of their regular positions.  

Stakeholder buy-in was another area which did not work as well as originally anticipated. While 

library administration was supportive of the idea, as evidenced by the allocation of funds to support 

peer teacher employment, they did not advocate for the program much beyond that. This meant that it 

was up to the librarians delivering the curriculum to build relationships between units as well as get 

other teaching librarians to collaborate with the peer teachers. While some teaching librarians fully 

embraced the program, others were unwilling to collaborate with peer teachers. This was not due to 

hostility towards the peer teachers, rather the extra work required to collaborate with a student peer 

teacher on course development was perceived as too much. When the program was pitched to library 

administration, their hope was that it would “save time” for the librarians who work with peer teachers. 

However, based on the experiences of the librarians supporting and partnering with the program, it 

does not save time, but it provides the potential to improve the learning experience of the students 

taught as well as the peer teachers. This aligns with what Murphy noted, “developing this approach will 

not decrease a librarian’s workload in any way, especially at the beginning while the program is being 

developed. It is simply more efficient for experienced librarians with expertise to teach a class on their 

own without the added challenge of coordinating with a peer mentor” (2016, p. 152).  



Finally, the primary goal of this program was not realized in the first three years prior to the 

pause created by the pressures on library operations and budgets created by the COVID-19 pandemic. 

The librarians delivering the curriculum have never fully realized the goal of having undergraduate 

student peer teachers teach a class solo. Could this original idea ever work? Student peer teaching is not 

the same as upper-level or graduate students serving as course TAs, where they solo teach in course 

sections or labs. That kind-of teaching is usually more prescriptive and there is a primary instructor with 

whom the student teacher regularly checks-in. Although to some extent skills based, course-embedded 

information literacy instruction is a different type of student teaching. The authors think, within their 

institutional context, that it could be possible under certain circumstances. One, if peer teachers were 

able to participate in the program for several years. Two, if peer teaching were done in classes more 

aligned with a course section or lab. For example, if there are multiple sections of a first-year seminar 

with (nearly) identical assignments where a peer teacher could feel confident in delivering the 

curriculum with a minimum of modification (Cornforth and Parramore, 2021). Two of the first cohort of 

peer teachers, after one semester completing the curriculum, and one semester collaborating with 

librarians in their courses, were very close to feeling comfortable enough to solo teach. However, the 

pandemic halted the program before that final goal was realized. A second-year student, after 

completing one year of the program, would be well positioned to solo teach in their junior and senior 

years.  

Conclusion 

Over three years, the peer teaching program had a positive impact on peer teachers both in 

course collaborations with teaching librarians and in their own course work. Importantly, there was not 

a diminished educational impact on students taught by peer teachers. However, as noted, the goal of 

the program, solo peer teaching, was not realized. Additionally, the program is currently on hold due to 

staffing and budget limitations brought on by the COVID-19 pandemic. To succeed, peer teaching 



programs need full institutional support from partners and library administration. This includes 

prioritizing the development of the program for instructional services in messaging, dedicating a person 

with time and resources to manage the program including hiring and training peer teachers, and 

determining incentives and professional development support to encourage librarians and other 

teaching faculty to integrate near-peer teachers into the classroom. For libraries with limited teaching 

capacity and budgets, starting and maintaining a peer teaching program might not be the best use of 

time and resources. Rather, those libraries might be better positioned to utilize students in more 

traditional peer-peer roles such as staffing services desks. 

  

[1] https://ctl.iupui.edu/programs2/CEG    

 

[2] https://getengaged.iupui.edu/faculty-and-staff/record/index.html    

  

https://ctl.iupui.edu/programs2/CEG
https://getengaged.iupui.edu/faculty-and-staff/record/index.html
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Appendix 1: Peer-Teaching Curriculum 

Week Week Theme Learning Outcome(s) 

#1  Reference Training   • Reference Desk Training  

#2  Reference Training  • Reference Desk Training  

#3 
  

Pedagogy 1 
  

IL Theory & Pedagogy 
  

• Formulation research question of an appropriate 
scope 

• Evaluate the authority of information from various 
sources (e.g., peer-reviewed journals, magazines, 
newspapers, website, etc.) 

