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ABSTRACT

School libraries, in theory, are an integral and
essential part of the school's instructional program,
with school librarians involved as teaching partners
with classroom teachers. In practice, many school libraries
are viewed as frills, existing on the peripheral of
the school's instructional program, with the school
librarian's role seen as being mainly clerical or technical.
This study began as a search to discover why the gap
between theory and practice existed, and what, if anything, .
could be done to close this gap..

Since it is necessary to fully understand the modern
concept of a school library, a chapter is devoted to
the development of the modern school library media program.
This chapter traces the evolution of the school library
by examining the national standards for school libraries
which have been published in the United States and Canada,
from the first standards of 1918 to the most current
standards and guidelines.

This thesis postulates that a school library is
an integral part of the school. To successfully implement
a school library media program, it is necessary to understand

the nature of teaching and the characteristics of the
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school which hinder or facilitate such a program. Therefore,
a chapter is devoted to an examination of the world
of the school. Since the school is part of the school
district, and also part of the larger society, this
chapter examines conditions in the school, in the school
district, and at provincial or national levels.

Since most schools do not have school library media
programs, to introduce such a program is to introduce
a major change. Chapter Four examines the process of
educational change. It synthesizes the findings on
how change occurs in schools and how it affects the
individuals involved.

The final chapter is a synthesis of the findings,
relating how the factors associated with the school
library media program itself, factors external to the
school district, factors at the district level, and
factors at the school level contribute to successful
implementation of such a change. It discusses implications
for anyone interested in introducing a school library

media program where none presently exists.



iv

ACKNOWLEDGEMENTS

I extend sincere thanks to my supervisor, Dr. Mary
Kennedy, for her helpful suggestions and generous assis-
tance. Through the writing of this thesis, she has
been a friend as well as an adviser.

Memorial University of Newfoundland provided a
University Fellowship for this study. For this generosity,
I express deep appreciation.

Special thanks are extended to the staff at the
University library who provided valuable assistance.
Thanks are also due to Mrs. Betty Norris for her conscien-
tious typing of the manuscript.

Without the support of my family I doubt whether
the thesis would ever have been completed. I am especially
grateful to my husband, Lloyd, whose help has been invalu-
able, and to my daughter Edena, and my son Chris who
were tolerant and understanding during the writing of

this thesis.



TABLE OF CONTENTS

BBSTRACT ¢ ¢ ¢ « « o o o o o o &«
ACKNOWLEDGEMENTS . . . . . + .

LIST OF TABLES . « « &« « « « o« &

CHAPTER

I NATURE OF THE STUDY . .
Introduction . . . .
Purpose of the Study
Definition of Terms

Design of the Study

Significance of the Study

II THE DEVELOPMENT OF SCHOOL LIBRARY

MEDIA PROGRAMS . . .

Early Beginnings . .

Changing Standards to Reflect

Changing Times .

The Certain Report, 1918
NSSE Yearbook, 1943
The Post-War Standards, 1945

Instructional Materials Centres,

1956 - - . - .

Standards for School Library

Programs, 1968

.

.

.

PAGE

ii
iv

xd

b3
13
17
18

20

20

27
27
31
32

34

35



vi

CHAPTER PAGE

Standards of Library Service for
Canadian Schools, 1967 . . . . . . 41

Media Canada: Guidelines for
Educators, 1969 . . ¢ ¢ ¢ ¢ o o o 42

Standards for School Library
Media Programs, 1969 . . . . . . . 43

Media Programs: District and
School, 1975 . « « « « ¢ o ¢ « « &« 45

Resource Services for Canadian
8cho0ls, 1977 .+ o s o o s o 5 & » 48

The Concept of the School Library
Media Centre Today . . « « ¢ « « « & 50

The Role of the School Library
Media SpecialiSt ' . o o o o o o s = 54

Curriculum Development . . . « « « . 56
INSEXUCLION o o o o o o o ol o o oo 57
Selection of Learning Resources . . . 59
Consultation . « ¢ o o o s ¢ « o o & 63
Management . . . o o o s 8 s e s o= s 64
Program AQVOCACY « + « « s o « o o & 67

0 T el B S S ) 68

IXT THE WORLD OF THE SCHOOL ¢ < o = & & o » o » 70
INErodUCEion o & & 4 v w s e @ s s e e e 70

Characteristics External to the
8chool DIStrict « w.'e & o ¢ o & e o 74

Provincial Departments of
EQUcCAtion . o+ o o s o 5 o s s 9 o 74



CHAPTER

Provincial School Library
Consultant . « « ¢« ¢« ¢ ¢« « o &

National and Provincial
Professional Associations . .

Qualifications of School
Librariangs « « « « o o s & &

.

Development and Use of Research
SUMMALY « « s o o o s s © & o o

Characteristics at the District
Level o ¢ ¢ o o o o o o o o o & o

Politics and Economics at the
District Level . . . « « « « «

District Support Services for
School Library Media Programs

Consultant Services . . . . .
Research and Development . . .
Curriculum Support Services .
Technical Support Services . .
Cooperative Sharing Services .

District Media Services: The
State of the Art « « ¢« « « o« &«

The Role of the Superintendent .
SUMMALY ¢ o ¢ ¢ o o o o o o o o o
Characteristics at the School Level
Introduction . < ¢« ¢« ¢ ¢ o o o @
The Research on Teaching . . . .

The Nature of Teaching . . . . .

PAGE

78

80

85
87
93

94

94

96
87
98
99
100
100

181
183
106
107
107
108
110



CHAPTER
The Importance of the Principal
The School Library . . . . . .
SUMMALY o s o o o o o o s o o o o
v THE PROCESS OF EDUCATIONAL CHANGE . .

Introduction « « ¢« ¢ ¢ o ¢ o o o o

The Personal Dimension of Change

Introduction . . ¢« « ¢ ¢ & o &

Principles for the Management
of Change « ¢ ¢ ¢ o ¢ ¢ o »

Rewards for Change . . . . . .
Falge Clarity . « = s » o o o »
Painful Unclarity '« <« 5 & = % »
SUMMALY « o o o o o s o o o o o

Educational Change Defined

Dimensions of Change . . . . .

Surface Content and Deep
Structure . . . ¢ . ¢ . . .

SUMMALY « o o o o o = o o & o o
Educational Change as a Process .
Adoption Phase « « « « = = s o o @

Why Schools Adopt Innovations .

SUMMALY « ¢ ¢ ¢ o o o o o o o &
Implementation Phase . . . . . . .

Models of Implementation . . .

viii

PAGE
128
133
142

145
145
146
146

147
149
151
152
153
155
155

157
158
159
161
161
167
168
170



ix

CHAPTER PAGE

Characteristics of the Change
ItSelf ¢ o « o o o o o o o o o o o 174

Characteristics at the District
Level . o o o o o o o o s & o s o 175

Characteristics at the School
Level . o o o o o v 5 o o s o o o 177

Factors External to the
School System ., « » « ¢ o o « o« 179

Continuation Phase . . . . . . . . . . . 188
Staff Development . . . . . . . . . . . 185
The Teacher as Learner . . . . . . . 186
The School as the Unit for Change . . 198
Strategies that Do Not Work . . . . . 194
Strategies that Do Work . s o ¢ « « «» 195

SBUNMALY <« o o s = o o o o o o = = «» « = 198

v SUMMARY AND IMPLICATIONS . . . . « « . . . 202
The Change Itself . « « o o o o o « o « 283

Need and Relevance . . . . « . . . . 207

CIAXIEY e chss o & s o ol @ one « v o 208

Complexity « « ¢« o « o o o o o o « « 208

Quality and Practicality . . . . . . 218

Inplications . o o« s w6 e e e e e 211

Factors External to the District 212

National and Professional
ASS0CIALIONS o « o o o o o o o o o 212



CHAPTER PAGE

Provincial Departments of
Education . o o o « o o » o o o o 214

Qualifications of School
LIDLATIANS o o o o o o = = o o = o 216

Development and Use of Research . . . 217
InpLICALIONSE o <« « v » © = o o o o = 218
Factors at the District Level . . . . . 219
Importance of District Support . . . 219
The Role of the Superintendent . . . 221

The Role of District School
Library Consultants . . . . . . . 223

Inpllcations & s « v w s e v o o o o 224
Factors at the School Level . . . . . . 225
Implications < < o o ¢ o o o o o o o 229

CONClUBiOoONS o o o o o ¢ o o o o o o » o 231

REFERENCES . & o ¢ o ¢ o ¢ o s o o o o o o o o o o« o 234



TABLE

xi

LIST OF TABLES

PAGE

Standards for staffing (Alberta) . . . . . 136

The nature of teaching and the school
library media program . . . « « « « . o 205

The school library--in practice and
theOLY < < ¢ « o o 5 o s s = o » s » « o 206



Chapter I

NATURE OF THE STUDY
Introduction

The twentieth century has seen knowledge increase
at an accelerated rate. Beswick (1977) identified the
speed at which man is acquiring knowledge as a major
pressure for change in education. Dr. Robert Hilliard
clearly described the change which students today must
face:

At the rate at which knowledge is growing,

by the time the child born today graduates

from college, the amount of knowledge in the

world will be four times as great. By the
time the same child is fifty years old it

will be thirty-two times as great, and 97

per cent of everything known in the world

will have been learned since the time he was

born. (cited in Toffler, 1970, p. 137)

To choose what to teach and the best resources
to teach with has become a major problem for curriculum
developers. It is possible for today's students to
choose from thousands of sources in different formats,
from books, magazines, or newspapers to television,

videotape, or 16mm film. Phenix (1964) expressed concern

about the effects this might have on education:



The condition is not quite one of a quiet
accumulation of information, but such a rapid
expansion as to cause a shattering effect
upon the modern mentality. A revolution of
quantity has taken place, demanding a wholly
different orientation to learning. The gradual
assimilation of a relatively fixed body of
knowledge can no longer be the goal of education.

(p. 384)

What then is learning to be? For many educators
the answer seems to be that learning is learning how
to learn. Content is still important, for a learner
must learn something, but the emphasis has changed from
content to the process of learning itself. Odenstam
(1977) writing in a UNESCO publication declared:

Pupils in the schools of today have to learn

to find and collect information, interpret

and evaluate it, collate and use it. This

is a universal educational goal. As such

it has to be taken into account in all kinds

of subject studies, in different learning

situations, and with reference to difficult

problems. (p. 10)

Haycock (1981b) agreed with this goal, seeing learning
as "the process of unlocking knowledge and critical
thinking" (p. 5), the end result of such endeavours
being to develop independent learners who can locate,
analyze and evaluate information in any media format.
Wall (1974) also stressed the importance of this process:
"the mark of education is that one has learned how to

learn, a capacity much more important than knowledge




itself since knowledge may go out of date, whereas skill
in learning is the key to all knowledge" (p. 11).

A change of emphasis in what and how to teach is
not a simple change to put into practice. Teachers
have always tended to be frightened of innovations.
One famous teacher confronted with a new teaching resource
reacted negatively, predicting dire consequences for
students who would use such an aid: "Those who acquire
it will...become forgetful...they will receive a quantity
of information without proper instruction and...be a
burden to society" (cited in Beswick, 1977, p. 31).
The teacher was Socrates and the teaching resource was
a handwritten form of a book. Since that time change
has come in many new forms. In the fifteenth century
the printing press provided books, pamphlets and newspapers.
The nineteenth century saw the introduction of photography,
which provided a whole new concept of illustration.
Since then there has been rapid introduction of new
media. The phonograph record enabled millions of people
everywhere to hear and enjoy music. The moving picture
provided a whole new dimension, as Beswick (1977) observed:

As we came upon the moving picture with its

ability not only to entertain us but also

to analyse what we could not easily see with

the unaided eye, we began to recognize that

we had new tools for discovery; we now knew
exactly how a horse used its feet in galloping,



what an explosion was like in slow motion,

what a street looked like to the condensed

eye of the time-lapse camera. (p. 31)
"New tools for discovery" have become available at a
rapid rate ever since. Radio, very popular during the
thirties, is a source of information and recreation.
Colour television, always recognized as an important
source of information, has new educational potential
with the availability of easy-to-use videocassette recorders
which allow production or taping of educational programs.
Commercial producers have made available instructional
packages of mixed media: filmstrips with cassette tapes
and booklets; books with records; multi-media kits which
contain an assortment of media in one container. The
format of print material itself has changed. Children's
books range from full-colour, beautifully illustrated
works to economical paperback editions. Other print
material (especially periodicals and newspapers) are
available as microfiche or microfilm, with compact readers
designed for portability and easy use. Home computers
have become a standard feature in many schools. Computer
software packages are available as the newest tool for
discovery.

There is no indication that the change is slowing

down. Videodiscs now available can store the eguivalent



of 64,000 photographs on a single disc, also storing
the audio messages to accompany the visual images.
Coates (1984) is excited by the new revolution, "As
we stand on the brink of this knowledge and information
revolution, an opportunity exists--the chance to transform
and raise education to a new order of effectiveness
and quality" (p. 49). He sees its acceptance by the
school community as inevitable. He concludes, "As science
and technology, and more particularly, information become
the core of the economy, they will also become the basis
for entertainment and recreation. Our schools sooner
or later must embrace that fundamental change in our
world" (p. 49).

How has the school accommodated these changes?
From the examination of educational theory it would
appear that schools are in a constant state of innovating.
In the past eighty years many new curriculum theories
have been formulated as educators attempted to understand
human learning and how best to educate the young. Theorists
such as Jerome Bruner, Hilda Taba, David Ausubel, Jean
Piaget and Joseph Schwab focused on cognitive development.
Their works, in particular Bruner's A Study of Thinking
revolutionized the teaching approaches recommended in
textbooks and curriculum guides. Other theorists, such

as Paul Torrance, Carl Rogers and Abraham Maslow felt



that too much emphasis was being placed on cognitive
development, and so their work looked at the individual,
at feelings and emotions as well as intellect. Stressing
self-fulfillment and creativity, their theories were
eagerly accepted by those who wished a more nurturing
environment. Other educational theorists saw the needs
of society as being of paramount importance, and developed
theories of education which stressed the relationship
of the individual to society. For John Dewey, democratic
problem-solving processes were central. His influence
has pervaded the twentieth century and influenced others
such as W.H. Kilpatrick, who is credited with the origin
of the project method. Almost lost in the multitude
of educational theorists have been those who stress
the literary or artistic experience, educators like
Louise Rosenblatt, Philip Phenix and Eliot Eisner, who
argue convincingly for the school's need to recognize
and provide opportunities for the aesthetic experience.
Perhaps the most controversial theories about human
learning have been advanced by the behaviourists who
drew on the knowledge of classical conditioning and
stimulus-response studies to advance theories about
how schools should teach. B.F. Skinner, referred to

as "father of the teaching machine" (Hall, 1983, p. 26)



is undoubtedly the best known and has been the most
influential.

These theories have influenced the educators of
today. Whether they work as administrators, classroom
teachers or university professors, their orientations
to the curriculum, whether humanistic, behaviourist,
or aesthetic, will influence how they teach and how
they believe human learning to take place. Fullan (1982),
in tracing the sources of curriculum reform in Canada,
noted that proposed changes which appeared in curriculum
guidelines and programs were similar in all provinces.
He saw the common source of theoretical ideas as the
explanation for this. The new ideas, he stated:

Seem to be a strange blend of public, political

pressures...and the pet theories and ideas

of progressive university professors and school

teachers...the latter groups having been heavily

influenced by the "theoretical" developments

of the university-based curriculum reform

efforts in the 1960s in the United States.

(p. 18)

There is little doubt that these ideas have influence,
and that the influence is being incorporated into the
curriculum reform efforts. In recent years there has
been discussion of continuous progress, individualized
instruction, mastery learning and, recently, resource-

based learning. Many schools claim to have implemented




these reforms. However, intensive observational studies
of what is actually happening in classrooms reveal that
there is a wide gap between theory and practice. Goodlad

and Associates (1975) observed:

Unfortunately, the implementation of proposed
organizational change was more apparent than
real. It was easy to apply the labels of
the new practices and everyone employed the
rhetoric of change. One could talk in such
a way as to convey being avante garde, implying
without actually stating that the practices
associated with the terms already were under
way in one's school or district. It is not
surprising, therefore, that the impression
of change far surpassed the reality of change.
(p. 35)

Crocker (1983b), in a study conducted in Newfoundland,
observed that few changes had permeated the traditional
classroom. Despite the technology available and curriculum
theories now prominent, he concluded:

It is clear that the textbook and the chalkboard

are the primary instruments of instruction.

These instruments appear all-pervasive...the

classroom does, indeed, conform to the conventional

image of a place which is teacher dominated

and textbook oriented, and in which pupils

are isolated even while in a crowd. (p. 82)

Goodlad (1984) in his most recent study A Place
Called School recorded the same observation, that despite

all the proposed reforms and innovations:




...the same picture emerges. The two activities,

involving the most students, were being lectured

to and working on written assignments...in

workbooks or on worksheets. The extraordinary

degree of student passivity stands out. The

amount of time spent in any other kind of

activity...was miniscule. (p. 230)
The observations of classroom life all confirm that
a large discrepancy exists between educational theory
and classroom practice. Few of the talked about innovations
are actually implemented. It is a condition that has
led many educators to lament that the more things change,
the more they stay the same.

School libraries are victims of the same fate.
In theory the concept of the school library has moved
from what Beswick (1977) called "storehouse to learning
centre" (p. 78). Curriculum developers have demanded
that school libraries respond to new theories, and the
standards for school library service which have appeared
in different editions since 1918 reflect that change.
In theory it has been called "the heart of the school”.
In practice it provoked one irate school librarian to
explode "The heart of the school? My foot!" (Lash,
1953). Beswick (1977) described what most school libraries
have actually been in practice, "The old school library,

print-based or not, was essentially peripheral, cultural,
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recreational, linked largely with reading for pleasure
and the work of the English teacher" (p. 66).

Despite all the positive statements made about
the value of school libraries, the fact is, as Beswick
points out, they are not well-developed or well-staffed,
and in recent years are losing ground. In the present
mood of restraint and cut-backs, the future of school
library media programs is being seriously scrutinized.
Many schools have no qualified teacher-librarian or
school library media specialist on their staff. Personnel
in school libraries who were once full-time are being
made part-time, or positions are being eliminated.
In an attempt to save money some school boards are replacing
professional teacher-librarians with clerical help.
Beswick (1983) commented, "There are many [places] where
the school library has been at best a token collection
ill-financed, ill-housed, under-used and inadequately
staffed, and at worst has not even existed" (p. 2).

Many school librarians are confused over their
role and uncertain of the position the school library
should have in the school. This confusion is very well
described by Hambleton (1979), Haycock (1984b), Beswick
(1983), Mohajerin and Smith (198l1), and Pitts (1982).
The picture is one of isolation. School librarians

may be dedicated to their tasks, convinced that a school
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library is essential for learning, but often they are
without support and unable to back-up their beliefs
with solid evidence or with well-thought out theoretical
positions. Study after study was reviewed by Aaron
(1982) to show that school librarians, teachers and
administrators hold conflicting views of the role of
the school librarian and the purpose of the school library.
Profiles of school librarians reveal that they range
from the book-oriented, traditional librarian, eager
to escape the noise and demands of classroom teaching,
to the eager media specialist who advocates.the use
of the latest methods and equipment in educational tech-
nology.

Despite the confusion, the concept of the school
library media program is clearly defined by standards
and current literature for those who take the time to
search for it. A particularly useful description is
provided in the curriculum guide prepared by the Ontario
Ministry of Education (1982), called appropriately enough
- $ia st Honts ; Li R c s
the School Curriculum. The primary role outlined here
for the school library media specialist is described
by Haycock (1984b), "The teacher-librarian's major task
is to work with classroom teachers to plan,_ develop,

and implement units of study which integrate research
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and study skills" (p. 94). Cooperative planning and
team teaching, essential to this concept, would place
the school library media program in the centre of the
instructional program of the school. It would require
competencies in various areas: consultation, curriculum
development, instruction, selection of learning resources,
management of the resource centre, and program advocacy.

To implement such a program is to make a major
change in the school. It means that instead of being
on the peripheral as a support service often not involved
in the school's instructional program, the school library
media specialist would help determine what students
are to learn. For teachers accustomed to total autonomy
in self-contained classrooms this would require a totally
new approach to teaching. Beswick (1983) was not exag-
gerating when he wrote, "Let us begin with what by now
ought to be obvious: that to be an active and vocal
protagonist of school libraries is still to support
a controversial view of educational theory, curriculum
content and teaching methodology" (p. 1).

To introduce anything controversial into the school
system requires courage and effort on the part of teachers
and administrators. It also raises questions which
need to be answered if successful implementation of

the program is to take place.



(i)

Purpose of the Study

This thesis will attempt to answer some of the
questions raised. In particular it will focus on the
process of change which will be involved if the modern
concept of the school library media program, as a vital
force in the instructional program, is to be successfully
implemented in the school. It is a theoretical study
which will attempt to answer:

1. What exactly is the modern concept of the school
library media program?

2. What does research reveal about the introduction
of new ideas in the schools?

3. What conditions presently exist which would mitigate
against the implementation of the program?

4. What conditions presently exist which would facilitate

such a change?

Definition of Terms

In the literature on school librarianship, certain
terms tend to cause confusion. It will therefore be
necessary to define the use of some terminology.

sct 1 1it fan’ 1i jalist, 1d Tt
learning resources teacher, teacher-librarian and school
library media specialist. Terms used synonymously to
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refer to the person in charge of the school library.
In this thesis, for consistency, the following definitions
will apply:

School library media specialist. A member of the
teaching staff who has professional preparation in educa-
tional media, is certified as a teacher, and has competencies
in curriculum development, instructional development,
and educational technology; and is an expert in using
resources to make teaching and learning more effective,
efficient, and rewarding. Usually this person has the
degree of Master of Education (M.Ed.).

Teacher-librarian. A person who is a teacher but
who may or may not have training in school librarianship
or educational technology. Though such a person may
work part or even full-time in the school library, his
or her training and professional orientation is towards
the classroom rather than school librarianship.

School librarian. The person in charge of the
school library, regardless of qualifications.

Professional librarian. A graduate from a school
of library science, usually with the degree of Master
of Library Science (MLS).

School library media program. Is the total expression
of all media functions for a school. It is a combination

of resources that includes the people, materials, equipment,
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facilities, as well as the purposes and processes.
It reflects applications of educational technology,
communication theory, and library and information science.
It contributes at every level in the school, "offering
essential processes, functions, and resources to accomplish
the purposes of the school" (American Association of
School Librarians [AASL] & the Association for qucational
Communications and Technology [AECT], 1975, p. 1).

School library, library, media centre, resource
centre, learning resource centre, school media centre,
school library media centre. Terms used synonymously
in the literature to refer to the area or system of
areas‘in the school where a full range of information
sources, the necessary equipment, and media staff are
accessible to students, teachers and the school community.

School library media centre. The name used in
this thesis to emphasize that the centre functions both
as a traditional library with print materials and as
a media centre with all other forms of instructional
materials and equipment.

Learning resources, resources, materials, instructional
materials, library materials, educational materials,
learning materials. Terms used synonymously to refer
to the print and non-print materials which are collected

in the school library media centre for use in the school
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program in general. Materials include all forms of
media: books; other printed materials; audio-visual
equipment, supplies and software, such as filmstrips,
films, videotapes, computer programs, audio tapes, phonograph
records; realia; globes; models; specimens.

Standard of school library service. Refers to
"the very best statements of our collective judgement--a
clear and unequivocal vision of what a library media
program should be" (Loertscher, 1988, p. 54). Leaders
in education, school librarianship and educational technology
cooperate in formulating standards for school library
media programs.

Several terms referred to often in the literature
on educational change need to be defined as they may
mean different things to different people. The definitions
provided here are based on those used by Havelock (1973).

Change. A significant alteration in the status
quo. In this thesis it will mean an alteration which
is intended to benefit the people involved.

Innovation. A change which represents something
new to the people being changed. 1In this thesis, to
introduce a school library media specialist to a school
which has not had one .before is an innovation. It will
also mean a change which is intended to benefit the

people who are changed.
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Change process. How the change or innovation comes
about.

Planned changes or planned innovations. "Changes
or innovations which come about through a deliberate
process which is intended to make both acceptance by
and benefit to the people who are changed more likely"
. (Havelock, 1973, p. 5).

Change agent. A person who facilitates planned

change or innovation.

Implementation. To put theory into practice.

Design of the Study

First, there will be a review of the literature
pertaining to the concept of the school library media
program. In order to understand the evolution of the
program an historical survey will trace the origins
of the concept. American and Canadian standards for
school library service will be examined. It is necessary
to examine the American standards, for until 1967 Canadians
used them as their standards, and even today they continue
to be a major influence.

Before any change can be introduced in the school
system, it is necessary to understand the school system

itself. Researchers such as Goodlad (1963, 1976, 1983,
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1984), Lortie (1975), Jackson (1968), Lieberman and
Miller (1978), Crocker (1979, 1983, 1984), and Sarason
(1982) have provided insight into the world of the school.
In Chapter Three, this literature will be reviewed,
focusing on the characteristics which impinge upon the
implementation of a school library media program.

In the past twenty years a strong base of research
on educational change has been formulated; some from
Canada, some from England, the most from the United
States. The findings are consistent in suggesting the
meaning of educational change, and the prime factors
which influence it. This literature will be reviewed
in Chapter Four.

Chapter Five synthesizes the views presented in
the preceding chapters, pulling the ideas together in
a discussion of how the modern school library media
program could successfully be implemented. Out of this
discussion will arise implications for any who wish

to introduce such a program into the school.

Significance of the Study

This thesis is based on the view that to introduce
a school library media program into a school is to undertake

a major change which will require a new approach, asking
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teachers to change the way they teach and to adopt team
teaching, resource-based techniques. This is a very
difficult job to undertake for it becomes a matter of
changing beliefs about teaching which may be firmly
held. Those attempting such change will need to clearly
understand the school library media concept, the school
setting itself, and the relationships which must exist
between the the school library media specialist, the
classroom teacher and the administrators. Would-be
reformers will also need to understand the meaning of
educational change, and be aware of the factors that
will encourage or discourage innovations. Whether those
attempting such change are school librarians, teachers
or administrators, it is hoped that this study will
give some insight into the complex process involved

in introducing this change into the schools.




