Library and Information Science No. 9 1971

Teaching Reference and Bibliography : Articulation
and Experimentation

2% « HitHBOHE : TOMNEST LAl A

O

Frances Neel Cheney
75:/?71 - = —)V '9";;’—‘

Bl =

FE, 2% BEBBEOHECOVWTEHLOM R ELRERIND LS5 -7edd, LRV >V
VAT REAPEBINRT D, O K DHETEE - FEFEOWLE B XM oRIRkE B & EEART]
DB H B LW BT L, RETHSBFERB BT TAHAACEREL RN LTV 5,

BR ORI O e % 3 5 i B ERE A~ 0 B AT B EBEROF B IC R T 5 Or b #Y
Thb, i, BROMPABRCET 2 ERMEESYE L, FHE AN SOMELYEFI T
hiXig bigv, I b, MEBRERMERELZE C LRE R ZROBACKSTHZ LD I\,
DFh, 2% - EE BRE BREIGROFEYUEN BB BN T o Licd» T, FEEE B
& Rollelbe XEMIRDLIENTE S,

2% - EREOFEHTIE, EFVv7 > vV A Tr e A0MBERERCB N LoD, B EOBHN
BILUDLHN L, COEFESBE LI LT, FAERETEERENLEFI LD ENTE
b, MEM HRFOTELESLOIX, BEE, Rl Lo L L, #Hiih, EHBERER D HHM
MEE TR LD BT, EMAFERCLTHFECRNA T2, ShXITXTOWEMA CERIh2L8E
LT BED D T, EEILREND X — v B FAEICHMB & D DI FILD,

EEHOBMTIZ AT, ABBRERCHEAL TN I v, ChOIXEZE RS W TEZEL LR LI
D, BELEFGRICE W TEZOEIRERD D L ELRILODDLTH %,

kD X5z, £REBOMOBEELBEELZZER T 27001, HECERZ WA TEIL, FEDOMK
HEUNBETIA NV~ a VERBMTAIENTESLDT, FRLLTIBHOLEVEH D,

Kic, HEMFEROBE KT 2REDOASEBNT 5, ik “Each One Take One” & X .45,
Z OFERFEN ORI EBIEFACHESFFREROMIEL LTI RF R EL— AT ORISR, £0D
ERICGEULTCED L S kBN TE BhERASCIENDEFTI, 207wy 7 bk AR
TixIe, —EOHEGPETH 5,

BZENED XS IeRAXESMIEHTH S0, ThEhEELT, O FE, @ CThITKEMHE
FIRBERZORE, @ REEARORES, @ LELTIEMLRDLFE, © BHLrdoEl
R OVWTHBRI®DL, TOMREEBR LTI 7ATREL, BBV~ CADEHEEYF =v 7Y
Frances Neel Cheney, Associate Director and Professor, George Peabody College for Teachers, School of

Library Science, Nashville, Tenn., U.S.A.; 1951-52 Visiting Professor, Japan Library School, Keio University
TIUVAR e Fam =l Em R T~ REREERBHEET R R EEEE; 1951 FEREMHEFHFHHEE

— 277 —



Teaching Reference and Bibliography: Articulation and Experimentation

APCELDD, 2O5 b, WERFOFAEE, &5 EHAE RLHLIED OB, HRIEEEM OFH
B, 2v 7y VOMTBERAKRERELF V= v i —v 2 VEIROEE, BEOBTHOF F i, *
SR Y A b DVER e E X SO ERNBH R Enbks, ChbD&Yy—ERAFEAROWT, EDORE
BYTE I REFETHDIC, 4BEOFALEL SR, B ETRbRBIIRLDWED
FIREETH » 1,

FHIOKDE, FATHDHMC D SV THEL, © Btk 0B Mr R oBacA TR, @
RFETEL Y~ CADEE, @ FOF —EARHTERIG, @ ZDT Ry 27 P hBLFEARI L, B
D% LICEBOA DD ET bl TrvHE— 2B Z LR S,

THOLRTRrY e MTX o T—2o0f 3 N EXANEbITTEWA, ZORAYERTL LT
EoT, EDX5RMEIE CIhEHONCTHEENTES, (M. N,

We teachers of reference and bibliography therefore, comprises a complex interaction

have grown increasingly articulate in recent
years about what we do and how we do it. Iam
remainded of a sharp comment of my husband
some years ago, “Fannie, since you started
teaching, you've grown so garrulous.”