• Cite sources correctly in a consistent style 
• Define Information Literacy 

#4 
  

Pedagogy 2 
  

IL Theory & Pedagogy 
  

• Adapt or create a formative assessment 
• Modify the Bridge lesson planBridge lesson plan or a 

one-shot session 
• Apply active learning techniques in instruction (e.g., 

worksheets, Q&A) 
#5 

  
1 

Research as Inquiry 
  

• Formulate a research question from a topic, 
narrowing and broadening the scope as necessary in 
order to define the scope of an information need. 

• Analyze complex questions in order to breakdown the 
question into simpler, searchable queries. 

#6 
  

2 
Research as Inquiry 

  

• Articulate how to evaluate information in order to 
identify gaps and weaknesses, synthesize multiple 
sources, and draw conclusions pertaining to the 
research question. 

#7 
  

1 
Searching as Strategic 

Exploration 
  

• Identify information need and potential sources of 
information (e.g., scholars, organizations, 
governments, industries). 

• Design searches strategically, considering and 
selecting systems to search and evaluate results. 

• Refine information need and search strategies based 
on results. 

• Apply different searching language types (e.g., 
controlled vocabulary, keywords). 

#8 
  

2 
Searching as Strategic 

Exploration 
  

• Identify how information systems are organized in 
order to access relevant information. 

  

#9 
  

1 
Information Has Value 

  

• Make informed choices regarding your online actions 
in full awareness of issues related to privacy and [the 
commodification of personal information AND/OR 
copyright, intellectual property]. 

• Cite sources through proper attribution. 



#10 
  

2 
Information Has Value 

  

• Identify publication practices and their related 
implications for how information is accessed and 
valued (e.g., open movement, digital divide). [value of 
libraries workers who make access possible?]. 

• Articulate how and why some individuals or groups of 
individuals may be underrepresented or 
systematically marginalized within the systems that 
produce and disseminate information. 

#11 
  

1 
Authority Is Constructed 

and Contextual 

• Acknowledge your own authority in certain contexts 
• [Introduce through readings] Identify authoritative 

information sources in any form 
• [Introduce through readings] Evaluate the authority 

of information from various sources (e.g., peer-
reviewed journals, magazines, newspapers, website, 
etc.). 

#12 
  

2 
Authority Is Constructed 

and Contextual 
  

• Identify authoritative information sources in any form 
• Evaluate the authority of information from various 

sources (e.g., peer-reviewed journals, magazines, 
newspapers, website, etc.). 

• Recognize that authority or credibility is contextual in 
relation to time, discipline, methodology, and other 
factors 

  
#13 

  
1 

Information Creation as a 
Process 

• Articulate the capabilities and constraints of various 
processes of information creation.  

• Select sources that best meet an information need 
based on the audience, context, and purpose of 
various formats. 

• Distinguish between format and method of access. 
#14 

  
2 

Information Creation as a 
Process 

• Critique the presentation of information within 
disciplines. 

• Articulate traditional and emerging research 
processes. (e.g., literature review, statistical analysis, 
etc.). 

#15 
  

1 
Scholarship as 
Conversation 

  
  

• Summarize the changes in scholarly perspective over 
time on a particular topic within a specific discipline.  

#16 
  

2 
Scholarship as 
Conversation 

  

• Identify the contribution that information sources 
make within a discipline or conversation. (Developing 
familiarity with the sources of evidence, methods, 
and modes of discourse in their major.) 

• Contribute to the ongoing scholarly conversation at 
an appropriate level. 

 



 

APPENDIX 2 – Example of a Lesson Plan Developed by a Near-Peer Teacher 

Duration: 30 minutes 

 

Materials 1. Academic Search Complete 
2. Handout 

Preparation for Class Review this lesson plan and the tools that Academic Search Complete 
has to offer. Also, briefly look over the handout and make sure that 
everything is up to date. 

Learning Outcomes Showing students how to complete searches on databases and 
becoming comfortable with these strategies. 

What framework areas do 
these outcomes reflect? 

Searching as Strategic Exploration 

Why should students care? Students should care because this will help them greatly when they 
have to go on these databases for class assignments. 