Chapter II

THE DEVELOPMENT OF SCHOOL LIBRARY MEDIA PROGRAMS
Early Beginnings

The concept of the school library can be traced
back to 1578 to Lord Ashton's ordinance for setting
up Shrewsbury School, in which he stated that the building
should include: "a library and a gallery for the said
school, furnished with all manner of books, mappes,
spheres,instrumentsofastronomyandalltpingsappezteyning
to learning"™ (cited in Beswick, 1977, p. 62). In North
America as early as 1740 Benjamin Franklin included
a library in plans for his academy. Almost a century
later New York State really began the school library
movement in the United States. In 1835 the state legislature
passed a law allowing school districts to use a portion
of their tax monies to establish and maintain school
libraries. In 1837 the State of Massachusetts passed
similar legislation:

By the law of April 12, 1837, the Legislature

of Massachusetts authorized each school district

in the State to raise, by tax, a sum not exceeding

thirty dollars for the first year, and ten
dollars for any subsequent year, for the purchase
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of a library and apparatus for the schools.

(Mann, 1891, p. 298)

Educators generally showed interest in the need
for a school library. In 1892 New York State formed
a School Libraries Division within the Department of
Public Instruction. 1In the report of 1900 a standard
was reported for elementary school libraries:

A small library is becoming indispensable

to the teachers and pupils of the grammar

school. In order to give definiteness to

this idea of a small library, suppose it to
consist of five hundred to one thousand books,
containing the best classic stories, poems,
biographies, histories, travels, novels, and
books of science suitable for the use of children
below high school.... It is evident that

a carefully selected library of the best books

of this character should be found in every

grammar school. (cited in Gillespie and Spirt,

1983, p. 3)

Nationally other developments revealed a rising
interest in school libraries. In 1896 the National
Education Association (NEA) created its Library section,
partly because of a petition requesting action circulated
by the American Library Association (established twenty
years earlier) and partly because of the "impassioned
speech on the importance of libraries in education delivered
by Melvil Dewey at the NEA Convention"™ (Gillespie and

Spirt, 1983, p. 4).
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Melvil Dewey, founder and influential member of
the American Library Association, made it clear that
a library was not restricted to a collection of books.
In 1906 he wrote:

Libraries are rapidly accepting the doctrine

for which we have contended for many years.

The name "library" has lost its etymologic

meaning and means not a collection of books,

but the central agency for disseminating infor-

mation, innocent recreation, or, best of all,

inspiration among people. Whenever this can

be done better, more quickly or cheaply by

a picture than a book, the picture is entitled

to a place on the shelves and in the catalog.

(cited in Beswick, 1977, p. 63)

This key concept of information dissemination in all
forms is evident in all school library development since.

In the first quarter of the twentieth century the
school population had increased tremendously. Following
World War I there was a general growth in public education
and new ideas abounded in how best to educate the young.
Of particular note in the United States was the rise
of interest in what later became known as audiovisual
instruction. 1In 1918 the public schools of Rochester,
New York became the first to use films for regular in-
structional use, and leading citizens predicted changes
in the educational system. One such person was Thomas

Edison who was quoted by the New York Dramatic Mirror,

July 9, 1913 as predicting, "Books will soon be obsolete



23

in the schools. Scholars will be instructed through
the eye. It is possible to teach every branch of human
knowledge with the motion picture. Our school system
will be completely changed in ten years" (cited in Beswick,
1970, p. 167).

John Dewey had published The Child and the Curriculum
in 1962 and his influence was being felt. New teaching
systems were being recommended, with the use of a single
textbook and rote memorization being discouraged. Dewey
maintained, "The child is the starting point, the center,
and the end.... Not knowledge or information but self
realization is the goal.... Learning is active. It
involves reaching out of the mind" (Dewey, 1977, p. 178).
Dewey's influence was profound and he, with other educators,
in particular William H. Kilpatrick, attempted to reform
education. Both Dewey and Kilpatrick believed that
motivation was important in learning and that children
learned best when they were interested in the material.
They believed that children should have contact with
educational materials and people as well as learning
by reading and hearing about things. They saw schools
as containing not only classrooms but also science labo-
ratories, art studios, gardens, gymnasiums and kitchens.

They believed that children should go to many sources



24

to find information, not just to one textbook. The
activity or project method was born.

With new curriculum structures focusing on indi-
vidualized study being suggested, the Dalton Plan (1928)
and the Winnetka Plan (1928) came into being. These
new curriculum proposals stressed the need in schools
for various new kinds of educational materials. The
logical source for the material was seen as a well-stocked
school library supervised by one teacher who was qualified
both as a teacher and as a librarian. To a few the
school library was seen not only as the source for the
materials but also as a laboratory in which students
could acquire learning skills. In 1913 Lucille Fargo
spoke at the NEA Convention. She saw the function of
the school library as: "a laboratory and a workshop,
...putting into the hands of the pupils the necessary
tools for further achievement" (cited in Davies, 1979,
p- 36).

In 1915 Mary E. Hall published "The Development
of the Modern High School Library" in the September
issue of the Library Journal. She quoted a high school
principal as saying:

I believe I am safe in saying that the school

library will be the proof of the educational

value of the new curriculum. When our schools
have outgrown their cloister days and are
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aiming to prepare our boys and girls for the
life they must live in a work-a-day world
the library will be the open door to the
opportunity of the present. (cited in Davies,
1979, p. 36)

She described what the modern high school library
should be:

It is a carefully selected collection of books,
periodicals, clippings, pamphlets and illustrative
material, chosen to meet the needs of the
average high school student, organized according
to modern library methods by a trained librarian
who can devote her entire time to the school
library, and who is thoroughly interested
in boys and girls. (cited in Beswick, 1970,
p. 168)

Mary Hall was a librarian at the Girl's High School,
Brooklyn, New York. She described how a library classroom
was to be added to her own library during the next year.
That room would have "as little of the regular classroom

as possible", and would include:

Cases for large mounted lithographs...cases
for maps and charts, lantern slides, mounted
pictures and clippings. A radiopticorn or
lantern with a projectoscope in which a teacher
can use not only lantern slides but postcards,
pictures in books, and magazines, etc....is
a most important part of the equipment. For
the English work, and indeed for the German
and French, a Victrola with records which
will make it possible for the students to
hear the...songs sung by famous singers will
help them to realize what a lyric poem is.
(cited in Beswick, 1978, p. 168)
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Miss Hall explained how the modern concept of the
school library was more integrated into the curriculum

of the school than it had been before:

The old high school library was static. The
new is dynamic. The oldwas largely for reference
and required reading in history and English;
the new is all things to all departments,
if in any way it may serve the school. It
is not only a reference library, but a training
school in the best methods in using library
aids in looking up a topic.... The new library
is dynamic, because it is not content with
storing, and organizing and recording the
loan of books and other material, but because
it uses every method known to the best college
and public libraries for encouraging their
use, stimulating interest in good reading,
arousing intellectual curiosity, and broadening
the horizon of the students. (cited in Davies,
1979, p. 36)

Miss Hall was not alone in advocating what may
now be called resource-based teaching or learning.
Davies (1979) pointed out that in 1915, Henry Johnson,
a Columbia University Professor of history, argued that
"casts, models, pictures, maps, charts, and diagrams
as well as printed materials were essential to teaching

history effectively" (p. 36-37).
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Changing Standards to Reflect Changing Times
The Certain Report, 1918

The actual state of school libraries in 1915 did
not however measure up to the aspirations of the early
leaders in the field. C.C. Certain, who was Head of
the English Department at Central High School, Birmingham,
Alabama, in 1915 wrote an article, "The Status of the
Library in Southern High Schools":

In our own southern high schools alone, more

than a million obsolete, unclassified textbooks

are stacked away as so much worthless trash....

High school inspectors state that unfavorable

conditions are frequently accepted with indif-

ference. Under crowded conditions, the books

are sent to the attic or to the cellar, or

they are stacked in heaps beneath the stairs

or back of doors. In a few instances no books

are allowed in the school, because the principal

regards them as a nuisance, serving only to

clutter up the building. (cited in Beswick,

1976, p. 169)

The National Council of Teachers of English, concerned
about the situation, in 1915 recommended a thorough
investigation of school libraries. The National Education
Association undertook to do this, and appointed a committee
for this purpose. 1Its chairman was C.C. Certain.

The committee worked for three years collecting

data and formulating standards. Their report, entitled

"Standard Library Organization and Equipment for Secondary
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schools of Different Sizes", was presented to the National
Education Association at its annual convention in 1918.
That year, the Certain Standards were adopted as official
standards for high school library development by both
the National Education Association and the American
Library Association, who published the report as a pamphlet
in 1928.

School library standards attempt to suggest an
ideal picture as a goal for further development. Of
the Certain Standards, Beswick (1978) wrote:

The Certain Standards...were the first attempts

at codification of acceptable high school

library practice to be ratified by three major

American Associations. They were recommendations

only, lacking teeth, but it is a sign of their

timeliness and quality that they remained

the basis of state and regional standards

and accreditation minima for more than twenty

years. They may very justifiably be called

a landmark in the history of school librarianship.

(p. 163)

Of the report, Mr. Certain said that it "represented
actually a consensus of what, in the minds of high-school
principals and librarians, the library should mean in
the school" (National Society for the Study of Education
[NSSE], 1943, p. 271). In the foreword to the report,
Jesse Newton, the Superintendent of Denver schools,

wrote: "For the first time administrators see that

the library is the very heart of the high school™ (Certain,
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1918, p. 3). Having coined the phrase that later became
a cliche, Mr. Newton went on to say, "This report represents
the best thought of those who have studied libraries
thruout the country. Great good will come from that"
(p. 4).

The report itself was forty pages long and dealt
with six areas: housing and equipment; library staffing
and qualification; selection and care of materials;
instruction in the use of books and libraries; finance;
state supervision. Some of the recommendations are

summarized as follows:

In establishing a new high school or a new
library in a high school, the librarian should
be secured in ample time to aid in planning
the library room and in selecting the equipment
and books. No school superintendent or high
school principal should undertake to plan
a new library without the expert assistance
of a trained librarian. Crudely designed
libraries are wasteful of funds, of space,
of time, and of educational force. (p. 7)

The library must be an integral part of the
high school.... (p. 7)

The librarian in the high school should combine
the good qualities of both the librarian and
the teacher and must be able to think clearly
and sympathetically in terms of the needs
and interests of high-school students (p. 18)

The standard requirements for future appointments
of librarians in high schools should be a
college or university degree.... In addition
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the librarian should have one year of postgraduate
library training. (p. 18-11)

In high schools having heads of departments
the librarian should be made head of the library
department with status equal to that of the
heads of other departments. (p. 12)

Clerical works...should not be demanded of
the librarian.... To require such work of
trained librarians is wasteful of educational
resources and money. (p. 12)

The librarian should be present at all teachers'
meetings and should have the ability to work
for and with teachers so well that mistakes
in adaptation of book collections to needs
may not occur. (p. 12)

Ample accommodation should be provided for
assembling in the library all illustrative
materials used in the high school, such as
maps, pictures, lantern slides, and victrola
records. In the library these can be made
available to all departments thru proper classi-

fications, cataloguing, and filing. (p. 9)

The Certain Report is still relevant today. The
recommendations were well in advance of their time.
Seven years later in 1925 Mr. Certain was chairman of
the Report of the Committee on Elementary School Library
Standards. Together those two reports lay the foundation
for the modern resource centre. They emphasized that
the collection would be a multi-media one, that the

school library would be an integral part of the school




31

and that the school librarian would be qualified both

as a librarian and a teacher.

NSSE Yearbook, 1943

Spain, (1943), writing in the NSSE Yearbook, stated:
"For more than twenty years the Certain Standards, with
modifications, were the basis of all school-library
standards" (p. 271). Other standards based on the Certain
standards appeared. As Spain (1943) explained, "Practically
all of the states recognize the importance of the library
in the school and have established some means by which
its efficiency may be measured" (p. 275). By 1943 thirty-one
states had formulated their own standards for high-school
libraries, with ten states formulating standards for
elementary schools.

In describing the effect of these standards Spain
(1943) stated emphatically: "they have been in operation
for a number of years and have contributed to the improvement
of school libraries"™ (p. 289). Some of the effects
which she described were: (a) standards initiated dis-
cussions about school libraries; (b) they brought school
libraries to the attention of educators; (c) they led
to the hiring of more and better qualified school librarians;
(d) they led to the hiring of school-library specialists

at the state-level; (e) they improved conditions of
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school libraries through an increase in funds and resources;
and (f) they necessitated the teaching of school library

courses at universities.

The Post-War Standards., 1945

The national standards for school programs in 1945
were developed by the American Library Association's
Committee on Post-War Planning. Entitled School Libraries
for Today and Tomorrow, they attempted to further define

the educational purposes of the library:

The school library is an essential element
in the school program; the basic purpose of
the school library is identical with the basic
purpose of the school itself. (p. 9)

The purposes of the school library are to

l. Participate effectively in the school
program as it strives to meet the needs
of pupils, teachers, parents and other
community members.

2. Provide boys and girls with the library
materials and services most appropriate
and most meaningful in their growth and
development as individuals.

3. Stimulate and guide pupils in all phases
of their reading that they may find increasing
enjoyment and satisfaction and may grow
in critical judgement and appreciation....

5. Help children and young people to become
skillful anddiscriminating usersof libraries
and of printed and audio-visual materials....

7. Work with teachers in the selection and
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use of all types of library materials
which contribute to the teaching program.

8. Participate with other teachers and admin-
istrators in programs for the continuing
professional and cultural growth of the
school staff. (pp. 9-10)

These standards identified the cooperative relationship
of classroom teachers and school librarians as a major
concern: "Unless they plan together the use of materials
already available and the selection of materials to
be added, the library cannot function effectively in
the educational program" (p. 11). They also recognized
the growing importance of audio-visual materials:

To serve as an instructional agency without

regard to grade levels or to subject fields,

the library must have a wealth of materials

of all kinds--books, pamphlets, recordings,

prints, and other audio-visual aids--organized

with the educational needs of the particular
school in mind and directed by personnel familiar
with the school program, keenly interested

in young people, and knowing many materials

and sources of materials. (p. 11)

Beswick (1971) pointed out that educators generally
had been impressed by the use of audio-visual materials
in the military during the war. Saettler (1968) concluded
that the use of training films by the military marked
the transition from "regarding films as an educational
luxury to regarding them as a necessity" (p. 179).

As a result of the war experience there was a recognition
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that scientific theories of learning could be applied
to practical problems of instruction. Saettler (1968)
also maintained that there was an increased awareness
"concerning the function and role of the media and/or
communications specialist within the total context of
instructional technology" (p. 180).

These standards exerted an influence on regional
and state standards. By 1954 standards for high-school
libraries were either established or being planned in
all but two states, with thirty states also having standards

for elementary school libraries.

Instructional Materials Centres., 1956

By 1956, the perceived importance of instructional
materials prompted the American Association of School
Librarians to publish an official statement, "School
Libraries as Instructional Materials Centers" (American
Association of School Librarians [AASL], 1968, pp. 1ll-

12). The statement began as follows:

The American Association of School Librarians
believes that the school library, in addition
to doing its vital work of individual reading
guidance and development of the school curriculum,
should serve the school as a center for instruc-
tional materials. Instructional materials
include books--the literature of children,
young people ‘and adults--other printed materials,
films, recordings, and newer media designed
to aid learning. (p. 11)
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The statement further claimed that the need for the
materials was determined by the teaching methods advocated
by leaders in curriculum and by new concepts of how
learning occurs. It saw an expanded role for the school
library:

Historically, libraries of all types have

been established to provide convenient centers

for books and reading, and for locating ideas

and information important to the communities

they serve. The interest a modern school

now has in finding and using good motion pictures,

sound recordings, filmstrips and other newer

materials simply challenges and gives increased

dimension to established library roles. (p. 1l)

This statement reflects a more definite stance
concerning a multi-media collection. It defines the
function of the school library as follows:

To locate, gather, provide and coordinate

a school's materials for learning and the

equipment required for use of these materials...

trained school librarians must be ready to

cooperate with others and themselves serve

as coordinators, consultants, and supervisors
of instructional materials service. (p. 12)

Standards for School Library Programs, 1960

Goodlad (1966) in examining educational trends
in the fifties and early sixties attempted to examine
the curriculum reform movement of the period. Various

groups and individuals had developed new courses and

instructional materials to go with them, in high school
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mathematics, physics, chemistry, biology, economics,
geography, English, foreign languages, as well as elementary
school courses. These projects, supported primarily
by the National Science Foundation, sought to identify
the structure within each discipline and to help students
learn the methods peculiar to each discipline.

Goodlad (1966) traced the roots of this movement
to the "intense dissatisfaction with the science and
mathematics backgrounds of many high school graduates
recruited in World War II" (p. 77). He claimed that
attempts to deal with the problem went back to 1952.
In any event, Goodlad (1966), Beswick (1971), Jones
(1982) , and others, all agreed that the reform movement
was greatly accentuated when the Russians launched Sputnik
in 1957. Jones (1982) concluded:

The national state of mind following the Russian

launching of Sputnik I into orbit in 1957

led to a revived determination that all American

children who could do so would have the opportunity

to acquire basic learning skills, that students

would learn more science, mathematics, and

modern foreign languages, and that challenging
experiences would be offered for the development

of gifted students. The 1960 standards mirrored

these trends and developments. (pp. 14-15)

Davies (1979) called the 1968 standards "the single

most important document in the history of school library

development” (p. 38). Beswick (1971) described them
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as follows, "Standards for School Library Programs...is
the fullest statement of aims, methods and necessary
accommodation, staff and contents that the school library
profession (in consultation with nineteen interested
bodies) had till then produced” (p. 132).

Many school librarians consider the 1968 standards
as "the best written and most successful standards"
(Jones, 1982, p. 14; Loertscher, 1988, p. 54) for a
number of reasons: (a) they were well-researched and
authoritative; (b) they were very influential because
of the successful campaign which acquainted educators
with their meaning and value; and (c) they were well-
written, free of jargon, so that other educational organi-
zations accepted them. 1In addition, as Loertscher (1988)
stated: "The library program it envisioned was forward
looking but achievable" (p. 54).

Part one of these standards is entitled: "The
school library as an educational force". It begins:

Whatever form the soul-searching regarding

the education of youth may take, sooner or

later it has to reckon with the adequacy of

the library resources in the schools. Any

of the recommendations for the improvement

of schools, currently receiving so much stress

and attention, can be fully achieved only

when the school has the full complement of

library resources, personnel, and services....

In the education of all youth, from the
slowest learner in kindergarten to the most
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intelligent senior in high school, an abundance

of printed and audio-visual materials is essen-

tial. These resources are the basic tools

needed for the purposes of effective teaching

and learning. (AASL, 1960, p. 3)

These standards leave no doubt of the necessity
of the school library at all levels, from elementary
to senior high school. They emphasized that the school
library is also an instructional materials center.
To clarify its role, they maintained:

A school library has always been, and will

continue to be, flexible in its program of

services and in the scope of the materials

of communication contained in its collections,

as it meets the changing needs of the school

that it serves.... Services,.not words, portray

the image of the school library. The school

i is a materials center, an instructional
, an i

, or any of the equivalent terms now
springing into existence. (p. )

The ideas of Melvil Dewey and C.C. Certain are
evident in these standards, projecting a vision of the
school library which, "Through books, films, recordings,
and other materials, goes beyond the requirements of
the instructional program and unfolds for the many private
quests of children and young people the imagination
of mankind" (p. 13).

The general principles outlined in the 1960 standards

for the library program require that the library program
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would: (a) reflect the philosophy of the school and
help to enrich all parts of the educational program;
(b) offer a cumulative program of library skills; (c)
be involved throughout the school, not just within the
library facility; (d) meet individual needs of students;
and (e) be a laboratory for research and study where
students can learn to work independently.

The standards placed the responsibility for the
provision of successful school libraries primarily on
the administrators at various levels:

These educational leaders are not only primarily

responsible but also ultimately accountable

for the presence or absence, success or failure

of libraries in the schools; and no individuals

are more influential than they in determining

the status and nature of school library programs.

(p. 29)

Roles are defined for state officials, the school board,
the superintendent, school principals and the school
librarian. The school librarian is seen as having the
status equivalent to that of a department head, working
cooperatively with classroom teachers.

One important result of the publication of these
standards was the funding by the Knapp Foundation of
the Knapp School Libraries project. The first and primary

objective was, "To demonstrate the educational value

of school library programs, services, and resources
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which fully meet the national standards for school li-
braries" (Sullivan, 1968, p. 6). The five year project
was conducted in five elementary and three secondary
schools, from March 1, 1963 through February 29, 1968.
The schools were visited by 16,080 educators, while
thousands of others learned of these ideal school libraries
through written reports, sound filmstrips, brochures,
and films.

At the same time in the United States there was
increased financial aid for school libraries through
federal sources. The National Defense Education Act
of 1958 provided the first such aid, aimed at the improvement
of teaching in science, foreign language and mathematics
by such means as purchasing new equipment, library books
and other educational materials. Of greater significance
was the passage of the Elementary and Secondary Education
Act in 1965. Bomar (1966) saw this act as an historic
event, reflecting a belief by the President of the United
States and the Congress that every child should have
access to a good school library. Through Title II of
the act, provisions were made for millions of dollars
to be spent developing school libraries.

Gillespie and Spirt (1983), in looking at the sixties,
declared that decade to be one of the greatest periods

in school library growth. They concluded:




41

The effect of these new sources of support
was phenomenal--hundreds of new libraries
were founded, others were able to expand con-
siderably their collections and services,
and the demand for qualified librarians far
exceeded the supply. Although federal support
has subsequently varied considerably, the
momentum for developing school libraries has
continued. (p. 12)

Ardaiaf L3 carvice £ iian Schools. 1967

The first Canadian standards appeared in 1967.
The introduction stated:
Over the last fifteen years Canadian school
librarians and educators have become increasingly
aware of the need for standards to set guidelines
for the development of school library programmes.
Librarians and educational administrators
in Canada used the 1945 publication School
prepared
by the American Library Association. Also,
they turned for guidance to the 1960 publication,
i . (Canadian
School Library Association [CSLA], 1967, p. iii)
The 1967 Canadian standards reflect the trends
of the school library movement in the United States.
The concept was the same; that of a school library as
an integral part of the school, providing a multi-media
approach to learning. The main function of the school
library was stated, "The unique role of the school library,
however, is to serve the instructional needs of a limited
clientele--students and teachers" (p. 5). To a lesser

extent the library was to provide reading materials
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to meet recreational needs. Both quantitative and quali-
tative standards were given, with responsibilities of
provincial officials, school board trustees, superintendents,
principals, teachers, and school librarians carefully

defined.

Media Capnada: Guidelines for Educators, 1969

In 1969 a second Canadian publication appeared,
Media Capnada: Guidelines for Educators, produced by
the Educational Media Association of Canada. Although
the 1967 standards, Standards of Library Service for
Canadian Schools, provided for non-print materials,
they did not receive the emphasis thought necessary
by the Educational Media Association of Canada. In
the preface they stated:

This work represents a first attempt to set

down national guidelines and specifications

for Canada in the very complex field of educational

media.... These guidelines are designed to

assist teachers, principals, administrators,

and trustees in setting goals for the implemen-

tation of an eductional media programme.

Necessarily, the guidelines will be adapted

to meet the needs of the local situation.

(unpaged)
The program outlined by these standards was not integrated
with the school library. Instead, personnel and space
was to be provided for an educational media centre,

a separate facility from the library resource centre.
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Standards for School Library Media Programs, 1969

The sixties ended with the publication of the first
joint standards, prepared jointly by the American Library
Association and the National Education Association,
Department of Audiovisual Instruction (DAVI), in cooperation
with an Advisory Board consisting of representatives
from twenty-eight professional and civic associations.
Beswick (1977) described these standards as, "Embodying
what was undoubtedly the most advanced and breathtaking
model of the role of the school library media centre
that had ever received official imprimatur"™ (p. 64).
The move towards a multimedia approach to learning is
evident in the introduction of new terminology adopted
by these standards, "In this publication, the term media
refers to printed and audiovisual forms of communication
and their accompanying technology. Other basic terms
include media program, media specialist, media center"”
(Joint Committee of the American Library Association
& National Education Association, 1969, p. xi). The
school library media centre is seen as playing a critical
role in the teaching-learning process:

In this entire...process, the media program,

its staff and its center play vital roles.

Media convey information, affect the message,

control what is learned, and establish the

learning environment. They will help to determine
what the pupil sees and what his attitude
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will be toward the world in which he lives.
Therefore, it is important that every media
specialist participate actively in shaping
the learning environment and the design of
instruction, and that every media facility,
piece of equipment, book or material be selected,
produced, and used so that the students in
our schools are challenged to a dynamic partici-
pation in a free, exciting, and enriched life....
(p. 1-2)

Today, educators and other citizens realize

that educational programs of vitality, worth,

and significance to students and to society

depend upon excellent media services and resources

in the schools. (p. 5)

These standards made it clear that the school library
media centre would combine both print and audiovisual

materials:

Many schools now have unified media programs.

For those others that have separate audiovisual

departments and school libraries, it is recommended

that, wherever possible, these services be
combined, administratively and organizationally,

to form a unified media program. New schools

should start with a unified media center and

program of services. (p. 2)

The media centre envisioned in these standards
is "a fundamental part of [the]...educational process"
(p. 2). It is "a resource for learning" (p. 2), mostly
related to curriculum requirements, but also related
to other interests and needs, for groups or for individuals.
The collection is "in the format appropriate for the

learning task" (p. 3), and "The emphasis is always upon
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the learner and upon the function of the media staff
as a supportive arm to the teacher in achieving the
goals of the instructional program" (p. 3). The media
centre is also a resource for teaching, with "an ongoing
partnership" (p. 4) existing between teachers and media
specialists. The collection will provide the resources
needed for innovative instructional methods, and services
provided will include: information about new materials
and teaching methods; production of needed materials;
inservice sessions on new media; and assistance in the
analysis of instructional needs and the design of learning
activities. The emphasis is placed upon selecting media

most appropriate for the specific learning tasks.