Garrulity leads to repetition, either in saying
the same things over and over, or in repeat-
ing what others have said, perhaps with the
conviction that “Repetition is the mother of
learning.” At any rate, we have a good many
more testimonies on methods and materials of
teaching reference and bibliography than we
had 25 years ago. In the United States, at
least, this may be due to a number of reasons,
among them: 1) a growing self-consciousness
and more self-examination, which appear to be
characteristic of the times we live in; 2) con-
viction on the part of writers of articles that
they have at least a partial solution to the
problems; 3) increasing opportunities to de-
liver papers at professional meetings devoted
to library education; 4) new journals whose
editors solicit articles to fill their pages, such
as Journal of Education for Librarianship, and
RQ; and 5) emphasis on innovation in
viewing the changing curriculum in library
schools.

Out of the mass of articles produced during
the last decade, many of them included in
Masao Nagasawa’s admirable summary, Trends
in Teaching Refrence,” one finds a continuing
emphasis on the reference process as described
by Alan M. Rees; “The reference process,

among the questioner, reference librarian, and
information sources, involving not only the iden-
tification and manipulation of available biblio-
graphical apparatus, but also the operation of psy-
chological, sociological and environmental varia-
bles which are imperfectly understood at the
present time.” Dr. Rees differentiates between
reference process, reference work, reference
sources, and reference services, noting that
“The reference process incorporates the sum
total of variables involved in the performance
of reference work by an intermediary desig-
nated as reference librarian. It includes both
the psychology of the questioner and the en-
vironmental context whithin which the need for
information is generated, together with the
psychology of the reference librarian and the
reference sources employed. Reference service
is the formalized provision of information in
diverse forms by a reference librarian, who is
interposed between the questioner and avail-
able information sources. Reference work is
the function performed by reference librarians
in providing reference service. The perception
on the part of the librarian of the need of- the
questioner is an important part of the reference
process. The formalized representation of this
need is the question, which may or may not
be an adequate expression of the underlying
information requirement.”?

How do we prepare prospective librarians
to engage fruitfully in the reference process?
According to a study of the curriculum pat
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terns among 37 accredited schools in the
United States, made by Kathryn Oller,® these
schools offer an introductory course which in-
cludes kinds of reference service provided,
relationship to total library service, charac-
teristics of the reference librarian, reference
techniques, with emphasis on the reference
interview and analysis of questions; evalua-
tion of reference books and principles of
their selection, and study of various types
of sources, such as dictionaries, encyclopedias,
bibliographies, etc., with wide variation in in-
dividual titles taught, and some variation in
the sequence. For example, some instructors
have a firm conviction that bibliographies and
indexes should be considered first, while others
believe that the dictionary should be consid-
ered first.

Miss Oller also found that these 37 schools
offered a course in each of the major subject
areas (social science, humanities, and science);
courses for special subject areas such as law,
medicine, music, business, and theology ; courses
in types of publications such as bibliography,
with a significant part of the curriculum
dealing with reference. Related courses in
government publications, library resources,
indexing and abstracting, literature searching
and search strategy are also offered in some
schools.

It is not the purpose here to review course
contents, or to comment on the wide varia-
tions in titles found in the syllabi of various
schools, this being already well-known. The
following is intended to present only two
facets of the subject, the first being the grow-
ing recognition that the introductory course
in reference and bhibliography does not exist
in a vacuum. The other will describe one
method of teaching one of the subject biblio-
graphy courses.

Articulation

In these days of fragmentation, it is essential
that the introductory courses generally offered
in graduate library schools be interrelated in
a fashion that will be apparent to the begin-

ning student who is often enrolled in courses
in reference and Dbibliography, cataloging
and classification, bock selection, and founda-
tions of librarianship, all during the same
semester. What skills are demanded of him
almost immediately, and in what courses
should they be taught?

Simply stated, he must learn how to describe
the format of a book, article, document, film
and recording. This elementary form of de-
scriptive bibliography is best taught in intro-
ductory cataloging courses, where the student
is introduced to general rules for establishing
the main entry, for recording the title, place
of publication, publisher, date of publication,
size, number of pages, and illustrations and
series note, when applicable. He must under-
stand that this is a simple form of descriptive
bibliography, upon which more elaborate forms
of descriptive bibliography are based.