How will I know that these 
outcomes are achieved? 

By asking a student to come up and complete their search in front of 
the class. 

  

Introduction 1. Introduce myself 
2. Pass out handout that has information about Academic 

Search Complete, strategic searches, and keywords. 
3. Talk briefly about strategic searching and that it is useful in 

both your undergrad and future life. 

4 
minutes 

Teaching Strategy 1. Talk about databases, academic search complete specifically 
2. Talk about how ASC can be used to complete strategic 

searches for class assignments 
3. Pull up ASC and show how to do a basic search on one of the 

topics that their professor wants them to research 
4. Talk about how searches can become more in depth by using 

an advanced search which allows you to search multiple 
keywords at a time. 

10 
minutes 

Comprehension 
Check 

1. Ask the students to complete searches of their own. 
2. Walk around and help any that look like they need help. 
3. Answer specific questions if anyone asks them. 

7 
minutes 



Transition 1. Ask a student to come up and show what they did in order 
to find what they searched for. 

4 
minutes 

Closing 1. Talk about how there are multiple librarians who can help 
with these searches. 

2. Have them fill out an end of class evaluation survey. 

5 
minutes 

  

APPENDIX 3 – Pedagogical Assignment – Source Authority Developed by a Near-Peer Teacher 

Name: _______________________________________ 

Evaluating the Authority of Sources 
Along your college and career path, you’ll be asked to find sources that will help you complete research. 
Whether it be for a class or your career, knowing how to evaluate the authority of sources will help you 
find the credible information you need to complete your research. 

  

1: What is the Three R’s? 

The Three R’s is a strategy that you can use in order to establish the credibility and legitimacy of a 
specific source that you’re looking at. 

  

Is it Relevant? 

A relevant source is a source that includes information that is directly related to your research 
topic/question. 

  

Is it Reliable? 

A reliable source is a source that ideas based on strong evidence, also being written by someone with 
credibility on the topic. 

  

Is it Recent? 

A recent source is exactly what it sounds like, it was written recently. Timeliness could play a major role 
in evaluating credible sources, because it could determine if the source that you’re looking at is still 
relevant and reliable. 

  

If you’re doing a project on clinical psychology, should you use a book written by an english professor 
that mainly discusses psychological profiling in the FBI in the 1990s? Why or why not? 



 2. Evaluating sources 

Out of the sources that you find, not all of them will fit the criteria needed for credibility. It is important 
to be able to use the three R’s in order to actually determine the credibility of a source that you’re 
looking at. 

  

Source One: Coulter, A. (2007). Gore’s Global Warming Religion. Human Events. 
http://humanevents.com/2007/03/21/gores-global-warming-religion/  

• Is it Relevant? 
 
  
 
  

• Is it Reliable? 
 
  
 
  

• Is it Recent? 

 

Source Two: NASA. Climate Change: How do we know? https://climate.nasa.gov/evidence/  

• Is it Relevant? 
 
  
 
  

• Is it Reliable? 
 
  
 
  

• Is it Recent? 

 

Source Three: Tol, R. S. (2016). Comment on ‘Quantifying the consensus on anthropogenic global 
warming in the scientific literature’. Environmental Research Letters, 11(4), 048001. 
http://iopscience.iop.org/article/10.1088/1748-9326/11/4/048001/meta  

https://commons.emich.edu/loexconf2009/7/
https://doi.org/10.1080/13614533.2020.1780275
https://tilthighered.com/tiltexamplesandresources


• Is it Relevant? 
 
  
 
  

• Is it Reliable? 
 
  
 
  

• Is it Recent? 
 
  
 
  

3: Find a Credible Article 

Search Academic Search Complete (EBSCO) to identify a credible article on the topic of your choosing. 
When looking at the article, try to think about the three R’s. (Is it relevant? Is it reliable? Is it recent?) 

  

Please fill out the information below when you find what you believe is a credible article: 

  

Article Title: 

Year: 

Author(s): 

Pages: 

Volume/Issue: 

Journal Title: 

  

Using your knowledge of the three R’s, why do you think that this source is credible? 
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