Media P . Di . i School, 1975

The latest American standards are again published
jointly by the American Association of School.Librarians
(AASL) and the Association for Educational Communications
and Technology (AECT) (formerly known as the Department
of Audiovisual Instruction of the National Education
Association [DAVI]). These new standards reaffirm the
1969 standards, but are even more emphatic that the
school library media centre is an integral part of the
instructional program. The word "service" is dropped,

and instead the school library media centre is seen
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as "offering essential processes, functions, and resources
to accomplish the purpose of the school” (p. 1).
In these latest standards, media is seen as the

varied ways students learn about the world.

Programs of media services are designed to
assist learners to grow in their ability to
find, generate, evaluate, and apply information
that helps them to function effectively as
individuals and to participate fully in society.
Through the use of media, a student acquires
and strengthens skills in reading, observing,
listening, and communicating ideas.... The
media program exists to support and further
the purposes formulated by the school or district
of which it is an integral part, and its quality
is judged by its effectiveness in achieving
program purposes. (AASL & AECT, 1975, p. 4)

The complete acceptance of media in many formats,

and for many uses is also affirmed. The standards stated:

A media program represents a combination of
resources that includes people, materials,
machines, facilities, and environments, as
well as purposes and processes. The combination
of these program components and the emphasis
given to each of them derive from the needs
of the specific educational program. The
more purposeful and effective the mix, and
the more sensitively it responds to the curriculum
and the learning environment, the better the
media program. (p. 4)

Fast (1976) saw these standards as presenting "goals
of excellence for the learner” (p. 138). The new guidelines

represented "a well-developed idea for a method for
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achieving quality education which is truly individualized
and learner-centered" (p. 138).

The new standards emphasize production as a necessary
element in the instructional process. In what Fast
(1976) called "one of the most innovative parts of the
1975 standards" (p. 141), the standards stated:

Student production occurs as a natural component

of the educational experience and develops

capabilities to translate elements of the

environment into meaningful modes of communi-
cation. Creating materials in all formats
sharpens the student's critical response to
media, expands dialogue and the transmission

of ideas, and fosters growth in precise and

effective written and oral expression. (p. 47)

Production is not, however, limited to students.
The standards advocated "the creation, adaption, and
duplication of materials needed by teachers and students
not readily or economically available elsewhere" (p. 46),
so that the media program "is concerned with production
by the media staff, teacher, aides, students, and even
parents” (p. 46). The school library media centre provides
the work area, and gives consultative and technical
assistance, as well as engages in production itself.

The 1975 standards address the many pressures and
social forces affecting education, and also try to come

to terms with the information revolution. Applying

the knowledge found in technology, communication theory,
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education, and library science, they strive to provide
an ideal of the kind of education needed by students
of differing abilities, backgrounds, and interests.
The aim of the school library media program is the aim
of the school. The standards began, "The human worth
that democratic societies seek to protect and develop
rests upon commitment to educational programs which
meets the individual purposes and developmental needs
of students and prepare them to resolve the problems
that continually confront them" (p. 1).

Media Programs: District and School is a program
that aims to help individuals confront the problems.
It firmly declares that library media programs are an
essential part of any quality education, providing the
resources for teaching and learning. It challenges
all media professionals to "increase educational oppor-
tunities at all levels through the design and implementation
of effective, responsive media programs" (p. 107).
Resource Services for Canadian Schools., 1977

The two Canadian professional organizations, Canadian
School Library Association (CSLA) and the Association
for Media and Technology in Education in Canada (AMTEC),
authorized the first joint Canadian standards, Resource
Services for Canadian Schools, to replace the two previous
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volumes: Standards of Library Service for Capnadian
Schools by CSLA (1967), and Media Canada: Guidelines
for Educators by AMTEC (then known as the Educational
Media Association of Canada). Edited by prominent members
from each association, F. Branscombe and H. Newson,
these standards were written between 1972 and 1975,
and published in 1977. Because they were joint standards,
they brought together all learning materials, regardless
of medium, type or format: "Information is presented
in many forms. The form is important only insofar as
it contributes to student and teacher needs" (p. 2).
fhey affirm that students must have access to resources
of all kinds if adequate learning experiences are to
be provided. The general guidelines for quality programs
include the principles that (a) all learning materials
and services must be integrated at school and district
level, and (b) that classroom teachers and learning
resource teachers must cooperate in curriculum planning
and implementation. At the school level they maintain
that classroom teachers need the help of a teaching
associate, a learning resource teacher, "The latter,
an experienced and creative teacher with specialized
knowledge of materials and expertise in their use, col-

laborates with the classroom teacher in the planning
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and implementation of learning experiences for students"
(Branscombe & Newson, 1977, p. 11).

These standards emphasize the need for "the total
integration of learning resource services with all aspects
of curriculum and instructional development in the school”
(p. 41), and stress the need of individual learners
for a variety of learning experiences. But they stop
short of deleting the word "services" in the defining
of the function, as the 1975 American standards had

done.

The Concept of the School Library Media Centre Today

Harold Shane (1977) wrote: "If we lack a clear
vision of the future we seek, we lack both goals and
the guidelines that help us to reach them" (p. 14).
The national standards for school library media centres
(culminating in the 1975 American standards) have provided
the clear vision from which have followed goals and
guidelines. The ideal school library media centre which
has emerged is an integral part of the instructional
process of the school, offering essential processes,
functions and resources so that the school can accomplish
its purposes. It reflects the application of educational

technology, communication theory, and library science,
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in an attempt to make teaching more scientific and to
match learning resources to user needs. The standards
maintain that a school library media program is essential
in providing quality education.

Beswick (1977) notes that throughout the development
of school libraries there has been continuity:

On the one hand, the wealth of recorded information

and its producers (authors, editors, directors,

photographers, researchers) and on the other

hand, the readership and audience, the people
needing access not only to the items stored

but to their subject contents. The task is

to devise an organization that gives the greatest

and most flexible access to the items and

their contents, in a manner that takes note

of the needs and the habits of the clientele....

There is a sense in which this task has remained

the same since libraries began. (p. 62)

The standards for school libraries have focused on the
way to perform this task from C.C. Certain's first standards
of 1918. 1In these standards, and all standards since,
the collection is to include all forms of media, and
the school library is to be an integral part of the
instructional program of the school.

The concept of the school library has expanded
to cope with the increasing number of formats used to
record information and to meet the requirements of the
curriculum. The new methods of teaching and learning,

ranging from the enquiry approach to independent study,
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demand different strategies for teaching and learning.
The move from school library to school library media
centre indicates a different approach to teaching and
learning; a move from reliance on a single textbook,
a chalkboard and a teacher to a much more complex concept
whereby knowledge is sought in many foéms, with the
school providing learning experiences which will help
the students successfully meet the demands of a modern
society. Media Programs: District and School (AASL
& AECT, 1975) sees the user involved in the following
kinds of activities:
1. Finding needed information on an appropriate
level and in an acceptable format.
2. Selecting and using appropriate means
for retrieval of information in all media
formats.

3. Obtaining resources from the media centre,
local agencies, and networks.

4. Communicating in many modes, demonstrating
an understanding of the structure and
language of each mode.

5. Utilizing instructional sequences of tested
effectiveness to reach personal and program
objectives.

6. Designing and producing materials to achieve
specific objectives, as well as using
materials designed and produced for them
by the media staff.

7. Employing a variety of media to £find,
evaluate, use and generate media.
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8. Enjoying the communication arts and gaining

inspiration from them.

9. Receiving assistance, both formally and

informally, in the use and production
of learning resources.

18. Functioning in learning environments that

reflect their developmental level as well
as the tasks at hand.

1l. Locating space in which to accomplish

a variety of activities responding to
curricular and personal needs.

12. Participating in the formulation and imple-

mentation of both general and specific
media program policies. (p. 5-6)

School library media centres should reflect the
goals and objectives of the school program. Haycock
(1982a) sees the school library media centre program
requiring teachers and school library media specialists
to work co-operatively, "to plan and implement units
of study as teaching partners" (p. 241). This is a
current expression of the role which the standards have
outlined consistently since 1918, that the school library
be an integral part of the school. Fargo (1947) stated:
"It goes without saying that the basic aims of the library
must in the last analysis be those of the school itself"
(p. 21). Robb (1984) wrote, "Librarians are so central

to education that a seasoned educator can look at a

school's library and its usage and obtain from it the
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best single indicator of the school's quality and effec-
tiveness"™ (p. 126). The ideal which the school library
standards provide is one in which the school library
media centre is indeed at the very heart of the instructional

program of the school. Davies (1979) described it:

Direct involvement in the instructional process
requires that the school library media specialist
become directly involved in the total teaching
and learning enterprise. Such involvement
requires that the library media specialist
develop and maintain a library media program
that will serve as the launching pad for learning
to take off, will provide not only the fuel
to power the thrust for learning but also
the flight plan, and then provide the needed
expertise in readjusting the flight plan to
accommodate unexpected adventurous flights
of fancy. "The heart of education is the
student learning," and the responsibility
of the library media specialist is to humanely
and creatively manage the library media program
so that learning will become more lastingly
significant, more permanently meaningful,
and more personally satisfying. (p. 32)

Such a concept is indeed a challenge to implement,
for it is a vision of the school library media program
as "an instructional force for excellence" (Davies,

1979).

The Role of the School Library Media Specialist

Media Programs: District and School recommends

that the school library media specialist have a master's
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degree in media, from a program which combined library
sciences, educational technology and curriculum studies.
The Canadian School Library Association (CSLA) prepared
a report on the qualifications for school librarians
which was approved by their annual meeting in 1979.
These qualifications are in agreement with the ALA recom-
mendations, and are recommended as guiding principles
for the education of school librarians. The report
recommended that a valid teaching certificate and successful
classroom teaching experience be prerequisites for entry
into a program, and that programs should be offered
on graduate or post-baccalaureate levels only. It further
stipulated that the program should reflect the integrated
approach, combining print and non-print information.
In such a program, the school library media specialist
is seen as, "A highly skilled teacher, able to function
on the school team as a professional with competencies
from teacher education and classroom experience as well
as competencies from school librarianship and media
services"™ ("CSLA Report", 1980, p. 3).

in the School Curriculum, published by the Ontario Ministry
of Education in 1982 as a resource guide to help educators

use library resources effectively, examined the role
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of the school library media specialist. It identified
six major responsibilities which help define the role.
Curriculum Development

The school library media specialist has an important
role to play as a partner in planning, implementing
and evaluating the curriculum. If teachers are not
to rely on a single textbook but create learning experiences
tied to the students needs, they will need professional
assistance in designing situations in which learning
will take place. Objectives will need to be formulated,
needs assessed and materials will need to be chosen
carefully to meet the curricula needs. The school library
media specialist must be involved at all levels of planning,
helping in the decision of what to teach, how to teach,
and how to evaluate what has been taught.

In order to fulfill this role, the school library

media specialist must have knowledge of:

1. teaching theories, methods and practices;

2. subject content and curriculum design
and implementation;

3. how to select, organize, administer, and
utilize instructional media and equipment;

4. types and kinds of instructional media
and media content;

5. the science and art of communication;
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6. how to integrate the resources and services
of the library media program with the
ongoing instructional program;
7. how to make instructional technology a
viable art; (Davies, 1979, p. 64)
Partpers in Action (Ontario, 1982) provides sample
planning guides to be used by teachers and school library
media specialists, as they work together in curriculum
development. One sample breaks unit planning down into
the steps of: goals; aims; objectives; unit development
including persons involved, time allotment, unit content,
resources, teaching strategies, and learning activities;
and evaluation techniques of the student, of the process,
and self-evaluation of the teachers.
Robb (1984) sees the curriculum role as central.
He stated:
School libraries and curriculum connections
can be very simply stated. Inmy view, librarians
ought to be prepared to be the curriculum
coordinators in the school, reporting directly
to the principal, working collaboratively
with teachers to articulate learning resources
with lesson plans, and serving the special
needs of individual children and classes.
(p- 125)
Instruction
Haycock (1982b) claims that "the single most important

role of the teacher-librarian is cooperative program

planning and teaching with classroom teachers" (p. 5).
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This involves teachers and school library media specialists
planning units together, and then participating in team
teaching, with the library media specialist assuming
the main responsibility for the teaching of learning
skills. This provides opportunities for effective use
of learning resources, and the integration of media,
research, and study skills with classroom instruction.
Where the teaching occurls may vary. The library media
specialist may go to the classrooms, or the teachers
may work with groups in the library media centre.

Skills necessary for learning have been listed
»by various organizations and individuals. Perhaps Davies
(1979) has the most comprehensive listing, with over
fifty pages of a Thinking-Learning-Communicating Skills
Continuum, K-12. The CSLA Report (1988) lists, as an
indicator of competence, that the library media specialist
can "develop cooperatively with teachers a sequential
list of media, research, and study skills for cross-
grade and cross-subject implementation" (p. 6).

Wall (1974) points out that the vital function
in education is the interaction between the adult and
the learner, and that a resource centre or library,
or any piece of technology or method, is auxiliary to
this interaction. All resources, he argued, must contribute

to or improve this interaction, or else they are "hindrances
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or mere gimmicks" (p. 7). One important ocbjective of
this interaction, he stated, must be to teach students
how to learn, "a capacity much more important than knowledge
itself since knowledge may go out of date, whereas skill
in learning is the key to all knowledge" (p. 11). Learning
how to learn independently is a matter of training,
and the school library media specialist is instrumental
in that training, acting as "the expert on how to learn"
(wall, 1974, p.l2). To teach students how to use a
card catalogue, an index, a bibliography, an encyclopedia
are obvious needs, but the skilled library media specialist
will also recognize other needs of the learner: to
evaluate and synthesize ideas; to make use of various
modes of presentation and information, such as the verbal
and the visual; to know how to ask the right questions;
and to look for other sources of information in the
instructional process:

The heart. and soul of a resources collection

is not material at all; it lies in the structure

of thought it exhibits, in the creative associ-

ations it provokes and in the opportunities

for training the young learner in how to learn

and think it provides. (Wall, 1974, p. 17)
sel 5 £ L : R

If the school is to design effective learning environ-

ments, then the resources selected must be carefully
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matched to the needs of the curriculum, the learner,
and the teacher. The library media specialist must
know the curriculum, and by cooperatively working with
teachers assist in the difficult task of providing the
learning resources that will suit the teaching strategies
employed by the teacher, and also meet the varying abilities
and learning styles of the students. This involves
keeping up to date with new learning materials, new
equipment, new teaching strategies, as well as new theories
of learning and technology. To realize pre-defined
objectives the teacher may need help in designing the
instructional package. The library media specialist
must realize the strengtﬁs and weaknesses of different
forms of media, and be willing to assist in determining
which format will best suit the learners' needs.

The CSLA report (1988) listed selection of learning
resources as a basic competency needed by the library
media specialist. Indicators of that competence included
the ability to:

1. develop and implement criteria for the

evaluation and selection of a wide range
of resources;

2. develop policies and procedures for the

selection of learning resources which

meet curricular, informational, and recre-
ational needs;
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3. build a collection of bibliographic and
evaluative sources to provide current
information about learning resources and
equipment;

4. organize teacher involvement in the preview,
evaluation, and selection of learning
resources;

5. developextensive "consideration for purchase"
files of book and nonbook media. (p. 5)

The literature is unanimous in advocating a team
approach to selection. The library media specialist,
the teachers, and the administration all have parts
to play. The teachers have insights into the subject
matter, the needs of their students, and as well they
are the best judges of the usefulness of items for the
specific purposes they are considering. Since they
are the ones constantly involved in the teaching/learning
processes, they have vested interest in insuring the
wise selection of the school's learning resources.
Library media specialists, whose main function is to
provide "the essential processes, functions, and resources"
(AASL & AECT, 1975, p. 1), so that effective learning
and teaching can occur, will have special training in
selection. They will develop criteria to use in selecting
any resources, with views on the qualities of good visuals
(whether photographs, charts, or illustrations), or

the potential for most software (whether audiotapes
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or computer software). They will have particular interest
in sources of information, and techniques for producing
resources when that is necessary. They will have knowledge
of the entire collection, not just that of a particular
subject or grade level, and expertise in locating by
subject or title any item in the collection needed for
a specific purpose. They will also have the ability
to probe and ask questions of the users (whether teachers
or students) to draw out what is really needed, in order
to select wisely. They will contribute most to the
selection process in the long-term planning for building
a collection, as well as in their training and experience
in the use of bibliographical and other selection aids.
Skilled library media specialists can anticipate needs,
close gaps in the collection, and in cooperation with
colleagues, can prepare for subsequent demands. They
have the time and the responsibility, while teachers
are busy with classes, to use selection aids in order
to find resources which can be provided for examination
by the subject or classroom teacher.

Selection of the learning resources determines
the success of the library media program and cannot
be left to chance or whim. Every school will need to
have a policy for the selection of media which will

outline the role of teachers and library media specialists.
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The principal's role is crucial here, to see that policy,
in keeping with the district policy, is formulated and
implemented.

Media Programs: District and School (AASL & AECT,
1975) accurately describes the media collection as "the
essential informational base of the instructional program"
(p. 62). Selection policies and procedures, approved
by the Board of Education and reflecting the objectives
and priorities of the school, are seen as an essential
part of building a collection. Such policies will outline
the responsibilities of the school library media specialist
and provide the support needed for the cooperative process

which selection requires.

Consultation

The school library media specialist is involved
in the identification of teaching and learning strategies,
in working with teachers in selecting, evaluating and
producing learning resources, and serving as a consultant
in planning effective learning activities. This role
requires that the library media specialist make time
to keep informed on new developments in educational
media and technology, as well as educational theory
and methodology, and assume general responsibility to

share such knowledge with teaching colleagues.
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Media Programs: District and School (1975) see
the following activities encompassed in this role:
participating in curriculum development and implementation;
recommending media application for specific purposes;
serving as learning resource specialist; developing
user understanding of the strengths and weaknesses of
different media formats; planning and providing instruction
in how to use the media centre and learning resources;
helping students develop good study habits, learn how
to be independent learners, and learn critical thinking
skills; helping students develop competencies in listening,
reading, and other communication skills; helping users
to find, use, abstract, translate, synthesize, and evaluate

information.

Management

The school library media specialist must have the
ability to manage the school library media program,
in order that these services may contribute to th-e educa-
tional goals of the school. One important activity
in this function is to establish an effective system
of processing learning resources. This will include
ordering, cataloguing, physically processing, and
distributing materials and equipment. Both AASL and

AECT (1975) and Branscombe and Newson (1977) recommends
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that such technical duties be centralized at the district
office level, or that commercial processing services
be obtained. Robb (1984) explained why this should
be so:

If librarians are to function effectively

as curriculum resource people, they cannot

afford to spend much time processing books.

This should be centrally done by the school

system or by the book vendor. The bulk of

a librarian's time should be spent with pupils

and teachers. (p. 125)

The supervision of media personnel is an important
management function, and includes supervision of voluntary
as well as paid media centre staff. If parents and/or
students are involved as volunteers then training sessions
are required, and this is the responsibility of the
library media specialist. Increasingly, if the library
media specialist is to be directly involved in the teaching
and learning process and the other roles outlined by
present standards, the library media program will require
other personnel, such as technicians, and clerical assis-
tants. The AASL and AECT Standards (1975) recommends
staffing for school media programs: a school of 500
students would have 1 head of media program, perhaps
another professional staff, 1-2 technicians, 2-3 media
aids, for a total staff of 4-6 (AASL & AECT, 1975, pp. 34-
as5)is .
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A quality library media program requires careful
planning. The planning of the facility itself, if new,
or the organization of existing space, requires careful
consideration to ensure that space is used carefully
to provide for as many functions as possible. Collection
development, planning for future needs, and determining
present priorities are all time consuming management
functions.

It is the responsibility of the library media specialist
to prepare a budget for the library media program.
Since the resources used are the "informational base
of the instructional program" (AASL & AECT, 1975, p. 62),
teachers and administrators will be involved in this
process. The resourcesneededwill reflect the instructional
priorities of the school (for example, new computer
software programs may be required if the school is to
realize its objective of providing each student with
a computer literacy course), so the school principal
may have to fight to secure the necessary funding.

As an efficient manager, the library media specialist
will have numerous administrative tasks to perform or
administer. Production services may need to be established
and maintained; learning resources, including books,
equipment, and various forms of media, will require

maintenance.
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Program Advocacy

Partpners in Action states that the school library
media specialist has a responsibility "to interpret
the role of the library resource centre in the teaching
and learning activities of the school to the principal,
teachers, supervisory officers, parents, trustees, and
students" (Ontario, 1982, p. 13). Burdenuk (1984),
Haycock (1984b), and Birch (198l1) all argue convincingly
that school library media specialists have to take an
active role in a campaign to draw attention to the importance
of school library media centres in providing quality
education programs. As Burdenuk (1984) exclaimed:

Teacher-librarians must stop blaming others

for not understanding the role of the library

in the school. They must also stop believing

that eventually good will triumph and everyone

on the school staff will see the light and

come to believe in the importance of the library

in the educational process. (p. 20)
An active program advocacy role will demand that school
library media specialists have a clear perception of
their role, and that they communicate this role to members
of the staff. It may also require an involvement in
the community, seeking support for school library media
programs.

Some writers, in particular Haycock (1988, 1982,

1984b) and Burdenuk (1984) see the survival of school
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library media centres depending upon the success of
program advocacy. Haycock (1988) sees it as a role
requiring commitment and dedication, as well as an awareness
of the political process. He concluded:
Start with small groups and build influential
contacts. If we really believe in the product
then we must get out and sell it! It is crucial
that we be articulate and assertive! If we

don't speak for the best library services
for the young, no one will. (p. 4)

Summary

Since the Certain Standards of 1918, the concept
of the school library has been the same: to provide
a multi-media collection as the informational base for
the instructional program of the school; to function
as an integral part of the school; and to be staffed
by a school librarian who has dual qualifications, that
of a teacher and that of a librarian. The introduction
of new formats, the findings of educational technology,
the increase in knowledge about how children learn--
all have influenced the school library. Since its begin-
nings, however, the school library has attempted to
put curriculum theory into practice, to be at the forefront
of education, interpreting new technology and new curriculum

theories, translating the new thoughts and ideas into
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practical activities and teaching strategies. Today
the concept of the school library media program advocates
resource-based teaching and learning, planned educational
programs that actively involve students in the meaningful
use of a wide range of appropriate print and non-print
resources. Teachers and school library media specialists,
working together as teaching partners, will focus on
the learning styles and learning needs of individual
learners. Teachers may select from a wide range of
learning activities, locations or facilities, and resources,
to create curriculum plans that actively involve the
learner.

To transform the traditional school library into
a school library media centre that is fully integrated
with the school's curriculum is a major challenge.
It will require an understanding of the school itself
as well as an understanding of how to plan and manage
the changes that will be required. For that reason,
it will be necessary to first examine the school as

it currently exists.



Chapter III

THE WORLD OF THE SCHOOL

Introduction

The school does not operate in isolation but is
very much a part of its community, society and times.
Sarason (1982) has been instrumental in establishing
the importance of the culture of the school in any attempt
to introduce change. But factors outside the school
are also important in establishing the type of environment
in which educational change is possible. Many seemingly
good ideas are never implemented because they are not
introduced at the right time: they may be costly at
a time when money is scarce; they may require trained
personnel who are not available; they may be based on
a philosophy of education that is not widely accepted.

The industrial societies of the world have recently
faced major social and economic crises. Unemployment
rates have been high; inflation rates have soared.
Although government measures have reduced the rate of
inflation, the effects of the recession are still being

felt. 1In Canada over one million Canadians are presently
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out of work. Despite talks of oil production and prospects
of a more stable economy, Newfoundland has imposed a
freeze on wage increases for government workers, including
teachers. The Canadian Teachers' Federation (CTF),
concerned with this situation, commissioned a study
by Burke (1984) to examine the economic recession and
its effects on the quality of education. Burke concluded
that a depressed economy can affect the gquality of educa-
tion. The study includes quotations from teachers who
tell how the economy has affected them. A New Brunswick
teacher stated:

The outlook for the 1983/84 year looks much

bleaker due to projected cutbacks in school

personnel, money for school supplies, supply

teachers. We are faced with fewer recreational

programs in the fall, restrictions on the

use of school buses.... We now have to account

for all the paper we use to duplicate and

teachers have to buy many supplies previously

provided by our school budget. (Burke, 1984,

p. 9)
A Saskatchewan teacher reported similar effects. He
wrote: "Despite improvements in education (materials
and methods) the downturn in the economy has generally
prevented significant changes in area schools" (Burke,
1984, p. 9). The study concluded that there is no doubt
that teacher morale is low. The threat of budget cutting

and teacher layoffs has increased the insecurity of
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teachers, thereby lowering morale. An Ontario teacher
wrote:

The financial constraints upon the education

system are very noticeable. In our province,

the central government support is minimal.

They introduce all sorts of programs and curriculum

guidelines and then expect the local boards

to pay for it. Our particular board does

not have a large tax base and unemployment

is higher than average. Higher taxes hurt

a lot! As teachers, most of us pour as much

as we can into our jobs, but now stress is

taking a toll on us as well. (Burke, 1984,

p. 69).

It is little wonder that few districts or boards
attempt change in such a climate. Principals feel that
they are winning if they can only maintain their present
staff and program.