The student must also be introduced to the
elements of systematic bibliography, those
concerned with the intellectual content of a
book, its subject matter. He must learn to des-
ignate the book’s place in some system of
classification, and to assign its appropriate
subject headings in terms of some established
system. And he must be aware that in so
doing, he is engaging in a simple act of
systematic bibliography. This skill is usually
taught in courses in cataloging and classi-
fication.

The student must also learn to write clear
descriptive annotations, annotations which accu-
rately describe the contents of a book in the
fewest words possible. Practice in this skill
can be gained in all courses, but the primary
responsibility for instruction in this skill rests
with the teacher of book selection.

Working closely with instructors in cata-
loging and book selection, the instructor in
reference and bibliography can acquaint the
students with examples of bibliographies, espe-
cially national library catalogs, such as those
of the British Museum, Library of Congress,
and Bibliothéque Nationale; with trade biblio-
graphies of various countries, with indexes
which provide a more analytical approach to
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the contents of a printed entity than book
catalogs, and which often employ more specific
subject headings.

Thus the course in reference and biblio-
graphy, after a brief introduction to the
nature of the reference process, should begin
with bibliography. This view is shared by Ray
E. Held, who believes that bibliography should
constitute half of the course. He says, “Start
with library catalogs and trade bibliographies
and proceed through indexes, directories of
periodicals, and other biblicgraphic tools. As-
sign the other reference materials to the last
half of the course. Although this viclates the
principle of beginning with the most familiar
(encyclopedias or dictionaries) and proceeding
to the less well known and more difficult, it
has definite advantages. It is the most stimu-
lating opening possible. It introduces the new
students immediately to the work that are
actually most fundamental to the interests of
all library scheol students and all librarians.
It also provides for greater review of the most
difficult materials, since there is obviously less
opportunity to review the works that enter
the course late in the term.”® The strongest
defence for this order is that it gears in with
other intreductory courses and reinforces Kent’s
description of the reference process.

This order also affords the instructor the
opportunity to acquaint the beginning student
with that very important type of biblicgraphy,
the guide to the literature of a field. By
selecting library and information science as
the illustrative example, the instructor is able to
introduce the student to the biblicgraphies and
indexes (Library and Information Science Ab-
stracts, Libvary Literature, etc.) encyclopedias
and yearbooks (Encyclopedia of Library and In-
Sformation Science, Annual Review of Informa-
tion Science and Technology, etc.); dictionaries
of terms (glossaries and polyglot dictionaries);
biographical sources; directories of library
asscciations; statistical sources; sources of
library laws and standards; and impoatant
library periodicals. An annotated list of appro-
priate titles, grouped under the above catego-
ries, can be given to the beginning student
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very early in the course, and frequently re-
ferred to by the instructor. It provides a
handy wvade mecum for use in all beginning
courses as well as impressing on the student
the pattern of guides to the literature of other
subject fields.

Continuing to bear in mind the relationship
of the course to cataloging and book selection,
the unit on bibliography might well be fol-
lowed by one on biographical sources, some of
which would be useful in varifying an author’s
full name in cataloging, others useful in the
book selection course where bio-critical infor-
mation about a writer is required.

Other fruitful meshing of courses can be
achieved by instructors working closely
together and keeping one another fully in-
formed. It certainly helps to allay the stu-
dent’s frustration, so frequently experienced in
the early weeks in a library school program.
This, in itself, is sufficient justification for the
added effort required of the faculty.

Each One Take One

And now to turn to a recent experiment
in teaching the Bibliography of the Social
Sciences.

Methods used by individual faculty should
certainly vary from instructor to instructor,
depending not only on his fondness for such
equipment as the overhead projector, on his
patience in preparing flow charts, filmstrips
and other audio-visual materials, on his faith
in the case study method, or his experiments
in programmed instruction.

I have experimented with another method
which I have not seen described in any of
the literature on teaching methods, but which
other instructors may already be using. This
can be called in simple terms, Each One
Take One, though I would avoid the acronym
EOTO.

Recognizing that experiences with one group
of 35 students enrolled in the Bibiography of
the Social Sciences during the Spring of 1970
are not sufficient evidence to draw any firm
conclusions, I would still like to describe what
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occurred. Early in the semester, I asked the
members of the class if each would like to
discover a graduate student in one of the
social sciences at Peabody or one of the neigh-
boring colleges, find out his library needs, and
try to help him meet those needs. There was
some opposition from those who felt the time
might be better spent by learning more about
the literature of the social sciences. They
had a point. But there was a vocal minority
among the more confident and “outgoing”
members of the class who were enthusiastic
about the project. Perhaps these were the
ones who already possessed the personal
characteristics necessary for a good reference
librarian, but this is only conjecture, since no
elaborate psychological tests were administered
to the students.