On the national scene teachers have been bombarded
with negative reports on education. Although most originate
in the United States, their impact is felt in Canada.
Newsweek (May 9, 1983) carried on its front cover the
headline: "Saving Our Schools; a Scathing Report Demands
Better Teachers and Tougher Standards", in reference
to the American report, A Nation at Risk, the report
of the National Commission on Excellence in Education.
This report and approximately a dozen others that were
published in 1982-1983, expressed concern that standards

seem to be falling, and placed most of the blame on
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the school system, recommending changes in the present
system. The reactions to these reports are reminders
that the school is indeed a part of its society. Block
(1983), a superintendent in Minnesota, angrily reacted

to A Nation at Risk which he called "a foul shot at

American education" (p. 183):

Mediocrity? Maybe--but we know the roots
of it. We are a nation that has become so
materialistic that we refuse to give up the
second snowmobile or the second car or the
bigger house or the speedboat so that we can
pay for excellence in education. (p. 183)

Chandler (1983), a secondary school teacher, believed
that teachers would try to change in response to the
mood of the nation, but he too recognized the shortcomings

of A Nation at Risk:

The Commission chooses to ignore one fact
that teachers cannot forget: we are members
of a larger society, and although we like
to think that we have great influence on our
students--and, through them, on U.S. culture--
we face stiff competition for children's time
and attention. But we teachers will try to
implement as many of the Commission's recommen-—
dations as we can, since

reflects the mood of the country and we teachers
are experts at responding to the country's
mood. (p. 182)

Schools are very much a part of their society and the
1980s is not a particularly good time for schools or

teachers. To understand the world of the school it
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is necessary to look beyond the school, at the external
factors which affect it, and which are a major influence
on what changes can or will be implemented. Since this
study is primarily concerned with the implementation
of a school library media program, the focus will be

on the factors which will affect such a program.

Characteristics External to the School District

thoia) T £ Ed :

In Canada education is a responsibility of the
provinces, hence provincial departments of education
play a major role in the development of school library
media services for the provinces. In Newfoundland,
The Schools Act (1978) delegates responsibility for

the provision of school libraries to the school board:

12. Subject to this Act and the regulations,
every school board shall

(e) wherever possible, provide and make
regulations respecting the operation
of, a suitable library for each school
under its control, equip each school
with the teaching aids required for
the proper instruction of pupils
and provide such recording, reporting
and testing supplies as are necessary
for the operation of the school.
(The Schools Act, Revised Statutes
of Newfoundland, 1978, Chap. 346;
Amended 1974, No. 28)



5

All provinces in Canada have similiar legislation (Haycock,
1982a), and they have the right and responsibility to
articulate the educational expectations for the schools.
Goodlad (1984) in a comprehensive study of the
role of the state in education in the United States,
noted that at the state level, leaders were reluctant
to delineate precise requirements for local districts
or schools. He concluded that the goals for education
as articulated at the state level provided no clear
mandate to the schools:
My ﬁajor conclusion from perusing most state
guides to education in schools is that this
entire area is a conceptual swamp...there
remains enormous ambiguity regarding the states'
responsibility for leadership and execution....
Schools suffer from lack of a clearly articulated
mandate and so are peculiarly susceptible
to fads and fashions. (p. 48)
To avoid this, Goodlad's belief is that it is at the
state level that goals must be clearly stated. This
level of government is responsible for providing the
clear mandate to the schools so that they know what
is expected of them.
Goodlad's observations apply to educational goals
as defined by the provinces in Canada. The Newfoundland
legislation is a good example of vagueness. Who defines

what a suitable library is or what teaching aids are
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required for proper instruction? In Canada generally
there is not broad acceptance of a leadership function
in the development of school libraries by the departments
of education. A study of the four Atlantic provinces
and the three Prairie provinces by the Nova Scotia School
Library Association (NSSLA) revealed that, of these
seven provinces, only the province of Alberta has produced
guidelines and provincial standards for school libraries
("School Library Agencies," 1984). The Alberta document,
: 4 Poli Guideli : 3 1S tara
for School Libraries in Alberta (Alberta Education,
1984), is tied directly to the policy which the province
has adopted, "Students in Alberta schools should have
access to an effective school library program designed
to support and enhance instructional programs and to
provide improved opportunities for student achievement
of the Goals of Basic Education for Alberta" (p. 2).
Although the responsibility for "the development, imple-
mentation, and assessment of school library programs"
is given to the local school boards, the province of
Alberta clearly states that school library programs
"should be integrated with the goals and objectives
of the school's instructional program™ (p. 2). The
province assumes the responsibility to assist the local

school boards by: reviewing and updating standards;
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providing funding and consultative assistance; producing
professional resources and inservice materials; and
by providing recommended models for an integrated school
library program. The standards recommended are viewed
as "minimum rather than desirable" (p. 4) but provide
for a full-time school librarian and one or two technical/
clerical support staff for schools with 500-1000 students.
As demonstrated through the study of the development
of school libraries in the United States in Chapter
Two, standards are important in providing a vision of
what quality school library media programs should be.
The Alberta document stated: "there is a need for a
provincial statement of policy, guidelines, procedures,
and standards to guide the development and implementation
of effective school library programs" (p. 1). By providing
such a statement, Alberta Education has made it clear
to their educational leaders what the province feels
school library service shouldbe. Williams (1980) recognizes
this clear statement as crucial for top levels of management:
The attitude of management is the first and
by far the most important factor in improving
implementation. i i i
. But
"wanting it" does not mean that top-level
management can mouth platitudes about the
need for good implementation. Rhetoric is

not enough. Management must make the hard
choices required to institutionalize implementation
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as a critical part of programmatic activity.

(p. 181)

Goodlad (1984) leaves no doubt of his views on
the need for the state to be held accountable "for articu-
lating a comprehensive consistent set of educational
goals for schools"™ (p. 275). Without clear direction
from the state, he noted: "Current expectations for
schools constitute a hodgepodge.... Principals and
teachers often are caught in a paralytic inertia created
by the bombardment of changing and often conflicting

expectations" (p. 275).

In most provinces, departments of education do
not support a strong school library office at the provincial
level. Haycock (1982a) found that "the norm is one
professional position, working in a consultative capacity"
(p. 241). The NSSLA study ("School Library Agencies,”
1984) found that in Atlantic Canada, the consultant
was the only member of the provincial school library
unit. "All consultants had access to secretarial services,
but none had full-time secretarial, clerical or technical
support®™ (p. 6). In Manitoba a larger provincial staff
was reported; inciuded were a supervisor, a library-

media consultant and a secretary.
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Davis (1988), the school libraries consultant with
the Manitoba department, saw her role as being that
of a change agent. Whatever the concern, she points
out, "the provincial coordinator is viewed as the-one-
to-see-about school libraries" (p. 9). Given authority
by virtue of the position within the government hierarchy,
she argues, the provincial consultant can help clarify
the school library media concept to those working in
schools, but equally important, the consultant can be
an advocate for the concept within the department of
education. ‘

Viewing her role as that of being a catalyst for
change, the position permits her to visit every district,
talk to many educators, see new programs in action,
and communicate her insights to others. This face-to-
face personal contact is seen by House (1974) as a critical
factor in the spread of an innovation: "Who knows whom,
and who talks to whom are powerful indicators of where
and when an innovation is accepted, or if it is accepted
at all" (p. 6). As Davis (1980) shows, the provincial
consultant is in an excellent position to fill an advocacy
role.

The Prairie Provinces place considerable emphasis
on printed services to schools. The NSSLA study showed

that all three provided brochures on several topics
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to schools. Manitoba provided manuals, bibliographies,
curriculum guides and occasional papers for both trained
and untrained library personnel ("School Library Agencies,"
1984).

All the provincial consultants provide opportunities
for inservice training. The general pattern is that
of irregular visits to schools and districts in response
to individual requests, with fifty to one hundred school
visits reported annually by three of the consultants.

Workshops are also arranged upon request.

- 1 ip jncial prof ol AR

In tracing the development of school libraries,
particularly in the United States, it becomes clear
that a strong professional organization is necessary
to articulate the function and the role of school library
professionals. Professional gains occur when teachers,
school librarians, administrators, parents, and other
members of the community share a common vision and work
together to realize them. The American Library Association
(ALA) and the American Association of School Librarians
(AASL) , in association with the Association of Educational
Communications and Technology (AECT) have been responsible
for the formulation and publication of standards for

school library services which have had major influence
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in school library development in the United States,
Canada, Britain, Australia and New Zealand. Educational
associations, such as the National Education Association
(NEA) and National Council of Teachers of English (NCTE)
have a long history of supporting school library interests.
Cooperative ventures between ALA and NCTE have led to
joint publications such as basic book collection lists.
Professional articles are published in the journals
of the professional associations, such as ALA's Booklist
and the AASL's School Media Quarterly.

In Canada, the Canadian School Library Association
(CSLA) was formed in 1961 as a division of the Canadian
Library Association. Since its inception it has promoted
school library service, most notably through its publica-
tions. It published Standards of Library Service for
Capnadian Schools in 1967, and a subsequent edition of
standards, Resource Services for Capadian Schools was
prepared jointly by CSLA and the Association for Media
and Technology in Education in Canada (AMTEC) in 1977.

There is little doubt that CSLA has served an important
function. However as Wright (1979) pointed out: "the
real strength of Canadian school librarianship remains
at the provincial level"™ (p. 15). Practicing school
teacher-librarians do not generally join CSLA, choosing

instead to be members of the special interest councils
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within their provincial teachers' associations. 1In
1977/78, Wright (1979) discovered that there were 3,360
members in provincial associations, while CSLA only
had 708 members. One major reason why so few school
teacher-librarians become members of the CSLA may have
to do with CLA. At present, to become a full personal
member of CSLA it is necessary to join the parent organi-
zation, CLA. However, studies have shown that most
teacher-librarians have little in common with most of
the CLA membership. Teacher-librarians see themselves
as professional teachers, not professional librarians.
Haycock (1984a) recently surveyed teacher-librarians
of the Vancouver School Board, all of whom are members
of CLA/CSLA. They indicated that neither of the CLA
publications, (Eeliciter and Capnadian Library Journal)
met their information needs.

CSLA tends to attract a different membership than
the provincial associations. Wright (1979) observed,
"CSLA...has attracted a 1limited but influential membership:
those with professional library degrees, those with
full-time library positions (mostly in secondary schools)
and those who are supervisors or consultants at district
or provincial levels"™ (p. 15). Haycock (1984b) believes
that the problem with CSLA has to do with differences

in professional orientation. He maintains that school
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libraries are quite different from other libraries,
and that the school librarian's connection with libraries
in general has only served to confuse the perception

of the role. He stated:

I personally feel it may have been a mistake
that we ever used the term school library
and school 1librarian. Everyone has their
personal vision of the purpose of a library
because of their own experience in a public
library or university library--I would submit
that this is totally irrelevant. The school
resource centre serves quite a different function
from other types of libraries, due to an emphasis
on teaching young people how to process and
use information. Even the subtle move to
the term "teacher-librarian®™ designates the
school librarian more clearly as a teacher
and member of the teaching staff. And, of
course, most school librarians are not professional
librarians at all, we're teachers, professional
teachers, and should be proud of it. (p. )

Most school librarians are teachers, and the role which
is demanded of them in the latest standards requires
that they have training in curriculum development and
instructional development as well as in library science.
The developments in educational technology and instructional
development, now seen as essential to the school librarian's
role, lead some school library media specialists to
consider membership in the Association for Media and
Technology in Education in Canada (AMTEC). The association's
professional journal, The Canadian Journal of Educational
Communications carries articles of interest on such
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3 topics as conputér techn‘ology, tel,a.visic;n stud-ies', visual_
literacy',_ and Telidon. However, exa‘m\_i;nation of the
‘c\ur:ent pnesldent and board of directorn reveals that
the gréanizatian"bends to draw its 'memberahip from uni< -
ve'x:s:].i:ies, technical colleges and’school‘ noard district -
) < ‘ offices:v Instead of professionala in library science,
D: :" "“ " AMTEC appeals to p:otesai.ona].a in educutional technology. .
It appeara that p:ofessional teuchera who apecialize
)\\‘ in tne gields pf lib_:ary sciénce and edugatlonal technolqu -
nave' cre.at'ed a unique pnofess'ion Eor which theré 15
at p:esent no: national associaticn which* fulry meets
! theu needs. Hamilcon «(1984)%, a pa_st president of CSLA;

saw the need for a hew national organization:
< My  energies would. go to rthe 'Association that
can provide leadership for school libraries
‘in Canada as-the provincial teacher-related
agsociations do for school libraries ;in each--
p:ovﬁme. CLA has never fully been able to
T R R . "understand" the school ‘librarian or the 'school o
= g .- library "and that has been Yeflect.ed in its .
\ . relationship with CsLA.  (p. 19) d
5 ) Haycock (1984a). is pe‘rhqps Canada's strongest advocate
\_\\\ Eot a new ozganizatl‘?n: "I} now conclude (:.hat Canada
T " needs ah o!ganizut:ion of teacher- -1ibrarians at the national
level, aeparate Etom the 1ibra:y community as a whole"

(. 20). g A S




uality schooll library service is. ‘l‘he standards

ol !.ibn:ies, .described in’ chapte: Two, were

. develgped by the national associations and were instrumental

in' promoting school 1ibuz1es at the. statg and local.

level. National standards and national ~pub_11catiox{s

-can give 1euﬁer5h-£p—to the development of school:llbtaria'n—'

ahlp, ‘but this will only occur if the ytofesaion o:ganizes
for common gonls afid purposes. Only then‘can the profession
speak cleaxly and unequivocally of what a school libzary

media program should be.

Qualifications of School Librarians
Part of %the confusion pvé: the role of the school

. N
librarian can be traced to the lack of consensus at

the national level as to what qualifications are necéssary.‘ .

: qsz'.A felt that they V_had-‘aat'lsfaéto_rny anawe:e.d the

" question of qualifications in‘1979 when they identified

nine areas of competencies, a!ter extensive :eaearch ‘

and congultation with 158 leadera in the field. 'rhey ’

saw the school librarian as: «

A highly skilled teacher, able to function
on the school team as a professional with
competencies from teacher education and classroom
experience as well-as competencies from school,
librarianship and media sgrvices.... in- tha

i &

I



fo:ef:ont of curriculum and professional develop—
. ment services; ...familiar with the full range
of| instructional strategies and learning styles,
. e .able to organize time, persorhel, and materials
| to'\maximize utilization of each and...active ,
- in \professlonal concerns within the school |
a)nd\ di\atrict. ("CSLA Report™; 1988, p. 3-
3 N it A £

'\ To pegfo: ; thi§ :olle,z“whlch r'.e..flectsl tk.x-ev x::o‘de:n co}ncept

of the s‘{nool library media. specialist ‘d'eac‘ribe"i in
,chapte: Two, demands cpmpetencies in: admin‘latution;‘,
selectionl acquisition, organization qnd circulatidn;'A
reading, listening and viewing guidance; design and
ptoductlon of learning resources; information anq reference
services; promotion of :gs(lwtces.‘ And servicés,- ‘cooperative
program#planning and teaching; and professional léade:ship.
) . In Canada there is presently diadg:‘eement within
the professlc;nal community as to Thow best to train school
1ibra:1ana; either a Master's degree in Lib:aty Science

[ ——’(HLS) with a school 11b:ar1anah1p concentration o: a

/\-- in learning reaourcea nnd school lib:arianahip. l'l‘o
/ resolve this p:oblem CSLA developed a Recommended Currxiculum
mmumwnmm vhich\nccmmended
- '. ) " better communication betw_een faculties of education
and lilb:vy sclence, 1n.c1udin'g the possibilit’y of transfer:

of credit and cross-listing of courses where possible.

-Haycock (198la) who chaired' the CSLA committee which

| ' Haster 8 degree in Education (M. Ed ) with a concent\rattong
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led to the ptopoéed curriculum, reported the reaction

of The Canaélan Council of L;brq:_:y Schools, (a body

.composed of the dean and one faculty member from each .

library school in Ca\nad‘a).:i ]

The "scholars” rejected the recommended curricalum
quickly and with minimal discussion., From
later reports it is obvious. that few . 'read
, the document ca:efully. let’ alone examined-
research in this field. “An MLS degree, regardless
of relevance, is the only -approved ticket
to professionalism. Period. \(p. 5) -

N

-This_qua:ul over training can only serve to weaken

the profession. It has c_ohtri_l;uted to confusion in

tl;e perception of the role by- school administratozé, -

R supe:viso:s and school librarians. Those who a:e to

work ‘as nchool lib:arians need the specialized t*aching

_skllls requlred to plan cooperatively withiaasroom,

taacbe:a and to team teach units which integrate study

or lnformntion skilla, as we].:lJ as the skills necessary.

to pzoceaa and use :I.nformation, regardlesa of its format.

The ngeda of the school library profession’ should be

' paramount, not the affiliation, accreditation or. lack

of accreditation of deg:ee-qtantlngAinstxtu&iqns.
mnlmgn:_md_uag_nm

Loertscher (1958), Jones (1982) .apd- Beswick (1983)
are among those who feel’that shendu:ds for school library
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nmedia programs shou].d derive from a strong :eﬁarch .
base. 'Beswick (19&3) wrote:

-~

: Librarians! fervent advocacy of the schoél
6 library as a major force for good within the
school system (and the harsh criticism sometimes - .
¢ direoted at schéols and teachers not entirely
. convinced of the true faith) rests not on .
- a thox}ugh grounding in- educational thought- "~ . RN
) and practice, but on intuition,  the understandable s
)’ prejudice of their personal position, and,
. a warm-hearted belief in individual developmenc
which they-have rarely fully thought through.
N * "Their -descriptions of what’ fs involved in
% . information-using are often quite naive..
. . They can be sympathetically described as repre-
£ ' senting "the school.library-religion", lacking
a soundly ‘worked out theory, lacking a=2solid

i-\>, . / oL evidential base. (p. 2

"Sch;ol library xelitjion' is not sufficient if the school

i 7 llbrazy media program is t:o be successtvl—‘u—.‘mm*'*)"‘—
C

{
{

(1982) 'obse:ved, the present quantitatlve standards

“for .school libzary media programs have no data to auppo:t
them. In ag:eement with Beswick (1983), he stated: -
'1: is time that the p:ofession began to realize that
much of oug body of 'truth' may well rest on ul;np:
pnst practice, bel!.ef., emotign', ar;d intuition :athé\x
7" than the findings of research" (p. 16). If school. lib:ar\—
‘ ianship ‘is to. be t:eated with respect, the standnx‘ds
for school Ilbrary mediu programs must be-based on carefully

-

focused reseurch: studiea.




'J.‘he‘ Amet\ican usochtion of School Libxarians,
in :ecognitlon of this nee\if has focused on’ research
"and achoo-l lib:aziansbip in ‘their official Jou:nal,
s:hmuihunr_n‘édu_mmmnx. A'regular ‘column ‘entitled
“Cuprent Research” appears in each issue, (while.special_
features appeuz' 'i‘n“wh:i;:l;" entlzo issues are .deyoteé to
‘.Reaea:ch and SChool Liburianship. The aésociation
also publiahed it

r a section

- of' which is devoted to Reseuch and. Davelopment.

".Athis emphagisl.o_extacher (1983), w;iting in the .ss:hgnl'

Library Media Quarterly observed:

We now f£ind ourselves in the midst of creating .

— standards for school Iibrary media centers’
for the sixth time in five decades. Unhapp!.ly,___
.our research base is not much better than
that available for the last several editions..-
The task, therefore, will again rely heavily -
on’ "best professional judgeément" rather than
upon ‘traditional ‘evidence. “The temptation
will be t® repeat again the'platitudes of
‘the past that already lack credibility by~
Tajo;‘)aegments of the educational community—-‘
“(p. ‘

. He cites that the 1975 standazda, if implemented, w'c'mld

mea-n—a “budget of .$248,000 for a high school media centre

serving ‘twelve hundred students, and asks, 'Jusﬁ who 3

do we thlnk we a:e trying to k!d?" (p. 74). Neither

in the Ur;_ite_d statgs nor in Canada do public .schools

1-
X /

have that m".é of fun&i'ng: " As Loertscher (1983) concluded: A

o
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de

' Bach person r’eading or wuting dtufts ‘for
our ,new standards will geed to keep up a close
watéh for platitudes versus supporfable state-

ments What can we truthfully say about the

worth of library. media centres to education?

While research ¢an.never give a complete answér -
(and hasn't even scratched the surface,)yet),

we must be ethical enough to reject grahdlose,

statements that have little or no basis in
fact. Our cxedibility is at stnke., (p. '/4)

\
If the concepf. of. the achool 11brary nedia cenc:e is

to be unde:atood, platitna and g:andlose st)éments
without busis in fact'should be avoided. In Canada

there is need for research and need for a nationnl publi-

cation *which will publish such research.

WhufﬂdﬂL_inumal of the Canadian School
_Library Association, cunently places emphuls on "Children's-

. literature and services and 'lib:azy 'matte:a' (ancock,

1984a, p.. 21) rather ‘than on teseatch and issues relatlng .

to school librarixnship.

Aaron (1982) revieqed 151 doctoral dissertations

on school library media programs compléted fram January,
1972 through Decembe:, 1980. she questloned ‘the\ggity
of much of f.he resea:ch. 'Unfort’unately, many lack
the skills to evaluate the quality o£~maenzch studies, ’
80 quest.{;nnble findings generated through defective
rJesea:ch de.signs'arefutilized to support inadequate

practices™ (p. 231). Seeing school library media research

PRy

o

\




.8, 3 ”“

. as ].ar»gel'y "noncumulativé and f_xl:agmeni:ai:y" (p. '233)',._

and considering present economic_ rgstl;aints, sh‘ev.recommends

th'at school libra'iy media’ érbfegsionals 'eoncem_-_"'rate '

’ _on priority areas. - Some " of 'the areas iaenti.'"fié‘d‘-'-by"_

|

'Aaron as being priority areas need:.ng more resLazch

. . I
included' . o g i . fy‘

0 s.tndi.aun_the_nagds_oi_the_ueu What infor ation

15 needed, how might it be used, hcw might it be obt ined,
how can the. school lib:ary media centre best meec‘ these'

v needs, what method of organization best meets teachers'A

and students' negds’ B .

-1 2. mnuuzhm.nhum:nhin Should services
be primarily foé teachers or students? How important
are the :ec:eational needs. of students? what ‘are the

implicution! of new cur‘riculum developmént and theories

. of ‘child develo ment?

3.

" is the role o the schoolw,library neﬁia‘centﬁ,‘e and new

technology? }iow can the new technology improve j.nstquégiidn? ;

. How can the u(qe of desirable technologies be best promoted?’

''What is thé role of the school library media'cent,te

for staff inservice?

media centre and instruction.. How best can the school

library media specialist work with teachers in planning,

‘91..



. b’,e bridged. - BPRN

. it : 92
implementing and evaluatiné 1ns[\:tuc:icn? Is it pessible
fo: teachers and school library media specialists to

work as partners 1n the insc‘:uctional p:oqkam? What

fattors mfluence such a relationsnip? How can the

. school 1ib:ary media centre best help students to become

» nE
independent learners?\ What fa(’:\:o:s facilitate or hinder

' changes in the school 1\ibrary media area?-

Many other areas have also been - identified by Aaron

"

\as needing. study. The‘ effe?ts of the school library
media program on teaching and" learning is a major';area,

~as is also the need of preservice and inservice education

] . ; |
_for school librdry media . personnel. Answers to these

and.other related areas <:an‘i gradually be’ dlscovgred :
through properly designed research studies. Such answers
are needed if school ‘libra "media programs .are to be
perceived as pzovid;ng necessa vy and quality services..

flesea:ch' need’ not be ¢ nduéted by those outside

* the achool. Loertscher (1989) advocated the need for

locally based resea:ch, where those presently working
in the schools would engage in research and communica’te
their findings to the profession. If formal and locally
baged tesearchers would share ltheir findings and cooper=-
at/tvely explore the« many a:ea‘r :equi:rling investigation,
the gnp' b&weer\\theoxy and practice might eventually
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Summpary

Factors outside the school system affect the perception
of the function of school library media centres and

the implementation of the imodern concept in the sghobls.

,*:\"rha need for a clear national voice cg_mmué!,c ing a

vigi f quality school library media service "J.s avident. -
A national p_rofesaionil as_aociatio}l_of st,;hool‘ llpta:ians.
could be a vital force in clarifying and developing
the concept, if. those currently involved in provincial.
associaéiops've‘re to unl.t:e'r;ationall'y. National standansds
and national leade:ship would help raise awareness at
the p:ovlncial and local level, and hopefully would
influence p:ovlncial guidelines for quality education
requiring strong library media programs. X - 3

The claims for school library media programs must

also be supporteéd by the findint;s of research. National

‘o:ganizntiona and institutions: of high,’e; education must

provide the leade:ship and resea:ch opportunities required
to substantiate the need for auch programs.

To 1mp1ement a p:ug:am of school lib:ary ‘media

services is to challenge the way moee-teachers presently

teach. To be successful a broad base of a'uppo:t is

| needed, -part of which will' come from institutions and

! associations located far away from the local school.

A vision of quauty school: libraries and high standards~

\
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‘o,rlginate at national and provincial levels, at departm!e‘h’ts
of education, and through findings of research into
teaching and le'arning. Houevet it should also be remenbered
that the formuwlation and endorsement of st:undatds are'
not in themselves sufﬂcient. There must be the constant
pressuce f:om those active in the p:oﬁeasion; there
musc be cooperation and suppon: f:on\ othe: educators;
theresmust be commitment from the ptovlncul departments
of education to shw ‘that séhool library media programs
_ are importanm there must be funds to provide the xesources.,
and personnel needed to ass;st in professional develop;\';ent

for the teaching staff.

Cha'ucteristic.n at the District Level

‘_\

School districts in Ccanada have had to contend

in recent years with declininq enxolments and declining

econdary enrolments in Canada

dollars.. Elementaz

in’1978-1971 to 4.7 million

by lzlp.ercen:;.' with predictions that
level of about 4\54ntf§§on in 1985-1986,

or 18 percent below the 1978-1971 high (Brown, 1985,

decllneg from
in 1983-1984,
‘they may reach §

- 4).’b’rh4a decline has occurred at thg same time that

provincl‘alugo'vernmex'\ts have experienced the effects '~

B -
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of the recession. The resullg' has been that money allocated
to elementary and secondary education has declined dra-
- « .

maticnlly between 1976 and 1981, "from 22 percent to
16 pe;cent, and the downward'trend is continuing “{Brown,
1985, p. 7). Brown also pointed out that since 1981,
spending for elementary and sectondary education- has
,mot been keeping ‘pace with inflation.: :

Burke and Bolf (1985) noted that school boards

have been unable to maintain the quality of educatmn.

After surveying 3,724 educators ac‘ross Canada in 191‘33,

they concluded that the school environment had deteriorated
in the previous two years, especia-liy "when it came
to availability of funds for xepairinglo: Leplacin_é
supplieé, equiEm\ent/aTri buii@ings, increased class size,:
professional development axid":gpply teachers" (p. 3)\.b

At the same time, school boards are faced with
the gg\und for new programs. Legislation. has been pasaed’
requiring schools to mainstream special education students
who ;equire special p:agfams and Eeachers- F}:‘énch immersion

has become popular, - :equi:ing the’ setting up of special

cIasses and hiring of bilingual teachers. In Newfoundland °
the introduction of grade twelve and a reorganized 'hign :

school program has meant that extra funding and ‘teacher,.

&llocations have been necessary in o:dgz ‘to offer the
full complement of elecéi\}e courses available,
) >

¢
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v ‘A’ further problem facing district off;l;:es_i.s t'hat:

o‘f redundant te/achers. .'l‘h'e collective agreements signéd

wiéh\teéche: unions demand that redundant teachers be

N given ‘first opportunity .for pi: -" if vac inﬂ uccu:

within the district. -For man local school boarda this
has p:even-ied the hiring of new staff members with expertise
‘desired within: the school system. . .

N HacIsaac (1985) saw this period as one in whic¢h
schools could " reth}.nk the m.ssion of schooling' (p. 261
The scarcity of resources: forces dist:icts to look at
what is‘basic to schooling and what 'is not. It is a

“time when those g;tempting to introduce change will

need to provide.good reasdna whi( the changé is "necesayy-‘,

and important. * ! . ) s

. e :
mmmmmnmmmmwnm
Not all ‘school boards provide auppprt Eoz scheo‘l

libraries. As Haycock (1982a) ° points o‘n: the nmge '
of services p:ovided will vary conaide:ably. The provlncial .
departments of educatlon, as not(—‘ea:lie:, delegate ‘
_this responsib'ility to the school districts and thev

mandate to the districts tends .n’ot to be cledr. Two -

notable e‘xéeptib‘ﬂa to this are the governments of Alberta

and Ontario which have clearly outl‘ine.d the;_sarviées '

that the district office ahould'pr'ovlde. The Ontario
s E -

v . S a
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:guide, mwm (Ontazio, 1982) :?cnmmended

gories: (a) consultant'services, Sb) :eseé\cﬁ and dea(eiop-
ment,.(cl curriculum ‘suppoxt, (d) technical su;\ ,rt,
and (e)- cooperative sharing. [;

Conaultant S.::Jbz-i g'g.ﬁ -

.'at.\l diutrlc\: level, is’ .to provide leadership in ‘the

»deveiopment of schocl 1ibu:y media programs in the

dchools. In orde‘r to fulfil this role, ‘the’ consultant -

“,acfs in anjd\'risory capacity for schoals in: planning ’

pzogra;ns, facilities and inservice programs on the
teaching staffy assisting in detezmining staffingy devd?ping
ae;\ection policies; ‘selecting and puxcvh‘?sing appropriate
J.euniné’ r‘uonrcea; '(Ex:ganizing the collection for effective
:et:iwal; deveioping a leaming-skilla continuum: designing’
.and producing new 1ea:ning :esouxcea; and intezp:eA:ing

und, communicating the library resource-centre needs

- to principals, supe“:visl::y personnel, school board .membe:a‘

. ‘,:and \bn:enga.

ﬂiy‘cq‘:k (1982a) noted that more and more boards '

Le placinq enphaais on staff development through profes-

libnai inservice p:ognms aimed at clarifying the role

' _‘o! theslibrary media specialist, and the ways in which-

v
that board setvicea be developed under f\b Qad cate-

5 The p:imary xole of the library media consultant,
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research and study‘akills can be fnteg:ated, Lnto_ the
inst'nict.ional prog‘t‘am through cooperative planning “ef
-units of study b} classroom teachers and school 11bxuy/
media specialists. He observed that boards which placed
pxio:ity in this ‘area rather than or more technlcal e
or business areas “have tended to maintain t‘f:ei: services
rather than see them reduced to a minimal 1eve1"' h;

times of fiﬁancial.:est'taint (p. 245). .

° The advocacy role’ pe:fo:med by the district office
consultantﬁ—;lso well documented in Canada, according )4‘
to Haycock (1982a). This role ig particularly impo:tant

in working with adminisr.zato:_s, board office personnel, \,
st:hool_ board members, and principals of the 5&90&5 /
in the dist:rict, to ensure an understagding of the ro}

of school ‘libruy media programs. - =

Research and Development

éyatematlc rgaea:ch; dngoing aaaessmeﬁt and long;
.range planning ue‘aeenlu fpart of the d;strict office -
function. ‘ The Tib:a:y media cona‘ultant. is 'lm-l'ol\‘red
with:_ inifiating-policies for board dpprovAAI and. adoption
(on aelection of lea:ning resources, stafting, budgeta)y .
aaseaslng che needs of the diatrlct und p:ovldlng plans
on how these needs may be - met; formulating 1ong-t_om
plans for -:eaource centre growth; promoting the district
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" media services th’zoui‘;hout the _district} developing in-

service programs for teachers, school librarians, curriculum

consultants, principals and supe:inténdents: planning

. for, demonstra_tldns, pilot projects, school based research

and other types, of investigations which will improve
the library media program; and in communicating with
school “agmiﬁ?&?étor’s, schodl board members and péten,ﬁs

\ o b 4
about.learning nesources.and library media programs.

i

The purpose of district support.is. to assist teachers

vand administrators in improving the quality of instruction. .

The diatri_ct library media office can ‘fulfil this role

,by'eétablishing sa-‘central "library resource centre that

provides a collectionof: ~p:c;>feg:;ic:ma\l-mai:ex:i.a:l.s; reference
m.aterial‘s-beyohd that normally found 'in schools; 'loca\].
and .pl:éw_llnclal curriculum guidel;nea ahd programs of
studyy,selectiqfx aids; archival materials of interest
to the distrlct} biblio_graphies; specialfzed or expéneive.

learning resources too costly to be purchased by individual

.schools (such as 16mm £ilms); curriculum-related 'méteria]is

which can be borrowed by schools; media required for
lnua.:vsce programs; and displays or prev’lews of learning

resources and professional materials.



Technical Support Services

In thi%’area the district media centre attempts
to facilitate the use of resource materials, and to
provide technical assistance in the production or repro-

duction ‘of 1eainin_g resources. Sﬁch éervices include:

centralized cataloguing and proceshing of ali, pzlnt"

* and non-print materials which are not purchased al ready

. -
" and information; participation in provincial, national

processed; centralized ordering services; maintenance *

and repair of learning resources and equiphenty circulation
of \learning resources and equipment; prodl;ction service
(for e;hmp).e, videotapi:ng, filmdeveloping, sound "x:'icoraing)y

reproduction and iaminating service; regular technical

“assistance. ( ’ .

¢ . Sharing 5' l
The district office staff are able to coordinate

arrangements for the sharing of resources at the district

level. With microcomputers peé;)_rﬁ;g more ieadily available,

schools may vsoo.n g‘e able to par.tlcipate in networks
tixa_t p:o'v:lde.}on—line cataloguing and bibliographic data.
Board off:{ce)pe:sorinel can play a inajoq role 1n~deve],op1ng
.natwo:ka and systems for sharing resources through' the

coordination of: interlibrary sharing of resources

and 1ocal resource-sharing networks; sharing of computer
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programs; contributing thro;xgh meetings‘ and cohferences

N where ideas are exchanged, patticipation 1n networks
\that share cataloguing and bl.bl:.r.?raph;c information.

'l‘he board office media centre can become the centx:e

- . wh_ere schoolsfmay obtain the help and encouiagement

they'need in order t; pért;cipate in the matn'sfreai:{

of educationand achbol librarianship.

. ) Unfo:tunately, many school dlstricts have not prcvided

the services that the literature recommends. ' Oberg

(1983) described the Alberta situation:

- o .There are vast.differences in the levels of
school library development in Alberta. In
some school districts, school libraries are
< seen as a priority. In such areas, students
can select from a wide range of learning re-’
sources. They  are instructed in locating
and using information by professional educators.
Teachers and teacher-librarians cooperatively

+ develop lesson plans and learning activities
for their students. In some districts, although
facilities and basic .resources appear to be*
in place, the staff or time needed to plan
learning activities is not provided. JIn other -
districts, no 1library se:vicea or programs
exist. (p. 29- 38) .

- . “opetully the Proposed Policy. Guidelines. Procedurés | ',"
' mmmmmmm_nmmun_mm (Alberta '
Education, 1984) will ‘help to creace consistency in .| o

the quality of service provided in Albe:ba; But the

B . i
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same xncqnaistency e:u.sts in all othe: provinces. Wright
(1981)- gxamined school libraries in Canada, and concluded
that the percentage of full-time personnel working in
school 1libraries is in a° deﬁ,‘qi.te decline (p. 16).
Bu.rdenuk (1984), examin‘bq the Ontarid' statistics, fand
found that "in 1984 we have fewer;teache:—;ib}:aziané
in Ontario, fevg: library co.nsul‘tants and feug; school
'libl:'aries than we had in 1974" (13. 18). In ilewtoundiand,
’ only four- bo;rda out of the thi:ty-flve in the p:ovince
have full-time coordmacors fo: school library media
services, with seven other boards having,coordinatots
assigned part time xgsponsibilitiés for this area.
The other twenty-four boards provide no coordinator.
~In Newfoundland part of the problem is that‘twenty-seven

of the boards are very small, having leés than 5,080

students (Newfoundlan, Department of Education, |1984-
85). Present coordinator allocation‘s ;::eate dif.flculty
for chese boards ‘in /asaigning a full-time coor inator
for Hb:ary media services. The most these small boards
can do, under ﬁ:esen: conditions, 'is ensure that?a cdor-
dinator in some other subject area. Will be ssiéned
responsibility ‘f-o: media services as well. Unfortunately
most coo:d‘inugor'a are qualified in only one content

area. The result, in many of these -small
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that no library media services are provided at the district

level at all. - o i

i .

L
Boards t:hat have no 1ibrary media \consultant often

have nobody t.o make them aware of” what quality library

media prog»zams can offer. ~The provincial sch001' libraryr E

'consultants could provide leadership in this area, but

present practice is generally that they visit_dist_r;cts

. by qzequest only, so bo_a:dé where” awﬂéness is lowest

are lidble.to request assistance the léast. District

sup;iort commitment waswecognized by B:anscombe and

-Newson (1977) as essential to school library media devel-

) opment- ’ . -

To' ensure that the design and the continuing
development “of learning materials services
remain "on course", it is essential that there .
be a commitment by the school district ‘to
" a fundameptal philosophy which shapes the
objectives, and thus the prganizatiohal structure,
of ’system-wide resource services. ' (p. 5)
SN

That commitment appears ta be lacking in ‘many boards.

One person’ who could: change t:hat: is tite sﬁperintendent.

W 1 ; . .

+ Fullan (1982), Eollo.wing examination of nimerous.

‘studies, conclu_aéd that the superintendent, with his -

or her staff, was a powerful advocate for change and

' could sponsor ot block the adoption of any change p:ogx:am.

.
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The district administrator may not be interested
‘in innovatipn and little may happen. But
when there isf an interest for whatever reason--
mandate from a board, or a reform-minded or
career-oriepntated administrator--it is the
superintendent and central staff who combine
access, internal authority, and resources
necessary to seek out external funds for a
particular change program and/or to.obtain
board support. (p. 45) . W

‘Those wishing to implemem: a schocl lib:a:y meﬂia p:ogram i

must win the support of the auperintendent. House (1974)
provides - insjght (into how this can occur. His studies
demonstrat_e that t\h\e super.:l.ntendents' v'chief source of
new ideaé we':e fellow supe’rin‘tende'nts. As the chief
executg‘.‘ves in ,"s—éhool districts, superintendepts have
extensive contacts with other supétihtendents, and this
face-to-face personal contact is seer{ as - o-t-ucial to

the flow of new 1deas. House (1974) concluded: .

/If any innovation is to diffuse at all, it
must follow the social paths blazed by ‘repeated
personal contact. (p. 14) . i
Personal c@ntact is critical for 1nncvation
diffusion because it allows a -full-fledged
information exchange and the full exercise
of pe:sonal and social influence.... It is
the p:ivate'fi\Q;,ormation, defined by the
person's "information field" that. is most
influential. Anything that structures the
flow of face-to-face contacts is likely to
k(\avela profound effect on innovation diffusion.
.(p. 15)

,
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It is clear that those wanting to introduce the school

lib:a}y media concept in school districts will need

to win the "support “of &:hoae key superintendents who.

have major ‘influerice with their peers. If provincial

and national guidelines specified that every “school

s :v ahould have quality school 1ibrary programs, and that

such p:ognms we:e essential for the provision of quality

"_eQucation, the task would be easiexﬂ_fpr those attempting

" such .a chal"nge. The challénge fo:_school 11brary'me‘d'ia

advocates’ is to find effective ,;uys to coxﬂmun!;cate their

vision to this influential group. House (1974) .found

" = " that to limit contact to news].ett:e_:éL ar.|d cor‘xfergnce

-methods was relatively ineffective (p. 7). Leaders

in the ﬂql'd, and in education in general, need to show

why it is important to provide llﬁratyb media services.

For, long term success this is critical, for as House

- (1974) concluded, "“the gupezintendeni: a‘ct‘a ds_ carrier,
catalyst, and gatekeeper for new innovations™ ip. 44).

. The supe:intendent's key role in relation to school
libraries is the same as it is with other elements of
the school systemy to provide leadership and establish
policy, d:awing on his or her own 1nsighta and those
of the atnff. Elseroad (1966), a supetintendent of

LRI schools in  Maryland, saw the. aupe:intandent as crucial

to the development of good achool libraries:
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\\
* He should indicate clea:ly his intent to have
good libraries in every school and accept .
only quality performance from principals and
librarians. - Where the sufe:intendent does,
not play this role, a dedicated staff may,
with difficulty, develop school libraries -
/ which can make a contribution | to their school.
There are, undoubtedly schools where this
has happened. But in a »system where the super-
intendent recognizes a* 1mpoztance of instruc-
tional materials-and ranslates this knowledge
—into action, school libraries can support .
instruction so well that they ue indispenaable
to the education ‘of young peoplr. (p. 5
’ ’
pre:intendenta have the authority necessary to
provide inser‘iﬂc; programs required to implement sﬁch
a program; .they are in a position to inform district
staii, “school ptincipals, teachers, and school' board
members of p:ovincial or national expectations for library
service; they have the right as leaders to draw on the
p:ofessionﬁl expertise of their school staffs in order
to piovi_de quality school library ﬁeﬂin programs which
meet the needs of each school in the district; and they
are the ones who can introduce policies for school libraries

' for adoption by school boards.

Summary

. The schoc;l distriof: ‘haa an essential role to play
in the .‘1m§1_ementation of a school iibrary media’ program.
Without' commitment from the’ district office successful

lqplemen;ation is not 11ke1y to occur. -Although individual
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schools may occasionally implement isolated school library
media programs, there is little chance for these isolated
p:ograms to conhinue over a pe:iod of time; they are

likely to fall victim to staff :eductions or transfers

or lack of resources. The school dist:icc, -led by the

superintendent, is_ important in egcablishing policy
and goals for local ‘school library media programs.

chazactéristics at .the School Level
Introduction
. In recent years researchers have studied teachers
as they work in achools, and a consistent body of findings
has been recorded. Major studies used in, this review
include: Sarason ‘(1982).; Goodlad (1984); Lortie (1975);
Crogker (1983, 1984); Jackson '(1968); Lieberman and
" Miller (1978); Eisner '(1979,"1-983)'. These f£indings
» p:ovide insights into the nat:ure of teaching and the
p:oylams teachera face in tl;eir .daily activities. They
demonstrate that schools are very complex institutions
-requiring different :elati‘bnahips among all those who
work thexe. They call for :efo:me:s to know very well
the place which is Eo be reformed. c:ocke: (1984b)
expressed clea.rly, the message whlch the_se studies all

convey:



Those who—attempt to change teaching from

* the out side’” f:hzongh curriculum or organizational -

change , ml{Q‘E‘, ‘be clear as fo the way teachers
will Lnter‘p‘fet such change and the limits
to which one feature of a setting can change
without impinging on other features. (p. 18) h

'J.‘k”xe work of John Goodlad over the past twenty years °

has pfovided insight into the natre of- teaching. His
many studies, vth most recent being A_Place Called School
(1984) , consistently present the same picture of classroom

life: .

Four elemtfits of classroom life in the schools
of our sample come through loud and clear
from our data. First, the vehicle for teaching
.and learning is the total group. Secqnd,
the teacher is the strategic, pivotal figure
his group. Third, the norms governing
th up derive primarily from what is required
n‘:intain the teacher's strategic role.
our, the emotional tone is neither harsh
x Q/punitive nor warm and joyful; it might
e’described most accurately as flat. (p. 188) (

The. claas:ooms- observed generally all looked alike.
The teacher was usually explaining or lecturing t.o the
whole class or to a single student, often asking questions
which r:equited recnll‘- answers. When not lecturing,
the teacher was usualll'.y ‘observing or monito:ing students

who worked indlvidually at their desks. Students were

generally involved with one of three "types of activities, -

all of which were ma:ked by passivity--w:itte[x work,
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listening to the teacher, or pxe‘paring for assignments.
Goodlad, saw little evidence of other modes of olearning.
Deapite cutrlculum guidelines ovet the past fifteen
years auggestlng that teachers provide f£or student indi-‘
viduélity in 1ég;ning rates and-styles, thére was little
indic'ation\that individual diffe:ences were, consi;ieféd.
"Students worked independently at all levels but primanly
on identical tasks, ratﬂer than on a vaziety of activit;ea
desigqed to accommo(ate their differences" (Goodlad,-
1984, p. 185). In Jeneral there was a greater variety
of ‘instructional activities in elementa-ry schools where
occasionally teachers changed their grouping and teaching

practices to suit dif{erent learner needs,.but in secondary

~schools there was rarely any attempt to ind:.v,idualize

classroom prccedures. /On the whole Goodlad .(1984) con-
cluded, "Teachers at a.ll levels apparently dig- no’: know
ho‘; to vary their 1nstruct;.onal procedures, ﬁid not

want to, or had some kind of dlfficu]ly doing so" (p. 166)
Goodlad's findings support the findings of others
active in this field. Eisner (1983) :ep; i:ed, "As I
Xcla'esrpéms

look at schools I see largely ‘teacher ‘dominate

with mostly passive students” (p. 51)s . Crocker (1983b)

" concluded: r T

There*is no question.that classroom activities
are overvhelmingly academic and task oriented

w
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-in nature. Furthermore, the Easks at hand
are strongly teacher defined and directed.
In general, pupils are found at their desks,y
attending to the. teacher or engaged in geatwork.
Clasfroom communications are highly teacher-
oriented.. On the surface, these features
of instructional 'practice suggest that the. ___
‘classroomdoes, indeed, conform o, the'conventional .
image  of a place which is. teacher dominated
and textbook oriented. . (PP- 81-82)

Studies such a-s these’ give ample evidence that t_:h'e r"nany”

changfs currently advocated by ‘curriculum, develbpefs’ .

andmrq:;mmenaed‘_én curriculu\nl .g'uidelines are not being
in\:'égrated into classroom practice. ’ Goodlad (1984)
concluded, "Over the years, th'ese wa;s of schoolfng
have pzoved ‘to be extraordina:ily :esxstant to change,
encouraging the view that 'nothing changes; . there xs

-

only the appearance of change'"” (p. 267).

= 4 étudies on 'teaching' pracbicés have led to gerieralld
. = g ;
izations about the natur%_of teaching.
mching_.u_an_iam:gd_mum. Teaching usuany
-

occurs behind closed. doors, iR a self- contained classroom.

sarason (1982) wrote: i

AR
we noted these findings in terms of "teaching
is a lonely’ profeasion by which we .meant

*  that the teacher ispXone with pr¥blems and
dilemmas, constantly  thrown back on personal
sources, having little or no inter-personal,
vehicles available for purposes of stimulation,
change -or control. (p. 196) - .

. : - . ¥ %

a




reveals.

 Seldom ‘do teachers have

~ » oo

Teachers become 'accustomed.t’o working ~elone. In fact,

‘ sarason (1982) observed that some teachers said that

they could not work with another adult in _the room (p. 1‘93) ’.

-~ and refused to use a~teacher aide.

Lo:tie (1975) found that the iaolation of teachers
made 1': diff.lcult for individual teachers to verify

collegial clalms. Sometimes new teaching methods reportedly .

" usea. by others were unclear, as this teacher's comment»

‘\\

U I think it is very difficult. ‘You don't have
) any means of comparison.... You'have no idea’
of what is'going on across the hall or next
‘door....” You' know what people tell you.
You take that with a grain of salt. (p. 146)

ps a !

he o'ppoztuni\:y ‘to observe a
colleague teaching. Goodlad (1984) reported that "Most

teachers tAught alone in a classroom. A large majority

[\said they never observed fnstruction in. other classrooms"

(g. 188). . Yet \:htee-qua:tets of the sample at all levels
of schoo'ling' indicated that they wpuld_like to have
the ‘opportunity to obse:ve other teachers-at work..

- Goodlad's atudy‘ also Eeve‘aleé that teachers did
}\ot feel. they were éreatly iniluer;ced b;' aoiu:ces outside
‘!:heit claés:oom. Over 75%, regazdleas of subject ‘area
taught or level of schooling, felt that they were "greatly
influenced in what they tnught by two aources--theit
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own bac'lggzaund, interests, and experiences; and students'
interests and ekperignce’ (p./_l\%). They were only

moderately inflqence'd, thgy éaid}by textbooks and curriculum

guides; -only slightly or not at all influenced by district

consultants, pa:eni:s‘,- or ‘teacher unions.. Resource people
oui‘side the district ‘were perc_eived as having limited
value. The Leachers were rarely invglved with collective
endeavours sucli,ai'_ district commltt‘ees, and they did
not visit other schools or receive visito:s from them
ve:y often. "There was little in our data to suggest
active, ongo:.ng exchange of ideas and ‘practices across
schools, bet:ween groups of teachers, or betueen lndividuals
even in the same schuols. Teachers rarely worked together
on acho;)lwide problems” (p. 187).

Within s&':hoo'].s, tea’chez'.-t;:o-t;.eache: links were either
weak or "nqnexistén:,:l especially in the high schools.
Most did'not :ealiy l;now how their colleagues actually
behaved with.st-uiiEnts, their educati,.onal' beliefs, or
their 'ﬁeaching competence. . Goodlad (1983a). noted that
teaching is not diacussed by achool ‘staffs, 'teaChlng
has not been 1egitimated as an 1nat1tutlonal concern.

It is -still a highly individuallstic, isolated endeavor.

The teacher cldses the ddor and does what.he or she

pleases” (pe 55). Sa:ason (1982) proposed: ™It is’

extreme].y difficult for a teacher to state to che princlpal. '

a
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other teachers, or supervisors that she—does not understand
something or that in certain respects her teaching is
not getting-over to the pupils" (p. 48). & w
Teachers perceive themselves to be autonomous in
their classrooms: Related to the ‘isolation of their
position is the belief most teachers hold that they

are in control of- their own classrooms. Goodlad (1984)

concluded: "The classroom is indeed the teacher's domain, )

and here, ‘acco:ding to our data:, teachers perceive themselves
toibe ‘quite autonomous" (p. 1188).‘ Two-thirds of the
teachers in Goodlad's study indicated tha;: ‘they had
"complete" control in their selection of teaching techniques
,ax.xd. students’ lea:niné activities (p. 189).

. Ai:tﬁnomy really has_ to do v_:ith the teacher's relation
to his own supériors. Jackéon (1968) discovered that
teachers' sense of professiomal "pride is threatened
by superiors making demands that reach into the classroom.
Teachers :écognize that they hav_e to teach certain subjects,

but how and when they do is seen by them as thei.r decision.

Jackson quoted a second-grade teacher:

I think that it's important that a teacher

is respected. for her own ideas about teaching

and isn't told how to do it. ‘I personally
wouldn't like to 'be handed a curriculum—guide
and told "Follow it." I like to do what I ¢
want to do when I want to do it. (p. 131)

N

¥



Crocker (1983a) observed that teachers involved with
a pilot science program expressed a strong desire for
a prescribed curriculum. Few wanted to construct their
own programs. But despite established guide}inés, con=
sultants, staff members and inspectors who were concerned
with the teathers' activities "teachers perceived themselves
free to‘t:,eat science asthey wished, not withstanding
the guidelines, as long as they could demonstrate that
it was being taught" (p. 355). <Crocker and Jackson
concurred that, inside the gqﬂidelines, tgachera. want
room for sporitaneity and freedom to do what they wish.

Jackson (.1968) noted that a perceived threat to
the teacher's autonomy is the requirement in some schools
of having the classroom teacher ‘plan work in adva‘lnc-e.
He quoted a teacher who had taught for twenty-nine years:

In neighbourhood districts, teachers have

to have lesson plans made for nine weeks ahead.

of time and they Rave to:bé checked through.