We agreed, after discussion, that this pro-
ject was not to be viewed as a group research
activity, but rather as a series of cases. This
led to an examination of the case method ex-
tensively used in the social sciences and a dis-
cussion of some of the techniques involved.

Students were allowed complete freedom in
the selection of their graduate students. Some
of the young women living in dormitories
took an easy way out and selected their room-
mates, since it was easy to “relate” to them.
One approached a psychology professor who
allowed him to talk to his graduate seminar.
Though he aroused only mild interest from
the seminar group as a whole, he was able to
work directly with several of the graduate
students in psychology during the semester.
Some chose foreign students, motivated by a
feeling that these students might need more
help than native students. Some took grad-
uate students who were just beginning their
graduate work, while others rashly selected
men who were near the completion of their
dissertations. All in all, it was quite a mix
and obviously one which could not be reduced
to statistical tables. This was also discussed
in class.

The next step was to develop through class
discussion, an outline for a ‘“reader profile”
which library school student might use in his

“reference interview.” This outline, supplied
to each member of the class, listed the follow-
ing points: 1) the graduate student’s formal
education, including colleges attended and
major subject fields; 2) the extent of previous
instruction in the use of libraries; 3) previous
difficulties in using libraries; 4) means of
access to needed materials; and 5) special sub-
ject interests.

From these interviews the library school
students learned that in most cases, the grad-
uate students knew very little about the
organization of the Joint University Libraries
serving neighboring colleges. Nor did they
know how to use the partinent indexing and
abstracting services in their fields, or what
interlibrary loan services were available. These
findings cannot be reported in tabular form
since some of the library school students were
more adept and more meticulous in reporting
their findings than others.

For purposes of clarity, library school
students will be referred to as LS and grad-
uate students in the social sciences will be
referred as GS in the following text.

Progress reports in class served to stimulate
LS students to offer additional assistance to
their particular GS students which they had
not thought of until mentioned by another
student. These oral reports also served
as a basis for a checklist of the Kkinds of
service rendered. As developed by the LS
students, the checklist of activities included:
1) orientation, further subdivided by such ac-
tivities as instruction in the use of the card
catalog, explanation of classification systems
and subject headings, instruction in use of
audio-visual equipment, physical location of
collections, explanation of services such as
interlibrary loan, reprography, circulation rules,
the union catalog, and introduction of students
to members of the library reference staff; and
2) bibliographic assistance, including instruc-
tion in the use pertinent sources, and actual
preparation of lists of suggested references
on specific topics. Also recorded here
were instances when the LS student lent per-
sonal copies of certain titles or delivered
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needed material directly to a GS student.

Each item in the checklist was graded by a
scale of 1 to 4 indicating major, minor, not
applicable, or omitted, to record the extent to
which a particular service was given. As ex-
pected, the activity most frequently engaged
in by the LS students was suggesting perti-
nent indexes and abstracts, and by giving in-
struction in their use.

Near the end of the semester, the LS students
discussed the matter of self-evaluation, and all
of them prepared a written report which ans-
wered five questions:

1. What difficulties did you encounter in esta-
blishing contact with your case?

2. How would you describe the assistance you
were able to give your case?

3. How would you describe the reactions of
your case to your services?

4. What have you learned from this ex-
periment ?

5. What mistake did you make in this ex-
periment ?

In summarizing the answers to these ques-
tions, we bore in mind that all students were
not equally thorough in their answers, that
some students lacked sufficient enthusiasm for
the project to spend the necessary time in
sustained self-examination, and that other may
have expressed a false enthusiasm in an effort
to impress the instructor.

But for what it is worth, in answer to
“What difficulties did you encounter in esta-
blishing contact with your case?” it appears
that:

Thirteen of the 35 LS students reported no
difficulties, or only minor ones, easily over-
come. These were students who were pre-
viously acquainted with their GS student, or
had been introduced through personal friends,
or through a supervising social science pro-
fessor, or who were close neighbors to the GS
student.

In other words, familiarity with and proxi-
mity to the GS student determined the ease
with which contact could he established.