I don't believe I've made a lesson plan, since

I did my practice -teaching. So I suppose

if I ended up with a supervisor or principal

that wanted lesson plans for nine weeks, it

would shake me up. I'd probably get something

down on paper; whether I'd follow it through

or not I don't know. That . would be something

glse. (p. 131) it .,
Jackson (1963) noted that teachers resented the intrusion
of visitors, mainly because ﬁhey feared it as being
critical or evaluative. He concluded that teachers

\ ' -

A



"feel most comfortable with the classroom door closed
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and the curriculum guides tucked awaf in the supplies

closet"” (p. 132-133). Lortie (1975) concurred:

Positive events and outcomes are linked to
two sets of actors--the teacher and the stu-
dents....  -But all other persons, without
exception, were connected with undesirable
occurrences. Negative allusions were. made
to parents, the principal, the school nurse, -
colleaguea--in fact, to anyone and everyone
who "intrudes™ on classroom events: The cathected
scene is stzipped of nzll t:{naactions save
those bet: (p. 169)

Educational goals tend to be vague and often in conflict.
Lortie (1975) noted that "Terms like 'student potential'

prove to be of little use in concrete situations" (p. 146).

. ,
Teachexsﬁ, working in isolation in their own classrooms,*

are often vague as to—how to interpret these ‘goals,
and are uncertain as to whether or not theéy have realized
' givgn 'objéctiyes. "

.meberman and Shiman (1973) were éu:p:ised to discover
that what happens in the school is':adically dif‘f‘erent
from- the rational ‘model. They found that instead of
a linear p:ogusgi&p from objectives, to change, to

evaluation of how oi:'jectives were met, teachers tended

to allow action to ézecede goals. . Being trained in.

lthe rational model, the researchers were "quite unp:epuled

|
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when we saw teachers begin to team teach, change their
reporting procedu:es; create a totally new classr;mm
atmosphere, and years later begin-to t'alk about the
goals of the school™ (p. 53). )
Jackson (1968) described teaching as "an oppo:tunistic‘
process" (p. 166)F, rather than a careful folléwing of

_educationlal objectives. The opportunistic processindicates

that neither the teacher nor the students can predict.
with iny certainty, what' will hap.pg.n'next. Even when
teachers make plans in ladvance, thej are aware that-
ghe:e‘ is”a likelihood of chang'ing them. P;Lans‘ do not
alwa'ys work out and experienced teachers learn how to
read the behaviour of the class. They can detec’g signs

of restlessness and inattention which tell them whel;x
B ]

‘things are going wrong, or alert expressions. and raised

armé which'tell when students’ attentions are ca-ught:.
Teachers adjust their instructional p:oce'du_res accordingly.
mm“munumu@f_uun_uw.-;
Lortie (1975) pointed out that teachers must meet gogls
in a group context. Teachers are responsible f(:t a
clasgs, which may include thirty or fo:ty‘;tudents?"
When they make fulea for class conduct, it is for the

whole class, If teachers attempt to make special ariange—

.ments for individual students, other students are likely

to resent it as being inequitable. This presents Aiffi-

. -
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culties inattaining goals. It isdifficult to individualize
) instruction while teaching a class of t.l;i:ty students.
Jaclaon "(1968) estimated that a teacher ;ﬁgaqes in "as -
many as 1800 1nte:petsona1 interchanges\each day" (p.11). ‘
Crocker (1983b) found that 'individual pupils average
about one minute per lesson ‘in: 1nte:accion with ‘the
teacher (p. Sﬂ) qudlad_(l&“) eaw'-the clagsroom
‘as "a crowded'box-‘, (p. 175) . :I_.n‘whic'h teachers had tq
. wqu at main‘taining tight control so that academic, learning
'couiq take'i;lace.' In order to ;na'r;age a. large group
..in & small space, certain instructional pxacgices -are
watiapl:ed, maybe as a poli_.cing'device. Goodlad (1984) -
obse:ved, "In- the secondazy schools no teaclier could
get to know many students well. Many students were
\rmlc well known by any teucher" (p. 126). .
) wu. Eisner (1979) saw the,
types of demands- placed on teael:xezs as important factors
‘in the. enormous - influence of” the textbook. All studies’
. ag:ee on the "importance of the textbook Ln influencing
what is caught in the achools. Eisner (1979) indicated
that the reasons.for its impo:t.ance. are not’ difficult
to determine. Teachers in elementazy grades a:e teuching

many subjactsx reading, 1anguage uttb‘ a:ithmetic,.

eocial studies, science, a:t; within. languaga arts ‘they .
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teach penmanship, grammar, punctuation, s;elling, creative
writing, library skills. He asked, "Given the warjety
"of these démands, is it any wonder that many teachers—-
perhaps most--would welcome textboaka and other kinds
.of workbooks that in effect decide fox them what children
shall stqéy, in wh;ﬁ'ordez,’%oz'what ends?" (p. 57).
.Iextbo&ks also p:oQide instant éxpéftise in the subject
matter, ate a::anggd in topics suitable for class pteaen—
tation; usually have a teacher's version which’ ptovide
. questions, answers, test items, and student activities.
The wS:kbook that often,aécompaniea the éextbook provides
avsimple way to-keep students oc?upiﬁd. éisner (1979)
:qlfo saw - the textbook as providing security for~soth
teacher and students, "it lays out thé journey that
studentssand teachers will)take; one knows what foll;wsi
what and where it all ends” (p. 27), ) ~ "
Reliance on textbooks has been shown té lead to
concern with coverage of the coﬁtent. "Eisner (1979)
linked this concern with th&”bomposition>bf’ﬁhe text,
'Impbicit in the cextbgok is the idea’that if the children
"do not cover all theNmaterlal they are’ “being cheated"
o (pP. 27]5 . Crocker (1983i).noted ‘teachers' preoccupation-
withxggvergge of content, as did Goudlad\(lsad). The
trend in schools seems to be: "The textbook and 1Es

partner, the workbook, provide the curricular hub around
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which much of what is taught revol;’es' (Eisner, 1979,
p. 27).

Ieachers have to coptrol the class in order to
teach. The matter of classroom management, discipline
and control has been shown to- exert influence on the
--+delivery of g.u:riculum, content b-‘a:d act'ivit;ies int.::oduced
in the classroom. The fact that teachers deal with

fairly large groups in relatively small spaces cree.ltes

problems. Crocke':.v (1983a) found that a major reason

* .why Eeache&s did not want to use small groups, discovery
learning, and other recommended teaching methods had
to Q with problems of management, discipline and control

. (p. 355). Goodlad (1984) felt that teachexs J.n his

study were awa:e of better pedagogy than they used, ¢

but the necessity for them to !ﬂaincain control discou:nged
¢

- the adoption of othe: Btrategies. He concluded.

My Lnterpretation is that teachers, aware
of the rather crowded box' in which they and
their students live each day, see the need
to be in control, to prevent unruly students /
from' dominating, as a necessary condifion
for student learning--even though they niight
prefer simply to act on their ‘beliefs about
good pedagogy. (p. 175) . .
o8

’ N ¥
Eian (1983) saw. the teacher's need for control

. as a majqr barrier to teaching students to work in an

Lntellectu;ny lndep-en_dent way. Teachers are reluctant
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to allow students to formulate their own problems; and
instead provide "pseudo-problems" '(p. 53) which require

the use of skills previously taught. He noted:

,'qui\n, the reasons for this approach to instruction
are not too difficult to understand. To give
students the opportunity to formulate their
own aims, or to couch their own.problems and
then to pursue them is inefficient; it deregu-
larizes the system we feel' we need to control,
and it leads to unpredictability. Who knows
what problems students might.formulate? (p. 53)

Eisner (1983) expressed sympathy for the teacher"s dilemma,
"Few of us can tolerate an ﬁtte:ly diff_e'rentiated appzoéch

to teaching. " Thirty stu?gnts; each on/»h;is or her own

‘journey; "is more than most of us can endure” (p. 53).

Jackson (1968)4-'5'“ other opstacles which influenced
the teacher's need fozﬂ\”mrgﬂ The very fact that
Ehe;gqig compulsory education means that some studenté
m.iy be attending against’their will. In addi(tion, students
may not want to do certain acgi,v‘l.ties when the timetable
indicates they must be d.onez 'Jéhnr'ly may be' intgrested
in learning how to play the reco'rdet, but not alwéys

at precisely the time when he is expected to be" (p. 110).

' There is also the ever-present distraction of the crowd.

5 |
The classroom puts friends. together in a small rgom,
and then requires them to p;ay attention to the teacher

and ignore each other. For the teacher, there v‘i.s a

W
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delicate balancin'g of roles--on the one hand to maintain
control -and on the other hand, to maintain a positive
relationship with students. Lortie (1975) quoted a

sixth grade teacher:

I don't mind at all when children think I'm
strict just as long as they ‘don't think I'm
mean or anything.... It's much easier to
start out that way and to let up...you can't
change in the middle of the stream and you
cannot bear down after because they lose respect
for you. -They become very fresh and they
can really make life miserable. (p. 155)

Maintaining discipline and control is a time-consuming
-part of the :teachet's job. Lortie (1975) estimated
that forty pé:centAof the teacher's time.is directed
- toward this en.d. Teachers know that this is one aspect
of their job for which there is universal agreement;

university professors, supervisors, school principals

all agree that it is the teacher's responsibility to

maintain order. The Newfoundland Schools Act (1978)
describes as one duty. of a teacher, "maintain proper
order and discipline in carrying out his duties" (Chap.
346, Section 81, p. 4762). The studies show that it
is difficult for many teachers to know what "pu;Rar

order and discipline" {s.
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in the learning process. Lortie (1975) noted this in
his study: - B

Teachers believe that the teacher is the esgential
catalyst for student achievement. Teacher
leadership stands at .the center of this benign
and desirable activity; it is portrayed as
the sine qua non of student learning. The
role of the teacher approaghes the heroic.,
(p. 172) % < &7

c:ockér (1983a) drew theé same conclusion. His study
showed th;at although they limited their teaching strategies
paztly due to the need for claaszoom control, they also’
based their actions on the "perceived 1nability of most

students to ggerate without direct teachker guidance"

(p. 355). ’ -«

The view that students must be subject to direct
~
instruction in order to learn explains why the teachers

in these studies made limited use of small groups, self-

‘instructional nnn-p materials and other types of
"learning experiences “outsi the teacher-dominated,

whole class teaching method. It aigo explains why teachers
do the talking in c\’assrooma. Croc\l\er (1983a), repo:ting
on an earlier study he conducted tn_1980, noted that
even when teachers break the class into small group
work, they do most of the_ talkiﬁg, "Once group w}z:k
began, te'ac.heta clearly attempted to orchestrate the -

work much as if each group was a whole class" (p. 357).
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‘entire class of students by a ratio of three to one.

If teachers in the talking mode and students in the‘

4118§ening mode ls what we want, rest asaured that we
have it" (p. 229). .(Eisner (1983) roted tha;:neven when
teachers ask stydents questions, the response-time éor
‘ students i:o ax_xswer" }.s an avérﬁ;ge of three secodds.

3 ‘ it may alpo help to explain v;hy teachers pay so
liftle attention to independent -stu&y. ,":)NESCOv (19774)
defined indepgpdent acti-vity or study by the 'pupil as
time allocated(-for home "work, use of oucside'zesou:ces,
or study periods in the school. They concluded, "Generally
speaking, the school does not feel that it is concerned
with the way in which this time is used, placing respon-

- sibility. for it on the pupil and his family" (p. li).
Their atatlstrzics indicate that an average of five hours

i out of.a total of ghizty hours of x;chooi time isgalloT:‘a't’ed
! ‘wfo: ir_uiept\g:nt activity or study. ¢ They recommended
. that this time be tpipled to fifteen hours-a week.

instuuction or supervised ‘activities, and ten hours
% <wou1d be provy qu outside regular school hours, allowing
7!6 utilize the premiaes and ‘the resources of
the sct o]. for 1ndependent work. Crocker's ‘stuéy (1983b)
of hu7 st\:dents apent their time in classrooms demonst:ated

J

Goodlad (1984) observed that teachers "out-talked the

Five hours would be taken from time assigned to grdup .



_that time spent by any one pupil on a'cade;pic activities-
<* not related to .the task of the whole class was minimal.
'Fo: example. in 560 grade wO\language arts 'lesaons
observed, the ave:age lesson lasted 48.7 minutes, but
only .82 (less than a minute)rwu the avérage time on 2

off-task academic‘activities (Table x, p. 53). rn tjtade-
five 1arrqu§'g‘e arts 588 lesaona were obsg:ved, with an )
. average of .42 (less than h::li a minute) spex\t on "off-
~ ' task acade’hiq activLAes.\-“Crocke: s’ study (1983b) con-
.cluded, "Pupils ’ g!eqt relatively little time :m tasks
" other than those chosen by the teaci:e:' Ip.lss’). L, TremEs
' The teachers obsetved in these ‘studles wanted to
’ ) teach, and anything which diatracted st:udents or ~teachera ‘
A Erom claastopm instxuctlon was viewed as countewmpuctive. .
Since they saw the teacher as the elsential catalyst,

s v they believed that such a view was acceptable. S -

' o -

Teachers prefer to teach in self-contained classrooms.
'Unir;tetrupted teaching can'be;;t occuz wvhe;\ the clas'a—rb-om
is self- contained, and teachers can shut gheir, doors.
Lortie (1975) observed that teachers a:tuched great
meaning to the bounda:iea which: set their classroonis
off_ from the :eat “of the school, and wanted to preserve

> them, "Halla are pe:ceived as beneticialy they p:otect
and enhance the course of 1natrut:uon. All/ﬁut eachen )
E " and ‘students are outa‘{.de;s. That définition c_onvey;
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an !.mplicit belief that, 0;1 site, other adultAswhave
potential for hindrance but not for help" (p: 169) .
Various. teaphers quoted by Lon:ie expressed this pc'int
of view: a fou:th grade - teachet sald, "1t's a day when

you :eally have tne hildzen to youxself YouAaccomplish

L a lot™ (p.- 169); “a first-grade teacher agredd, "a good‘

‘day for me...is a smooth day. A da‘y when you can close

- the doors and do nothihg but teg;h" (pe 169) . Interruptions

and diéiraqtions-ﬂetréct from the teaching task.’ The
teacherng studjed f.elt that they needed "a time-bound

. but definite munopoly over. students' attention and involve-

- and no, ;nterférence from othér_ adults.

to conclude that teachers .want "a degtee of boundedness

;{nent" (p. 179)_. '1‘o function effectively, they wanted
cleapty defined bounda:i‘gs, a self—contained classroom,
{ .

Thig desire faz»-»what_..Lo:ti-e (1975) 'ref.e'x:red‘ to
as "boundedness" '(p. 171)_is’undoubtedly linked to the
teach'er'g notion_ of how Dlearnix@ occurs (the teacher
as ca&:ulyst)‘, Eha'autonomy of tbe claasroom, and ‘the

téache?'s nee;l to maintain: control. It led Lo:t.ie (1975)

around their class:oom" (p. 201), they want more prqgyctive

time with atudents, they perceive other adults as 'inttusive

'and hiindering” (p. 291).° Yet, teache:a are aware that>

they do need help from udrﬁinistrnto:s, principals and

. parents, and that their status does not give them the
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po‘ge; to ignore these groups. Lortie's stgdy (1975)
suggests that teachers seek a delicate balance with
those others 1nvolved in r.he classroom acti.xties
With parents, teachers want to determine the times and

conditions in whlch help is received.f{ With principals,

" the relationship is more complicated. Their support

is necessary and teachers have to werk out a relationship. *

s . P )
In;many- scgo'ols,-,the‘p:actice seems to be, "Granting ﬁ °

the principal hegemony over cogridors and assemblies
and all other areas save their claasroon;' (Lortie,
1976, p. 282). With cofleagues the practice, appears
to be that te‘;\cher_‘s want them to "st;y out of their
affairs .exceptlwh invited_' (Lortie, 1975, p. 282).
The general rulefs‘e\ems_-to be ‘that'tye teachers want

as much privdcy as they can get while at the same time

’.\?eceiving the help_ and support which t:héy need.

e : ) " 3
teaching duties. Lortie (1975) concluded that for teachers,

the main regard is what he terms "Psychic rewards" (p. 101);:

. subjective xeﬁ'{:ds such as feeungs of satisfaét‘ion‘

which come from. thei: inat:uctionnl outcomes and their
:ela:ionahips with studenta. Seventy-six ‘and one half -
pe:cent of the ‘teachers h€ studled chose, paychic rewards

as thel: major source of Ho:h satisfaction.. In one 3

county he studied, 86.1% of the teachers selected as

5

(
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their n_mjor source of work satisfactionl the res/ponse:
"the times‘i'h‘aye 'reached' a student or group of students
and they have:lea;ne&'\ (p. 104). It was also clear
thut;these baychic :ewérdé"\qame from within the classroom. '
'l‘l;e:e was little indicatio;a of teachers receiving sati“s—
faction outside their own classrooms. . !.o.rtie (19'7,5)
concluded that the "teacher's work motivation will roca‘*.e'?-
a::ound the condt;ct of daily tasks_—‘-the actual insttucti?n
of students" (p. 156). ) i

Lortie (1975) examined—the ways teachers tell .that
learning has occurred. Esser‘mtial‘ly, they rely on testing
and observation of student behaviour in class, Sixty-five
pigcent of his sampllé indicaﬁed that tests were ir;npo:tant
(p. 138). Tests included te(achet—prepa;e_d tests, verbal
quiz.zes, a\;udent worksheet;b, and standardized tests.

1 T
A sixth grade teacher reported: .

0
Of course I tebt-a great deal. In arithmetic,
I test very often. I see each child work
at the board every single day and then we
have a test, if not every day, every other
.day so that I know what they can do. (p. 138)
Other teachers rely more on class oiservntion,‘ which
includes grfteria such as class rapport, amount of work
covered compared with 6the: clas'sea', indications of
student interests, d.questions asked in class. A

third grade teafter commented:
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You can tell...if you haven't got across what
you're supposed to put across. You know where
the other teachers are and what their children
are doing and whether or not “your children
are ready for it. [Do you discuss this with
other teachers?] Not too much. We don't
get together and discuss it,- but—things come
« . up in conversation and, of course, the children
know too. "Miss So-and-So is)doing such-and-
such. —Why aren't we?" Or, "We know this
and they don't"; and the children will tell ¢
you. (Lortie, 1975, p. 148)

/ AP

The studies reveal that Eeachers often have difficplty

in detemining whether or not they have had some effect

!: their students: :
. 3 ' -~

You wonder at the end of a day or sometimes

at the/ end of a lesson. I think that if you

can occasionally...pick qut one or two or
hopefully more individuals and see the ‘change,

~_ whether it is something they had difficulty

with and now they understand. Even if it
is. only one child, I think you can get some
accomplishment. (Lortie, 1975, p. 141)

Sarason (1982) stated, "We begin with the principal
bgcausé any kind of system change puts him or 'he:r in

the role of implementing the change in one's school”

"(p. 148). By law the principal is responsible for "super-—

vision over teaching, time-tables, examinations and
promotions, methods and gene:al discipline pursued in

all the ‘classés and over the 'ccnduct of nll pupila in
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his school™ (The Schools Actl,"Revised Statutes of Newfound-
land, 1978, Chap. 346, Sec. 88(p), p. 4764 . For some
~the p:incipal is the "key to educational change"™ (Tye,
1\9\73, B 25). T )
Many studi.es focug, on the pﬂncipal's rolte as a
l’eade: wh'o_ cu; establ:li:: a flimate ;u:hin thé school
that will allow teac-he G .e opportunity to perform
their tasks. Tye (1973), involved with John Goodlad
in thwagué of Schools project, found that schools
are more succéasful( when the principal can create an
open climate that_'encou:ages and supports the teaching
staff. 'l‘he"‘gpen ::l.imat:e may bé established through
building effective communications, preferably face-to-
£ac® when po;aible, and also including listening to
v;'hat others need to say; ‘settl'ement of conflicts which
may arise; involving teachers ig decision® making Which'w
i

affects them, and Bupporting them at the district office

or in the community if F}cesaary.

’rhe wo:king lif&wf the teacher is ve:y much influenceds !
by the p:incipal_. The p:incj,pal has the final say . in ‘
the nllo:’:ahlon of reaou:ce_a. which include money ~and
E!.me, both of which.are important to teachers. The
principal is also the lia;sgn betylen the. teqche;s and
students:y Teachers may ;méd the principal to fight

& o ° for funds or to defend school practicel at the district
. " N

y
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office: they may also need the principu to intercede
with parents and the community. -

Goodlad (1984) found that teacher satisfaction
wes g:eag:e: in schools which exhibited strong leadership
by the principal. However ‘h.e warned against simplistic
-no.t:l.ons concerning the role of the .p:inclbéi. '.l‘aking
issue #ith the statement. 'evezythlng'depends on the
principal® (p. xvi), he a:gue&._

Good principals no doubt make a difference &

but perhaps not enough to overcome some of
@ the negative effects .of large school size,

thoughtlessly prescribed curricula, restraints
imposed through collective bargaining, warring
+ factions in the school board, teachet sho:tages,
and on and on. (p. xvi)
For Goodlad, good principals are 1mpo:tan‘t but the focus
must be on the enti:e"school, 'not. jug_t teachers 'o:
pringipals or curricula .or organization or school-community
relations but allﬂ of -these ,and more" (p. xvi). His
’point is that all are interconnected and to ch‘aﬁge any
one element. is to affect the others. Empﬁasis must
be on the whole, the “individu#l school. '

Teachet_s, engaged in an’ individualistic,, isolat:ec]
profession, have Eew,y.ho can recognize the value é};d
effactiveneaa of their wo}.'k'. The principal is undoubtedly

the one whose opin.lon matte:s immensely in the te;cher 8

dauy work. Lortie (~1915) quoted a fourth grade teacher:
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"I don't have anyone criticize me. Like my principal,

sometimes uI wish she'd give me a comp]jpent or a w&d

o:‘ two o.n how I am accomplishing sométhing' (p._,149‘)—.~‘

A phxsicnl edacation teacher also craved reassurance:
'the p:incipal never comes to see you or you ‘never see

some of the other teac ers and you wcnder, well, what

do they think of you--nre ou doing a good job?" (p. 149) .,
sa:nson (1982) repo:ted that’ p:incipals in his.

,atudy recognized that their telationahips with teachezs
occu:red within the context of power and gvaluation.
hence they tried to minimize the negative agonsequences
of the relationship by minimizing contact. Most principals
are former teachers, and they :espect the teacher's
auton&my in the classroom. In Sarason's study, principals
seldom visited ciasktooms.." The average freguency of
" appearance of the principal in a-classroom during a
two weei: period, was once or twice, akd ;:he/};ngth_og
the appearance varied from two to ten minutes..- For
some clgés:ooms_theie were no visits at all.’ Seldom
was Fhe:e any discussion about the visit between principal
and teache:. &

Yet Sarason (1982) noted’ that principals\feei a
responsibility for the teaching in their schoo;s.‘ Prin-

cipals, espacial‘ly at first, want the schodl to reflect

_tha'il': conception of what a good school is. P:incipﬁls’
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are conce{x:ed with what is happening in the classroom,
but find it difficult to provide leadership in the instruc-
tional pzoces's. As former teachers, principals are -
aware that teachers will n?t welcome classroom visita-
" tions. '_ )

Sarason's (1982) stuéy :epoits on the activities

of the .Yale Psyc!?-liducational Clinic, Hhose members
went into schools and, in cooperation with teache:s,
observed classr;:om activities. Principalswere uncomfortable
with clinic members working vif.h teachers.. When clinic
members and teachers worked together and the result
was some chénge in the teachers' procedures or practices,
¥ it appéaiec_] that principals felt threatened. Two principals

were qﬁote‘d as saying, "You are doing what I am supposed

T, ’ to be,doling" (p. 157). 1t appeus'll.hif many p:inc.lpal;
- perceive their’ role to include that of antru:tional’

h leader, even though this role may"” not be adequately
“fﬁlfilled. Anyone' who attempta to work with teachers.

uthér than students at the school level will have ‘to

P g wo:.k out a close relationship with the principulA in

order to remove the threat of conflict over roles.
|

The School Lilfrary ' ?

Studies of school libraries as they actually-exist

in practice are discouraging to those who envision a
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school library program which mirrors the recent standards

and guidelines (see Chapter Two). Spring-Gifford (1983),

observing the aiéﬁation in the province of Alberta,

'repo:ted:

In' some school divisions, tear n .-'].ib:atﬁns
are 'being sent .back to the glasSroom, often
as relief teachers. 1In some &chool divisions,
teacher-librarians are being replaced by.library
technicians and clerical staff. In some school
divisions, teacher librarians were never there
o be replaced. The picture is not always
g pleasant. (p. 2)
\ : .
Inskip (1984) noted that in Alberta, in the previous
year, 180 schools had cut their teacher-librarian pbsitions.
and 558 of the school libraries had clerks rather than
professional teacher-librarians in charge (p. 10).
In Newfoundland the picture is aimilarly bleak.
In 1983-84, 89% of teache:s a.llocated to school libraries
were assigned' to the libraxy for less than hulg-time,
with 42% working less than 5% of the}l: time at library
functions. In the whole province in 1983-84, only 30
teachers were allocated to the library for three quarters

to full time (Statistics Canada, 1985). The number

-dropped by ten from the previous year, when 48 teachers

were working in libraries more than 75% of their time.
School libraries are obviously. in trouble. "’ Haycogk

(1984b) aummu:sied what the current position is:’
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There is evidence of considerable cuts in
school library positions and cuts in materials
budgets, and the prospects for 1985 and 1986
appear even bleaker. s

There have also been a number of studies
that show that the cohcept of the library
as part of an instructipnal system responding:
to teacher and student ngeds, and even, creating
needs within that system, is perceived by
relatively few school librarians and only

- dimly by most.teachers and administrators.
(p. 89)
N

N
Various studies have examined current problems which

are facing the school library. The main problems are

as follo-ws:

/mm. Né:dling (1978) observed that a partnership

' exists between the literature/reading teacher and the
.school librarian, but the teamwork disintegrates in
the teaching.of other subjects and research skills.
She wrote: &

i ®
A deep chasm exists between the classroom
and the library media centre. From elementary
school on through the high school years, the
classroom is separate, self-contained. The
classroom seems not to need the school library -
for teaching and learning history or geography
or science. Classroom sets of textbooks-take
the place of library use. Unlike the teaching -
of reading, where the school library makes
the task easier for both teacher and student,
teaching subject material through library
use seems a laborious and uncertain task.
(pp. 46-47) -
t
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The :_edh:‘.t ‘has been that many school libraries do not
"\ contain material to support all the curriculum areas.
Instead they serve those who us'e them the most, with
= 5 collections geared to recreational reading.

- Library periods are often schedules for the teaching
w Nordling (1978) identified scheduled
library cla@s time as a major reason for the split betweeh
class:oo‘m and school library media center: "This insidious

,\( invention, ysed widely in elementary =schools, se#s the
stage early for learning some mi_sguided assumptions
about the natu:e'of librazly use" (p. 47). It Begix;s
when schools identify learning research skills'as 1nd§pendent
and isolated pargs of the curriculum, and schedule library

\ ,.‘me'ras a separate subject to be taught by the librarian.
Students eventually view library skills as just another

subject, taught in a classroom which‘ is th€ library.

The skills they learn often are not related to their
classroom ;lo:k. ’ o
Scheduling is often arranged in order to provide
free periods for the teacfler (Nordling, 1978, p. 48;
Haycock, @984(b), p. 1008; Bowman, 1981, p. 6). The
result is that library periods become inflexible, scheduled
for an entire Class period, and without the presence

of the tea'he:. Students, teachers and administrators

o
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see the libraries as unrelated to classroom work,, and
hence not_ real.ly important.

School librarians, where they do exist, are often
,.mwmm. In many schools, ghe
school lvj‘.‘brarian may have no clerical help. Alberta
Education “(1984) recom:lended standards for the provision‘
of library staff based on school enrolment (see Table
1). Many schoois do not meet these standa:da,vand most

have no technical/clerical support at all.

Table 1
Standards for Staffing (Alberta)

School Size Teacher- Technical/

‘Librarian Clerical S;uppo:t
-’ ) .
158 students - 1/2
. 300 students 1/2 1/2 -1
500 students 1. Lo v2-
750 students 1 ~ 112-2
1009 students, 1 2 ¢
over 1800 students )1 172 - 2 21/2 -3

< (Alberta Education, 1984, p. 6)
. . J

>y
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The role of the school librarian (see Chapter Two)
inclydes many responsibilities. Priority h.as to be
placed on duties whic;x keep- the libru_y\ functioning:
reading book ;eviews and ordering books; ‘\ndministe:ing
budgets; mainta‘ini-ng circulation’ sexvicl'e; acting, as
reference librarian; Aprocess}ng nqg_ﬂn;aie‘tvials. It is
not uncomol} fbr o';erwotked school librarians to concentrate
on these tasks only, with. no tim; available for wt‘xking
cooperatively with teachers to plan uniss, or to team
teach with classroom teachérs so that research skills
are integrated into classroom assignments.

To avoid this’ some boards have centralized services.

MacRae (19,83) noted that the Calgary Board of Educ'ation

l';ns centralized services for materials selection, acqui-

sition, cataloguing, processing, the loan “of expensive

. .
and unique matérials (films, models, realia, etc.) and

the production of local materials. "Teacher-librarians
[ ]

should not be cataloguing books, processing audie-visﬁl

kits, or typing orders, as is still too frequently the

" ‘ -

case" (MacRae, 1983, p. 25). At the school level teachﬁez

' librarians should h;ve time for their primary role-- .

to teach and work with teachers.

sainly clericaifffe technical. Not surprisingly, 4n’

light of the tasks school/&b{azhns perform, studies
: T
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have shown that classroom teachers do not perceive the
school, 1iprafian' s role.as including curriculum developmept.
Rainforth® (1981) in a study of Nova Sf:otia secondary . i
_ teachers, found that both p:.lincipais and teachers expected: . ., « ([
the s‘chool librarian to' peéform many cleric‘aﬂl du;ies 2
’ which school Iib;frians did not see as pa;:t of t’:llueqiﬂr'
job.p "Teachers did not see a role for the librarjian.
in being directly involved with curricult;m development” *
(p. 89, 97).- ! ~— ‘
'Hambleton's findings (}979) were consistent with
Rainforth's. She found that teachers did not accept
the curriculum development role of the librarian, nor o
did th’%’y agree on the .'_admin_istrative role of the poslr.'i’on'.
Review of the 1iter§tuze‘by Didier (1984) Isu;por.ted-
this finding. She found that many {:eachers have tzaditio}lal
r_ole ex;pectatioris for the school libraéian, and they'
question the contribution which sc¢hool librarians can N
ma_ke in team plaJ'ming and other aspects of inst:ﬁctional
. ‘\/“ evelopment. Her study :!.ed her to conclt.;de that "the
’cu:rlcqla: role of the library media specialist, however '
highly valued By’ the profession, can be determined or
limited by t. perceptions, expectations and knowledge
role. Studies show that school lib:&rinns.themselves

S

of teachers and administratoB” “(p. 352).
y d
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are very, confused over what their role should be. Hambleton
(1979) found little agreement ahong'librarians about
their role, and felt that they "are not prepared to
-, ) . communicate a definite role to principals an;i teachers”
(p.»1_9). Teachers ébe sampled Lrniicgted that role conflict

. ) S —was a result of: )
g S, L “ - . ) P, S
' Unclear'guidelines, a realization that different
¢ groups serviced by librarians may operate
Juite differently, a‘too heavy work load,
a lack of adequate resources or manpower,
and the necessity of thaving to work on too
. many asaignments % orfe time, (p. 19) -

=

Pflster's study (1976) showed thnt school 11bra:ians
. in Texas prefezted sx::ndltional rolea’sazi— as selectinq,
T acquixing,‘and ctganizing mterins,{athe: than roles

related to management functions. He concluded that

1] & »n
the' school hbu:ians wete "secure and comfortable in

. these t:adiuonal areaa" (p. 34), and lacked coﬂfidence

in the other areas. - . ; .
_ M;L'g_mgj Su:}rislngly some of the studies
‘show that principals 'have a‘'more professiohal view of
the llb‘nthn'_a role ‘than ta_nch;am or school librarians
themselves. Hambleton -(1979) discovered‘thia.@n—vher
‘study of principals in Central Ontario, and @:oncluded
, that ’pzincspala may, be expecting'_mo:g of, the. school

< »
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librarian in the \z.o.le of mat?rials specialist, teacher
and administracor\.yhan librarjans assume (p. 19).
Rainfo:th's study (1981) of Nova Scotia principals was
in agreement with Hambleton's findings, but -also found
Fd that p:incipals expected the librarians to perform
many clerlcal aide duties which the 1ibraxians 1ndicated

were not part of &heir role " (p. 99).  Pfister (1976)

-~
found that Texas princii)als see more .o‘pportunitiea for
school librarians to .ﬁssuq\e responsibility th‘an. they
themselves‘ have \_x_ndertaken._ Hg concluded that _échool
librarians ar; ?nissing an opportunit& to assume a larger
- role. v 5 o X '
- Pi » ‘(’]-.-9321\ iha review éf the literature noted‘
. that principals ifx schools with well-developed media
:og':a s were stronger in their support of llbra:y/
(id)/p:ograms f.han were their countetparts in schools

J with poorly developed prog:ams. Differences in role

< ; ‘expeéi:’atians on the part of principals and ,8chodl library
media ééec;ansts may be caused l;y pxincipalé'» ignorance
of the ’pobential of the media program. Hambleton's
(1979) _ vlaw is that teache:-libu:iana are so unsure
of thei: role that they are not: communicating effe&tively ~
to principals. Principals appear to be ready to iisten,
o moa ~vbut te;chex:--lib:ﬁziana‘themselves are not speaking with

a strong, clear, professional voice. c ?
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hj.g_o_z_h:;_p.g;f_n_rjm_e Hambljeton (1979) found that

fThe majority of lgbrariaﬁs scored high on cautiousness,
emotdonal stability and résponaibility and low on conflict
. scores” (p. 2@) on a'pé‘:aonality 1nven£ory she a’dminilstered.
She concluded ﬁtat "School ]:ib:ar}aﬁa with t_}!é potgntial
' for creative and innovative ideas' may, .I_.nApractice,
be too cauti‘oual to implement theae.ideas' (p. 28). '
. Gtazierr (1979) reviewed research on the personality
. o; sc.hool ]:I.l;jx:a.rians and found. that generally librarians
‘ with iowet -self-images spent more time on clerical tasks
and less on reader service; that 1ibra;}.ans identified
as e‘;trove:ted with divgraifi-ed interesfs were more

,involved‘ in curriculum work with teachers; and that

librarians involved with successful library media programs

.tended to be extroverted, and involved.in cutriwlt'xm
work. ‘ A
! \

Beswick (1977) noted the importance of the librarian's

personality: . ~

A librarian must be able to show firm, out-
going interest and competence, encouraging
the trust of his clientele. The good librarjan
is sensitive to individual difference, omnivoroudly
interested in all areas of knowledge and in
all problems of access to it;, politely at
ease with people, able to assert authority.
--when it is required, and to employ systematic
thinking in relation to all aspects of his
work. It is no job for a shy mouse, and some
A he
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of us have been sad to come across schools
which have preferred to appoint inexperienced
and nervous introverts rather than business-
like mature librarians with a clear’ idea of
their role. (pp. 79-88)

Summary

What "happens in the school is not just the p:gduct
of careful planning.. Rather, an array of abcul f.orces,
some of which #xﬂe» far removed from the J_.o‘cal school,
have. enormous influence. The poli'tical and economic
mood of the sociéty itself sets a. toné which will either
inhibit or facilﬁ:ate change. The present mood o: con-
servativism and restraint which has gripped the western
world following the economic recession'means that the
climate is not right for innovation and change. Instead,

the public mood is one asking for accountability, and

schools feel they are progressing even if they can only

maintain the stat\m—

_For those in tﬁ.’e school lib:axf media profession,
national associations have not \p:ovided"'the léadership
which would unite the profession so that the members
can speak'wlth a clear voice. Instead, conflicts over
competencies and qualifications have t.endad to divide

the membership. For most teacher-librarians, provincial

v



associations which are part of their teachers' unions
have provided the most meaningful professional support.
On ‘the provincial *level, most provinces. have not
f:ovided strong leadership in communicat?n‘g to thedistrict,
uchool or home what quality schoolvlibrary'media programs
should be. At the district level and at the scﬁool {’
k ,leyel, library media services may or ma#:ot be provided.
Therg is no doubt that the support of principala and :
superintendents is impo:tant, but unfo:tunutely there
is little consensus on the role of the school. 1zh:a:;an
or the quality of school library services that ought
to be provided:— Even school librarians themselves cannot
agr.eé on_‘whac thei:.. role ought to be.
’ Schools operate so that students can Jearn. The
literature reviewed shows that teaching, bR and ,large,‘
‘goes on beyond closed doors, that teaching Is an isolated,
15&1\11::“115:1: activity, and that teachers would resist
ha:ing ‘their autkptity in curriculum and’ instruction *
areas 1n which they consider themselves autoncmous. .&H
It would be vetv easy to pesaimistically conclude ;
tuat the situation is hope.lus, that the school library
media cent:e is to'remain on the peziphety of instructional !
prog:ummlng as. a frill. Houevaz, a more optimistic
view would indicate that research is slowly beingiaccumulated
which demonstrates that quality school library media \

s
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services do make a difference-and can be provided.
Arscott (1984) related the- story of how one school did
change, showing that success is possible. The standards
of school library media services, described in Chapf.'er

Two, .provide a vision of w)iat education can be. This

visionr the product of the, colleccive thcughts of leaders '

in school 1ibrarian5hip and educutiona]. :echnology as .

they struggle with modern theo:ies of curziculum and
human 1eaming, ing]icates how school library media programs

can truly become a force fo:.educatio}xal excellence.

™\




Chapter IV N

Y THE PROCESS OF EDUCATIONAL CHANGE
Ixﬂ:roduétﬁ.on ¥

"r{xe review of standa_rds ﬁoz. school library media
sei:vices reveals that the _changing'm_aeds of the cur:iculum,;
and the changing conceptions of effective tegching and
learning have required new educat§6ﬁar programs and
practices. Yet s‘tudy after study/ has’ revealed that
the. new educational programs, although adopted, are
seldom incorporated into regular teaching practices.”
Comprehensive atudigs which support this fact have been
conducted by Saraspn (1982), Goodlad (1983)' Fullan
(1982), House 11974), Owens and Steinhoff (1976), Smith
and Keith (19'71)', and Hanﬁ (1978). Bou;e (1974) laments:

3 ) {
"How can so much effort directed toward changing the .
-schools produce so little change?" (p. 2). Or, as Sarason

(1982) "so succinctly expresses it: "The more things -
14

Fhange. the more they remain the sume" (p. 59).

"ﬂie‘se writings synthesize or summarize the considerable
amount ;>£ research which has been conducted in this
area in the past decade. As Fullan (1982) points out:

/
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‘reality in previous-experience.’

A
and to make sense of the present.

Remarkably, it is only in the past twelve
years (since about,1978) that we have come
to understand how educational change works
n practice. In the 1968s educators were
busy developing and introducing reférms.
In the 1978s they were busy failing at putting
+hem into practice. Out of this rather costly
endeavor (psychologically and financially)
"has come a strong base of evidence about how
! and why educational reform fails or succeeds.
(p. 5)

Etfucational chEyﬂniliea a cﬁange 1n piactice.

The Personal Dimension of Change
» ’

Introduction

146
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This

has efﬁgcts on individuals involved, pa:ticularly teachers.

Change has become such a part of our daily lives

change really means to individuals. Marris (1975)°

1)
is that tesistance to change is a fact of life,

is necessary in order to giv'e meaning to past experiences

‘that most people tend not to carefully examine what

sees
.

9 all real change as involving a struggle, leading to
anxiety, forh::_l‘,he will to adapt to change has to overcome

.an ihpulse to restore the past" (p. 5). Marris' point——

for

all humans have what he refers to as "the conservative
impulse" (p. 4), a tendency to assimuate the p:esent

.This conservative impulse

Events only become

meaningful when they can be fitted into the frame of
- - N v

N
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meaningful when/!:hey cakb&\fitted into the frame of

reference which past experiences hayg provided. ™
Marris' frame of reference is very similar to Ausubel's

3

(1968) idea.of cognitive structures. New ideas are
e anchored to established structures which are, in turn,
modified. Marris' view is that with age and experience
) "the structures become more and more difficult to revise,

-
by wvirtue of their very success"™ (p. 18). 1In fatt
he claims, anything which th_reatens to invalidate those

conceptional structures of interpretation isvery disruptive.

Principles for the Management of Change
This being the case, Marris proposes three principles : A
for the management of change: .

5
First, the process of reform must always expect *
and even encourage conflict. Whenever people
are confronted with change, they need the
opportunity to réact, -to articulate their
ambivalent feelings and work out their own
sense of it. - Second, the process must respect
the autonomy of different kinds-'of experience,
3 80 that different groups of people can organize
A X without the intrusion of alien conceptions.
Third, there must be time and patience because
the conflicts involve not only the acgommodation
of diverse interests but the realisation of
,hnn essential 1c50n)tinu1ty in the structure of
-~ - meaning. (p. 6 A}
- - . 7

Y I
These three principles fit together as 1nd£vidua¥ g})\ ,/

through a "crisis of reintegration" (p. 19), as new

ideas are reconciled with past. experjence. Marris'
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claim is that this period of reintegration is necessary
in order for the individual to find meanir; ip the new.
It is a-'stage which can "neither be e.s:ape_d, nor resolved
by anyone on behalf 35 another, nor hurried" (p. 156).

~These pr 1nciple.(s are seldom recognized when efiucationnl
reforms are being introduced. Individual teachers who
resist the intended chaﬁges are -often regarded as ignorant
and reactionary, as impatient chanée agents attempt
to %ush reforms into pracéice. Marris' poi'nt is that
the teachers who are expected to put educational reforms
into practice must first find meaning in éhre intended
changes. Reformers need to listen to teachers, as well
as explain to them. Reforms have to be adaﬁtettgg fit
the needs of the palrticul'ar individual involved.

Mann (1978) pointed out that those who are being
asked to change a teaching practice, usually t achéra,
often disagree. about the necesaitx for change. As pro-
fessionals, usually dedicated to their ,teaching, their
-current practices often represent .tH"eg: l:;est efforts.
Th;ay are unlikely to agree on the ‘ne;d“for changé;/
Values are at stake, and they go to the "heart of the
professional's _work in schools" (p. 'xiii). Mann (1978)
explained, "The people who are to change or be changed
get quite heated when it is suggested that their current

best efforts n:é lousy .and that thete;fore they should
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leap enthusiastically on the great bandwagon o.‘f change"
(p. xvii). His conclusion is that teachers often remain

unconvinced about the purposes pf mosi proposed changes.

‘In the abserice of convincin pro'.ofs, they .resist the -

.change. This view of teachers, who have their own il(%?gs.ts
‘' to p\rotect, makes it underst Indable why many will resist

introducing new ideas into their own teaching p'ractice,

especially if ‘the values from other levels, of the system-

(the school superintendent, the principal+, the central

office staff) are not clearly discernible.
3 .
.

Revards for Change’

Marris (1975), House (1974), and Fullan (1982)
emphasize that to expect teachers to change their beliefs
and methodst is demanding’ a great deal. -Marris (1975)

\ commented:

Suppose, for instance, that the changes involve
«..the teaching in a school system. Everyone
in the organisation has come to understand
his or her job--the purposes it satisfies,
its give and take, the loyalties and rivalries
it implies--as a familiar pattern of relationships
on which they rely to interpret the events
‘of the working day. This definition of their
,occupational identity represents the accumulated
wisdom of how to handle the job, derived from
their own experience.... Change threatens
to invalidate this experience. (p{. 156-7)

-House (1974), concerned with the sd&he problem, feels

that rewards are few for teachers who attempt change:
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The personal costs of trying new innovations
are often high, however, and seldom is there
any indication that innovations are worth
the investment. Innovations are acts of faith.
They require that one believe that they will
ultimately bear fruit and be worth the personal  °

_investment, often without the hope of an immediate

return. Costs are also high.... The necessity

of relearning acts as a deterrent. New skills

make old skills obselete, and there comes

a time when it is no longer worth the effort

-of legrning new skills to master the innovafi'on.

(p. 73) - :

2 .
Sarason (1982) feels that the failure .of many Yreforms
has been caused by ignoring these facts, which he sees
as part of the culture of the school. Using the introduction
of new math as an example, he explains, "No ohe formulated
the problem as one requiring teachers to unlearn and
learn--to give up highly overlearned ways of thinking
at the same time that they were requiged to learn new
procedures and new ways of conceptualizing" (p. 53).
‘ To do 'this, Sarason concludea,' is to take into account
the important social and psychological dimensions of
the setting. In the past, such awareness was not present.
He sees change in i:"he schodls as affect'.'ing the social
relationships existing there, though changes being sought
rarely state that this whl occur. Instead, Lntend‘ed
changes tend to have very general goals, leading to

what Fullan (1982)' saw as two forms of non-change, "false
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clarity without change, and painful unclarity without
change" (p. 28). .

Falge Clarity °-
'x'he first non-change, false clarity, is described
vividly by Goodlad, Klein, and Associates (1974), after

close obsezvation & sixty-seven schools in the United

L2

States:

A very subjective but nonetheless general
impression of those who gathered and those
who studied the data was that some of the
highly recommended and publicized innovations
of fthe past ggcade or so were dimly concezved*—\
and, at bes' partially implemented in the
schools cla¥ming them. 'The novel features
seemed to be blunted in the effort to twist
the innovation into familiar conceptual frames
or established patterns of schooling. For
example, team teaching more often than not b4
was some pattern of departmentalization and
.nongrading looked to be a form of homogeneous
grouping. (p. 72)

©

False clarity was so much a part of t..he perceptions
of the teachers and principals that Goodlad and his
staff noticed a q:aat disparlty between what teachers
and p:incipuls said was happening in the schools and
what the obse.rveta actuall’y' recorded as reality.. Goodlad
et al (1974) observe:

A substantial number of principals and t:sache:stl

perceived ongoing instruction to be characterized

by some of our "reasonable expectations" when
members q: our staff did not. They claimed

+ " v



“.into the teachers'
. .

individualization of instruction, use of a
wide range of instructional materials,’ a sense
of purpose, group processes, and inductive *-
or discovery methods when our records showed
little or no evidence of them. (p. 73)

;l'he problem is that,‘people think they have inco:po‘ra:eﬁ
cfiqlge' into their teaching, but in actual fact, Ehey
_ have only a superficial unde':standing o% it. 'The intended
chapge, not being ﬁaningful, has not. been‘integrated

ays, of doing ‘things, into their

underlying philosophies. Instead the intended change

in the process ixas been distorted beyond recognition.

PR

The second form of non-change, referred to as "painful

unclarity" by Fullan (1982) ::ccl.us‘.hen uncleagy lnnovations =
aze attempted under conditiona which do not support *
them. Gzoss (19795 identifies the major circumstances
that influended thes.outcomes of a change effort in an
wrban elementary school. Through intensive daily obse:-

Svations and f:equent lnte:views wlth che teaching and

——haministrative staff, he id ntified major banie:g which

illustrate Fullan's concept of pqinful unclarity:
% .

Teachers were.unclear about the new role;

_ they lacked the skills required to’ perform: -

it; essential instructional materials and
professional services were unavailable; adjustments

has been fitted into the old ways of doing things and ”

-
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. in other aspects of the -educational program
% required for -implementation of the innovation
. were—not made; teachers were g£xposed to. role !
“~overload; and teacher, motivation and support . 3
of the innava{ion_ eteadily declined. (p. 23) .

% . s
Part of the groblem, acco:ding to’ Gross (1979) is that'
I:he dixect:or of ‘the change effon:/.{neld misconceptions .
about how changes are implemented. Basically "he thought
. that ‘the impiementation pian oonaﬁted merely of aending
teache:a written documents'explaining the philosophy
‘ and objectivea of the intanded change, giving them freedom
to ca:ry ‘the plan out, and deiegat ng responsibility I
l to. othera to see that it wa)a done (b‘i). . This plan
hu_ obvioua defects and leads to frustration and failugé.
To avoid ‘false clarity and painful unelarity, the
¥ffect of inE:oducing ohange on individuals must be
- - :enlized. 'l‘hoae planning a change in schools must be
"4 "auaze that "When people ar.e aaked .or requi:ed to change,
' a purt of them will reaiat changing, and i£ such resistance
ek " s then :eucted to as incomptehanaible,‘human perversity,

tha 1ev£1 oﬂmaunty' increaaea" (sarason, 1982, p. 62).

' It is ciea: that those int:oducing changaa in the /

——

N
. "~ school ayatem often have -a simptistic notion of how -
. ahango wiil occu:.' Qwens and stainhoff (1975) observed: .
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. ‘
. Typically, problems of dfrectlng and controlling *
change in schools have been approached in
a relatively unsystematic way. Faced with
the need for some kind of change in the school's
goals or the way in which it seeks to attain
its goals, the administrator tends to proceed
more or less intuitively a,_\d falls back on
comm(!n sense and his own‘,expezience.— The
results generally have been less than spectacular.
', (p. 8) R ~

Gross (1979) algso found that those manaq}ng ‘educationals:

change are seldom prepared for this,:olé,' relying Heavily

-

) >
% on intuition and "common sense": - . . «

Tk}ei: decisions tend 'to be ad hoc in natwre,
uninformed by systematic analysfs of ‘problems,
and made without. reference to an overall clinge &
strategy. They soon discover, however, that
»  many of their assumptions about edutational
change ‘and its management are aimpli,’ti.c,
misleading and dysfunctional. (p. 28)

>

~

Tize literature on the pe'rson;!l dimension of change_'
suggests- that teachers (and most lndlv‘iéuals) will resist
.change. Foc teachers there is often great personal
a‘nd' p:qfeasional risk but dittle reward for attempting’
Po;netbbq.‘new. Failure byvthoee j.nt:oducing change

%o take iiito‘account the need for teachers to accommodage

° new .ideasg into the'L: present c'onceptuu structures,

a p':ocesn vhlch. requires time and E’atience, has led
to hﬁstulc)l' and frustration on the part of teachers
and those pl_anning t:o implement, chng-. .;tt has ,il‘ao
led .to what Fullap (1'92) has ‘called 'faln élauty‘ #

. T P »

’

i

‘e

»°
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and "painful uncla:fty". In both casés, the intended
change does not occur. Tt is obvious that the educational
change protess needs to be closely studied.

~

Educational Change Defined

Dimensaions of Change .
Fullan (1982), ‘in attempting to define educational

change,” draws on a considerable number of studies to

conclude that it is not a sipgle entity, but has at
T, v 3 : .

least three dimensions. The 1mp1er|§gntatlbn of any educa-
tional change Wwill Tr;{—c;lve: ’ .
1. The possible useé of new or revised materials
(direct ins.ttucti'onal re'sources.auch as c}u::iculum
,materials or technologies). .

2. 'rh'e possible use of new teaching approaches

(i. e., new teaching st:ategiea or ac:ivities).

3. The possible alteration’ of h.eu.e.ﬁa (i.e.qs .

pedngogica} assulmptions and -theories un'derlying
particula.r new policies or programs).
a proposed 'bhange may require changing ¥n one, twa or
511; of these dhﬁennions. A common d\cmplaint is that
teachers may use _new materials and change some teaching
behaviou:, but not understand the coh\cept: behind the
B ‘ oA . - =

[
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. ‘
change, and therefore not alter‘-kheir beliefs, leading

to what has already been discussed as false clarity.