Summarizing the replies to the second ques-
tion, which simply asked the LS student to
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put into words what he had previously re-
ported on the graded checklist of activities,
we find students making frequent use of the
adjectives “general” and “specific,” with
approximately half of the reports falling into
each category. Those who described their as-
sistance as general felt that they had “helped
to fill in a few gaps’ in the GS students’
knowledge and appreciation of the library by
introducing them to bibliographic tools, ab-
stracting services, indexes and other reference
sources of which their subjects had little pre-
vious knowledge. Some reported that they had
helped GS students to overcome certain bar-
riers to library use, such as their ignorance
of the resources of specialized libraries within
the Jeint University Libraries system, their
misconception that the Peabody Library could
be of no help in the subject’s research area,
and the general frustration resulting from not
being able to locate materials in earlier library
experiences, especially back issues of pericdi-
cals, which in some instances were unfortu-
nately at the bindery.

A common problem encountered by several
of the LS students was discovery that the GS
students “wanted to do the work themselves
but did not know how to begin the search.”
A typical report reads: “I would like to have
given more assistance, but my case did not
want or require more.” Another reported,
“My subjects were rather professional in their
pride of accomplishment and sufficiency. I
missed, therefore, the opportunity to be a real
buddy... It wasn’t so much assistance given as
it was getting into a fellowship of mutual
concern and appreciation of one another’s
problems.”

Many of the LS students who were able to
penetrate their GS students’ self-sufficiency
were especially successful in giving specific
bibliographic help. In some cases this came
out of an awareness of the GS student’s de-
gree of sophistication, which made only very
specific help necessary or useful. One GS
student eagerly accepted the LS student’s help,
knew exactly what kinds of help he needed,
and worked out a specific schedule which was
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efficiently carried out. Another GS student,
having an “unusually good background in
library use,” enlisted the LS student’s aid in
preparing the bibliographic form for his re-
search papers. Specific aids took varying
forms: annotated lists of suggested references
prepared by the LS students; discussions of
the organization and best uses of particular
tools; literature searches; explaining ERIC
documents; identifying appropriate subject
headings in periodical indexes; and guided
tours through the Joint University Libraries
Central Division.

Proving once again, however, that the best
efforts sometimes are in vain, one ‘LS student
sadly described extensive personal labors in
her case’s chosen subject area, adding that the
GS student had “in the meantime changed her
subject.” She observed, “There was a great
deal that Sally might have learned...”

Though we have already given some indica-
tion of the reaction of the GS students to the
assistance they received, the answers to the
fourth question reveal that most of the LS
students found the GS students to be apprecia-
tive and most grateful for all the varying
kinds of bibliographic help given. Some even
described their GS students as astounded. One
GS student was skeptical at first of the LS
student’s proposed aid, but “when a few pieces
of material of real interest and value turned
up, her attitude changed completely and her
enthusiasm was gratifying.” Two LS students
reported that their cases preferred to let them
do the searching rather than to learn the
sources and methods themselves. Others dis-
covered, however, that their cases greatly
appreciated general help but preferred to do
their own specific searching. And while some
GS students were reserved in manner, either
not wanting to impose on the LS student or
doubtful of the amount of help a master’s
student could give to a doctoral student, others
were enthusiastic and complimentary. They
felt free to ask for help, and in one case, the
LS student was asked to “be available for
later consultation” after the project was
over.

Finally, in contrast to the one or two GS
students who were reported as not really
satisfied, there were notable successes like the
following: “She (the graduate student) has
received favorable comments from her pro-
fessor on her sources of information. Also
she is a lot more confident, when talking with
reference librarians and has learned where to
go for materials in the Joint University Li-
braries, and now she is doing her own ‘cross-
referencing’ mentally within the libraries, so
she can often locate related materials without
other aid.” ‘

The fourth question on what LS students
felt they had learned from the experiment is
perhaps one of the most important, though it
is difficult to generalize from the individual
answers. Most of them felt that, in one way
or another, they had learned to understand
their patrons and the problems of communi-
cating with them. As one student expressed
it, “There is a vast difference between using
and explaining the use of a reference source.

Some of them discovered that learning
“what not to do was as important as what fo
do in reference service.” Among the difficul-
ties encountered were the inability to give
significant aid to the graduate student whose
investigation had not yet taken a definite
direction; the inadvisability of giving refer-
ence service where ‘“exact information re-
quirements” were not clear; the graduate
student’s desire for “easily accessible sources”
in the “quickest, most convenient forms”; and
the means of finding out what the patron’s
real need were.

Having resolved these difficulties, the LS
students learned the necessity of having
greater confidence in themselves as reference
librarians. They found great satisfaction in
specific research, and they were pleased with
the GS students’ reactions to their success.
One student found it especially “interesting to
see how excited my case got over learning
about some of the standard - sources that li-
brarians use every day.”

In general, the problems of relating one’s own
knowledge to the patron seem to have given

— 283 —



Teaching Reference and Bibliography :

the students a real insight into unfamiliar
subject areas in addition to a taste of the
actual reference experience. Some found it
“relatively simple,” a matter of “appropriate
guidance.” One, in fact, found the giving of
sympathy and moral support to be among her
basic tools, concluding “She was appreciative,
and that is what matters...whether you can
help in any way.”

In assessing their mstakes, the LS students
indicated that many had made the same errors
and had discovered similar inadequacies in
their reference techniques. For examples,
several who had omitted an early orientation
tour of the Joint University Libraries later
found that their cases would have benefited
from such a tour. Similarly, many reported
that they had not accurately appraised their
cases’ previous knowledge and understanding of
the library and its resources, having taken the
GS students’ self-assurance at face value. Still
others felt that a lack of communication with
their cases made their specific needs unclear
and resulted in getting their project off to a
late start, either by spending too much time
on general sources or by failure on the part
of the GS student to define his research topic
during the semester.

A number of LS students felt that they had
lacked initiative in handling their cases, either
by alilowing their cases to take the lead, or
by failing to approach them with valuable
materials which they hadn’t asked for, and
hesitating to introduce them to sources which
they didn’t seem to want. Many felt that
they had, for one reason or another, omitted
possible sources, through oversight, unfami-
liarity with the subject area, or failure to re-
evaluate the needs of the GS throughout the
semester. At the other extreme, one LS
student confessed to “spoonfeeding” her
case, failing to let the GS student find the
materials on the shelves for herself.

Finally, one student made this interesting
observation: “If I were counselling someone
else I would say, ‘Get with it as soon as you
can. Find someone not too occupied with the
final stages of his work, Find a brother in
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great need. But don’t do his work for him."”

Every instuctor is aware that it is not pos-
sible to please all of the students all of the
time, that some students apparently enjoy what
others detest. Thus while one might deplore
the somewhat vague and roughly defined ap-
proach to this experiment, another said, “This
type of assignment has been most valuable to
me for it has forced me to be creative and do
my own searching. A structured assignment
is limiting to the individual and a bore to
work on, for nothing original is accomplished.”
Another who found the actual reference ex-
pericence “very beneficial,” suggested that if
the experiment were repeated, the heads of
various departments in the social sciences
should be consulted in advance so that only
GS students eager for help of this kind will
get it. Such a procedure, she felt, would
“make for a better relationship between the
library school student and his case.” One
student, with somewhat more enthusiasm for
the experiment than many of the other stu-
dents, wrote, “ This is a great thing, I think. It
relates the library to the serious students. It
could make the library a friend, one coming
to you to help, and with concern, rather than
being something you tussle with and try to
figure what your odds might be in dealing
with it.”

Whatever its shortcomings, and there are
many, (serious being the reduced time avail-
able for an orderly approach to the literature
of the various fields of the social sciences, the
methods of the social scientists, the charac-
teristics of various types of reference sources,
all of which had to be acquired on the run)
does this person-to-person approach have any
real worth in preparing a student to perform
intelligently as a reference librarian? Well,
to use a word currently in vogue, it depends
on the variables. These are too obvious to
mention.

Certainly it would drive an instructor wild
who wants an orderly approach, to have run
in all directions after library school students
who are darting to and fro, or prod the more
phlegmatic students who can’t seem to get on
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with the job. But if the class is not too large,
much can be learned about the individual
students—their capabilities and temperaments.
And a lot can be learned about how to trans-
cend the difficulties which arise in using li-
braries, due to practices not always designed
to make searches simpler for the user, or due
to changing classification systems, or to de-
priving users of needed materials by sending
them to the bindery at the wrong time.

Thus I think I will try the experiment
again. Then I may be able to commend it
to those who want to live dangerously and
where the action is.

This loosely constructed testimony is just
another example of the kind of article that
addresses itself to the importance of relating
the teaching of reference and bibliography to
other courses in the library school curriculum,
and which describes an isolated experiment in
bringing students face to face with library
users. The appended list of references, many
of them included in Mosao Nagasawa’s recent
article in Library and Information Science, as
already noted, are a sampling of English
language sources which, if read, will reveal
that there is more than one way to skin a
cat.
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