To implement a school library media program intcjl
a school is a good example of how the three d‘;,ménsl.onu
of change might all be involved. mu_x.n_m:m
(Ontario, 1982) is a cur:icu;gll_xhguide which clearly

incorporates aplan tll) change teaching materials, strategies,

and beliefs. The ’philosophy.‘(u: beliefs) behind such

- /,}
a-plan is clearly stated® /
. i

r
l{ecognizing the diversity of individual abilities
and interests, the Ministry views the learner
as an active participant in education who

* gains satisfaction from thé dynamics of' learn-
ing.... Teaching and learning are based on
a process of continual interaction‘in which
teacher and child are partners. (p. 6) -

. : *
Teacfxing\';‘pp‘zoaches are "also - clearly described and they
tequi:e_coopeutfve planning and team teaching between
the school librarian and the classroom teacher, utilizing
different teaching gies. .Cu:ricu.\.um materials
and resources are important, and such a change would

:'aquire t‘he use of nu’ny resources in various formats

‘
rather than reliance on a singlé textbook. All three

ed in this change.

£



Busjiis, Chittenden and Amarel (1976), in their
exploration of teachers®' beliefs and thinking, nade
a distinction ‘betwe n what they called "surface.-content™
and "deep structyre". The former, surface content,
focgged on whil:’w s going'on’in the cl(aéroom, the per-

ceptible formof the curriculum. Thelatter, deepstructure,

or the organizing content of curriculum, referred to

the underlying philésophy and learning priorities.

Their study indibated' that some teache:s operated 6n

the level of surface content, were inte:ested in materials, |

aétivities, and in seeing that students were kept busy,

but did not understand the underlying ‘purposet for the

uctivltiee Teachers who developed a deeper undevstanding ‘

of the principies involved in their clasa:oom activities
were seen as being nore, capable in transforming educacional

goals 1nto meaningful learning expe:ienceﬁ.
n

E‘ullan (1982) and Bussis, Chlttenden and Amarel-

(1976) make the same point, thnt it i&s possible to chang®. .

"on the surface", supporting certain aima, using specific
resources and teaching ‘stzatggies, without reallx unae:-

atanélng the underlying philosophy of the new concept.

o
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Summary - *
Fullan's reseerch has led him to conclude that
anyone proposing an educational change in ::he schools
nust consider all three dimensiﬂs of change. 1If a

change involves only ~a change of materulﬁ\and resources

it is the .easiest to imple‘?nt. A change that requires

new teaghing approaches using new materials will Vbe
more diffiqxlt, particularly if new'skills must be acqui;ed.
Theg, most difficult to hjtpl_egent: is a change that requires ‘
a change in beliefs. "'The\g,!Eects ongthe individual

P 4 R / 5 5
“When core values are challenged can be traumatic. Often.

teache:s" beliefs are not explicit, but rather they
exist as unstated assumptions. As the studieﬁ have
shO\in, individuals have to change their bellefs in o:der
f.or real change and personal ‘growth to occur. ‘l‘he change
witl_i_ which this study is concerned, in}::oducin.g a “school
nb‘:ary media program ihto schoois where noner presentlx'
exists, requires more than the use-of learning ms .
and getting teachers to use the 11bnry. What it means .
is getting teache:s tychange the way they teach and
to adopt new strateglel such as team teaching and cooperative
planning wiéx a colleague. it requires a new phllosophy
‘of how learning takes place, and how teaching can be
most effective. This is a difﬂcul: change to unde:take

for it, anolves changing core values held by many teachers
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° \ -
and administrators, and may thre‘ten their identity

as professionals.

E‘ducatiqnal Change as a Process

Most studies identify three b:o.;—xd phases in the
‘.‘—-ahange process. -The first phase, usua}lly cal.’!.id qdoptiog,
(F\ull‘a_n, 1982), or mobilization (Berman & McLaughlin,
‘1978), consists offtl}e events and a_ctivities which lead

~ -
to as implementatio, is concerned with the attempt

v to d décisi,on ;fa adjpc a change. Phase II, refe‘rred
to put an Ldea)c prog:am into practice. Phase III,
refe:red to as continuation (Fullan, 1982) or institution-
alization (Berman & McLaughlgn, 1978) is concerned with
how the change becomes part of the' ongoing routine of
the school:-or disappears, either by ir(n:ent or through’
neglect. - . :

. Conside:ed in this manner it becomes nppazent that:'
chnnge is a process, not an évent. Alg:hough each ‘phase
will be considered separately it must bg realized that

. the phases are interwoven. Decisions made at each phase
can influency/ the othe:é. For example, a decision made
at the adoption phase may be modified during the lmple-
mentation phase and may determine the final phase.

-As well each phase has numerous factors which ove:lap'
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and influence each other. Also important .is the total
time perspective. Time wili vary considerably, but
Fullan (1982) suggests that the to,tal-tixile from adoption
to institutionalization is lengthy. He predicts from
three to five years foz even moderately complex changes.
All studies 1nd1cate that «change of any magnitude is
slow. . o
' \ ! The Rand Study (Berman & McLaughlin, 1978) is generally
accepted-as the most ambitious attempt to study efforta.
at e‘ducational cpang.e. The :esultg,'which appear in
elght—:\!qluin‘es, r-'epo:t on a four-year study of nearly
three huna:ed. change efforts att%mpted in achSoLs in
eighteen states. The conclusioné‘ of the study have
.generally been/accepted and used by other prominent
researchers in thls field, including Sarasen (1982);
Fullan (19'82)1 Mann’ (1978);.Neale, Bdiley and Ross (1981);
and Gross (1979). The study also supports the findinga
of an earlie: study by House (1974) . .
Berman and McLaughlin (1978), in their suﬁmnzy
of the Rand study,”describe the three phases which charac-

. terize the change process. They—explain:
r . L T i

Within each phase, andnnkhu.on could follow -
different paths (i.e., processes). depending

; on local choices, concerns, and characteristics.
‘These paths are of more than academic interest.
Some paths typlify projects with desirable
outcomes--namely, effective 1mp].ement:tion
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and long-term continuation--and other paths
characterize ineffective oY short-lived projects.
It is, therefore, important to policy to describe
these paths and to examine the conditions
leae*ng to them. (p. 13)

Adoption Phase

®  Berman (1981) in defining the adoption phase, chose

to u;e the word "mobilization” ‘(p. 266) rat:h.er than
adpption, be.cause. he wished to emphasize that for most
chanéers or. "innovations thgfe is no simple or single
decision. I.nstead this phase is seen as a polit:.ical
process involving conflict and power strﬁggles within

the school system.
) A

Hhy Schools Adopt Innovations

';he assumption by many who attempt to change present

puc.tices in the sc_hopl is that the school, as a rational

organizatioruconstantly seeking for ways to improve,

will adopt innovations in order to solve educational

problems. The Rand Study (Be_rman_ & HcLaughlin,\1978)

has r;gt found this tn_ be the case. Insteg'd‘, it stated,;

"Above all, the process,did not consist of a "rapional”

weighing ofl alternative educational treatments. Instead, )
it consisted of a complex interplay amo.ng organizational

fo_:cea, political pressures, person'al motivations, and'_

educational concerns” (p. 14). House~(1974) in an earlier
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study reached the same conclusion. He stresses the
fact that any program change, even if it is an improvement,
will mean enc:oachglent upon the old rights of others.
¢If a change is significant it means reallocation of
zesoixrces, which then leads to conflict, for the school
district consists of groups of people with different

goals. He concluded.
4

Only small-scale changes elude such conflict..
The .process of change is essentially a social
and -potritical one involving competition for
resources among groups within a district,
* and conflict is inevitable and necessary.
This view is quite different than that of
the school district as a unified, rational,
problem-solving 7ntity. (p. 52) -

Sarason (1982) is in éorﬂplete agreement. His point
is that the school culture is political, as thpée 1nv91ved X

‘Wwrestle with the use of power. He wrote: : .

-

Introducing, sustaining, and assessing an
educational change are political processes
bécause they inevitably alter or threaten
‘to alter sxisting power relationships, especially
*if that process implies, as it almost always ,
does, a reallocation of resources. Few myths
have been as resistant to change as that which
-assumes that the culture of the school ‘is
anon-political one, and few myths have contributed
A(;o n;\;c):h to failyre of the change effort.
./. p- F

Berman (1981) reemphasizes this point, citing research

by hillnself and others to refute the assumption. that
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"perceived probléh--economﬁ:féélitical, bureaucratic, -

* or educational--generate éolutions in the form of the

adoption of innovations® (p. 268). Instead, his ‘{ese_arch
‘has revealed that often. "innovative ideas may "search'
for problems to justify their adoption™ (p. 268):. &

The process of adopting a new idea, or introducing
change into the school, is a complex process, much less
zacional than mest educatora think. The Rand Study

(Berman & HcLaughnn, 1978, p. 15) ‘identifies four gatt:erns

“of aupport for the adoption of 1nnovat10ns.

Opportunism. '\Hany of the changes can be s'éen as
opportunistic, undertaken for reasons ane].ated to the
edu’cational needs of the district. Such changes are
responses to political pi%ssuxe, r away to take advantage
of grants o» other special funds, but such changes "were
invariably* ancilluy to the district's main educatsonal
p:lorities; they fulfilled their purpose simply by virtue
of their adoption® (p. 15). ‘Such changes are not usually
well p]_.unhéd,‘lnstead no change in practice is anticipatei.‘
In reality there is no support for the innovation.

Top-down support. " This is seen when district office
staff -genuinely attempte to improve educational practice
but does so.wlthout involving the school staifs. Such
attempts are gene:ally met with indifference,o: resistance

at the school level™ (p. 15).
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'
Localized support. This -attempt to change develops
at the school level, without support f£rom the district

office. Attempts such as this are see&\ as "isolated
change. efforts™ (p. 15). The real problem for those
changes comes la’te:, if district offices are expected
to allocate resources (either Ein%cial or personnel)
for continuation. .
Broad-based support.. This is the ideal situation
in which all levels of the Vdist::i-ct will back a p:oposéd

chéng‘e. In this case, it is ae'_en as "addressing a central
-

_educational need of the district™ (p. 15), and attempts

have been made to generate Support from all those affected’
/

-by the change. Changes Lnt:oducéd in <his context are
p’e;'ceived as "a district initiative, not simply 'something
teachers wanted to do' or the superintendent's 'pet
project'™ (p. 15).

/l‘hcse who study the sources of educational innovation
hive discovered that .most come f£rom outside the school
system, from demands for change fzc_:m. parents, ¢itizens
or professional groups, or fromother governmental agencies
[House (1974); Fullan (1982); Hawley (1978); Sarason
(1982)]. Hawley (1978), realizing this but also -aware

that few of these intended changes ever are pi:;: into

classroom practice, concluded: “Innovation, I suggest,

is .often symbolic politi¢s™ (p. 226). His view is that

L



the adoption and appa:ent 1np1ementacxon of new programs
can create the u,zlession that govetnment is taking

action, and that )mprovements are taking place in the

schools. This ellminates the pressure for change. .

) In reality, t;he change will' never be givén ‘the support,

needed to be 1mplemented, an examfle of what; has been
discuaseﬂa oppoztunistic auppo:t ( )

- House (1974) 1ooka at the role of the superintenden.t
in intzodqcing new. programa and 1deas into the -school
district. ‘Seeing a new §upe:1nt:ndent. as an “educaupnal
enttep:eneur; (p. 377, he gives the profile of an a‘-.l;itious

person, intent on éstubiiahing a career. His s‘tudy

i . .
shows that "the career-boun@ superintendent's future -
- . Al

depends on es-tablishing a reputation among his pee;:s,

so he™ innclined to change something" (p. 42). He

notes th the largest number of 1nnovatlons are adopted

*in the £irst three years of acareer-bound auperintendent‘

tenure of cffice. After that, the system will tend
to stablize and fewer changes are Lntrodls}d
s
Pincus (1974) :alses ‘interesting ideas on why and
how school aystema adop: 1nnovnt10n.s. After aﬁompr.ehensive

study oF educationnl change for the Rnnd Corporation

.and examination of numerous other woxka in this area,

he concludes that three facors seem favorable to innovatlons

in the schools. They include: ‘g

R &

N



——r— 2.
. , BRI : i
\ \‘s e o@ &, ° /. ”
- - f
166 - |- -
\.
' . 1. ' L --When. the innovation’ oo .
is perceived as favorable with respect
3 to the current status and organization . . -1\

% * " of the bureaucracy.... s
2. Wmummmmuufé--wmn external
pressures fer ipnovation are perceived d
e as irresistible: (because school’ systems = - °° - .
Y . cannot be entirely unresponsive to extermal
p:essuxea and Ei‘nancial const:aints) r
. 3. -—Hhen Key £1gu:eam. X .
. in the bureaucracy and their colleagues .
in other educational bureaucracies can , .
L2= agree about the' acceptability of the 2 S
T X innovatiqn (becauae in“the absence of-
s N clegrly defined output criterda,*consensus
. among-the .elite 'is often the primary - . i
decision-making criterion). ¢p. 120) s

- . o .. ‘f

=

o B :
2, E This being the case he 'f‘e.evls tha‘t schools 0!.]?1 volintarily
¢ adopt innovations which p_ranote ‘the' school's..selt-imag-e_ -
. ) by demonstrating that thg schools are/up-to-date, efficient,
. ) pr‘oféasvlonal and tespénsive.- This means that the 'refcm;s o ,.
. . will in‘cl'ude" such .changes as: g 5
0 " 1. new buildings; - ' -
™ \ 2. new curricula as long as 1t does not chénge m——
‘ . . the o:g‘hnizational struc.tu:e; . ~ '_ -'
. o ' 3.° new ’equipmen\:, e’specially elect;:on_ié-da»ta’
i ) _ pfocessing; - ’ s - “
P ¢ , - 69 b
. . 4. . new curucula that has been prémoted or.endoxaed .
' ) by the educqtlc’m_al lsadershiph . = .
N l*alson wi‘f:h ~g§oups, such as perent‘a’; ~ i .
‘ : |
. . » LA 9 % ir .
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R 6._ programg fOr groups wil:'h special needs or

: ) o N\
p interests; \; ™, ‘

. .Thc current Lntézrgst in m‘icrbcou.pute‘:a provides an example
of thia need to appear up—to-date and efficiqnt; the
mbvcment towards French ﬁmeraion is an example of th& '
'ndobr.ion of a new program ifi’ order co appear responsive
to thex nuds of £ the public. The adoption-of- New—Huthemn%cr"/ .
“in! mntin is a alassic example of the school/ o
'adopting a new p:og:am in or@er to appear professional
Subaequent work by Sarason (1982). has. shown that many . .
on ‘taacheu diq- not see the need_ for the new proggnm, were
totally munsdated by the way the program was introduced ,'
*. and !.‘nl'etviced, nnﬁ never prope:ly implemented it.
Sarason uysed- the ‘new muth’emntlcs ;og:a‘m as an 'example

', of ho® not to introduce chnnge into the nchool system.

» . '
Innovnuona that are vidaly adopted are gene:ally

tavond by the educational. elite ans pn"n: no major

- bureaucraticeor locinl problems. Those’ wishing to have .

chnnhu adopted and nucccu!ully lmplemented will need
to work clonoly with anpe:intondcntl L;Lboa:d o!ﬂce
v pulonnql 1n orde: to obtun a broad base of |uppo:t.

Other .lnpotnnt geoups,. such as government or prohulonal
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B ) .,h/ g:oubs,~ can be important in estnbliﬁhlng the .\.egitimacy

e * ) of the innovation. .

'v, The.-literature on thoq.adoption phase agrees on -

1
the lack of 1nput &t this stage from teathers. :House

-' (1974) expresses the usual position of the tenchu_a:——I—’—"

f . . g " v
The teacher's position is isolated, information
is controlled, selection for projects isdictated,

T e : and resources are allocated by others. Mach

" of the initiative in a school is imx the hands

% of the administrative staff. For good or
i11,. CXF overall effect 15;0 thBit innovation. .

(p-
. . ) ) g "
L, ! plem&ntation Phase . g
' N . /’». P o b

B . - Implementatlon, the second phase q{ the changa

. & process, 1nvolves the tranalution of theory into practice,
§ S ./with the emphasis on actuul practice rather than asa:med
use. Whereas the administrators are the chief pnrtlcipu’nta
.« !;n th‘a first phase, the ones who ate to change are the
> r‘ichief pu:ucipahtn' in this phase. For aducntionnl change
.i'nvolving classroom practices the classroop teachers
are those mainly involved, and in this phase their acqbeptance
o: tejcctlon of the new ideas determines the'fate of

r.ho inténded practice. Mann (1978) wrotes ' / '

i

. " With hindsight it is nuy to sea that duiqnh\g
and disseminating change is nor. Amplamenting’

T

+
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’chnnge. What happens inside the school, ‘at
the service delivery level, is absolutely
.related to our-success or failure, yet the
gap in our knowledge -about implemedting change

n the schools . fomidnble. (p. xi)f’ N S

.-‘___,___.’——

been learned about ‘this phase of the change p:acess.
n.s_hhi.ng ‘known is thut it is complex, for people are
irwolved and their valuea are affected. Fullan (1982)

:ecommends that we qpnstantly temind uu:selvewhat

"educational change is Lmnuinuxnemnne_m:_me

...as well as for the children" (p. 55).
Berpg cogliizug_t\._‘of this will aid in unde sténd}ngI the
forces at work. l \ ' 7
Berman (1981) in describing this pha'sd notes that
auccessfu.l impleme tion is a v'e:y delifate affair,
a fragile mi_xtu:e of peéple, events and ide s"at the
right times in the\ ri hti placea"l(p. 270). If just:l
one of th;se elemen hanges .bhe chances of. .success
are diminished. He conctudes: 't‘here.a:e manS( ways
to fail ‘and f{y ways to succeed” (p. 278). i ‘
‘ The implementation phase is. :ecognized o9 the most

crucial. Its importance has been emphasized by n?nny*

studies. Sarason (1982) expressed it well:

You can have the most creative, compellingly
» valid, educationally productive idea in the
world, but whether it can become embedded .

W S—"
Formidable thoégh the inf.ormation gap may be, much has

%

»

&
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v -
and sustained in a aociallf complex- setting
will be primarily‘a function of how you con-
= '*‘?eptua)lize tmmplementation change process. %
¢ p- 3

| -
Models of Implementation

S . - .
Berman (1981) identifies three models of implementation

which he feels represent tl';e ways the implementation’

phase is concebtualized: .
The managerial models This is a model commonly
s s *
found in the educational administration literature.

Implementa.'t.lon is seen as a proceaa"where leadership

‘must be provided to overcome resistance to change.

'Hg!.‘? support might an, providing f:unds._engendering

community support, providing gupport Eor the change

at school ot dist¥rict level, or providing inservice.

}his model atxesses the :espone(&lities of the management -

group toclarify the concept, provide trainingopportunities,
p;(;vide materials and equipm:;t :equire.'d, create a suitable
enviiuronment £b6r the change, and motivate those aluecte?.
This, model focuses nha:ply on the roile of the principal,
dlnt:icc office staff and the - supa:lntendant. Gross

(1979) 15 a good example of a raneazcher wlth this pe:r

m_].umj.m_mm 1Fullan (1982) is an excellent
example of one holding thl- vlq 4 for he uu chnnqa

\ne primarily that of individuals learning new bnhavioul:._
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J ’
The p:g‘anlzutlon, the schodl or ,the district has to

learn to change u'.sﬁtuctu:e to accommodate new behaviours.
Sarason is another leading researcher uaing this
-app:oach. . In discuasing eﬁfectlve implementation _strategies
he ville'ws the process as one "by which the project is
adapted to the reality of its Lnati_tutiona): setting,
while 'at the .same time ;e’ache:s and school Officials
'adapt their practices in :e‘sponse to the p:_oject.' ’(p. 'is) .

an_mn. Implementation is viewed

“u a conflictual process in which vuioua groups struggle

with whut is to be done/.-cn'cl how. This bargaiping occurs

at all levels, provincial and’ diatrict, diat:ic't and

school, school and community, and q:oups vithin thg_,

school. House (1574) is a leading researcher holdlng &
this view.‘ He stated, 'Thelp:ocess of change is eaun-.lally

u social lnd pontical ona...conflicc is xnevitable

and necessary" (p. 52) ) . ’
' The Sogial Intera -1) ; . 'These
three modela can also. be grouped as. an app:oach which
Havelock ﬁﬂl)_calla the Social Interactfon (s-1) orien-
tation, for all place em'_msis on the Snte:acuons within
the gocial system nf_factad by' the change. Hitl:n such
approaches Havelbck n:u the :01; of the change agent

as tm'po:nnt. st:atogha employed in implementation

1nc1ud- the idcnﬁﬂcauon of key leaders and circles
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of i‘nfl‘uénce within the aﬁcialjs.xstem. "Also important

is the idea of network ‘building, .emph'asized by House
(1974)"w1}:h /his emphasis on the importance of personal

. contact, the influence of "educational entrepreneurs"

and adyocac'y groups. o -

- 0 -

Also identified by Hévelock'(1973), this approach-séea‘
A

changes ot improvaniénts as -part of.ba problem-solving

process. The ‘normal process is that the user will feel
a_need, which is trans'late_d into a problem diagnosis.
Then there follows a search and retrejval of ideas and"
infarmatio“- which is sa,t'isf‘i‘ed by the formulation and
seiection of a solution, THe user then-adopts the inno-
vation, tries .i.t .out, gnd evaluat;ea its effectiveness

in satisfying the original need.
et

The problems asgsoclated with this approach have_'

been discussed earlier. Desirable as this rational

approach seems‘,' many studies (pa‘:ttc%rly the Ra

. S:udy) show that actual lmplementntion seldom follows

thia 1ogical process, It is worth noting however  that

"S~<_the Rand‘ Study did ﬂnd at the most successful changes

were those that pgere f t by teachers an@gisc:ato:a
" to be nolutio'i to educationnl problems.:. ’ y

/miunh. yvilock *(1973) also identified thl;z'upp:onch
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which is based on the idea of a zatienal sequence of

* evencs involved in i.mpiementation. The ordinary sequence

- . would *nclude. research; development of the idea ini:o>

a p:odqct; packaging pf the product in an agpropriate

format; and dissemination. This model has been criticized
for thse :elat_:ively passive :o:'Le of the pcgtentlal user,

evide‘nt ‘in the 'packaéed' cuxticula, supposedly "teacher

proof", which arose in f.he 1960"5. Owens and sceinhoff

(1976) observe that such an app:oach led to implementation

problems as school administrators struggled to coordinate

/ché tightly sf:ructu:ed prod,u;:ts into schools with vastly
different seftinga. ‘ .

one important st:ategy used in this app:oach ‘is

thar. of experimental demonstration, with a demonatration

S mm’le]j or demonstration site whe:e the particulur innovation

| be viewed in ope:ation. The demg.nét:ation is desigped

“to ahow the innovation in its purest form, under ideal’
ci:cumsbancaa. The xnapp School Libraries P:ojeck (Sullivan,

. 1968), which int::od;:}d the modern concept of a school

‘libra:y to thousan of vinito:s, is a good example

o of effective use of this strategy. .
'ﬁ‘w ‘ . It must be :enlized of cuu:ae\that theaa models

or approuchen fend to oberiup each ‘other. In essence"
;what they do is di:ect ?r focus uttention on different

: aspects of implemon at‘ion’u The compiexity of the procesa
Lo
b v . g

\
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is such t:ha.t all views are necessary tc_) gain Lnaiéhts
into the meaning of educational chnhge. As Berman (1961‘) ’
concluded, "it seems u}llikely that only one model can
captu:e the multlplicity of events and activiues chaxac-
teristic of ‘implementation™ (p. 271).

“‘Roﬂafdless of models' or, npproaches used, the studies
\show!various factors which aftect implementaticn. E‘\Alan
(1982) and Fullan and Pz:k (1981) , after a comprehensive
resench of the lxte:atuze, classified them into four
main categories: characteristics of the change igaelﬁ_y
cha_ncteﬂstics u:t the district levely,'chracteristics.v
at. the school level; factors external to the achool.

systen. -

.
Certain chi:a;;teristics'of the change itself will

Al
affect implementation., If teachers. do not see any real

‘need for the change, or if .thexe is no clear’ disc:epm\cy-“‘

.between wh-'\t exists in practice .and what ox'lght:.‘:c be,

~then the chances of successful ‘implementation a‘n: 8lim,

It is.also necessary that the change be undera'od.
if the goals and’ ohjectives are vague and general, teachers \
-'may not: know -what is expecteéd of them. Yet the change

cannot be too apecific, for it muat be capable of ‘being

- -
.

]
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5 idnpted to auit the particul®r needs of the teache:

and the 1euznera involved.

'rha c‘omplexity of the proposed change raises an

interesting observation. Studies have_ hhbwn O;‘j:at the
~ more cdmple-x '.3 change 15, the more aifficult it is to
i-.n-:ple‘ment. However, studies have also shown that the
more complex changes_, requiring more effort from teachers,
‘are more 'likely to be implemented. Berman 'and McLaughlin
,'(1978) saw it as' "Little ventured, bo\thing gained" (p. 25).

They concluded that teachers became ‘committed to larger

changes partly because they appealed to their sense "

of professionalism.. Such cﬁunges had t'he potentigl
¥ . . Ioe &
for large Tewards, enabling teachers to:improve their

. teaching and 'the:ebf benefit their students.

mmnuu.m_u_:ns_mumuml .
. The aetting ia a very impo:tant 1nf1uence on whether

or not change att pts willvbe fully implemem:ed.

The same new progré&ms wlll often work -well’ in one district .-

+but x{pt in ancdther, School dlstricta have been shown

to be 1n£1uenced by vuioua fac;ors, an impottnnt one

o boing theiz past hlstocy o£ adopting changas. The moze
¥ . achers huva hqd negaﬂve oxperlencas in inttoduclng

lnnov_u'tians, the less motivutad they \1111 be to tzy—

wh . t .

Ed
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a new change, regardless of the merit of the new program-

" .
or idea. ” . 4
; ; .

The reasons for adopting changes are an’important '

factor-in implementation. If programs are adopted for

opportunistic reasons, inadequate plannir;g will discourage
. : .

any teachers from attempti{xg,r_o put ‘the idea into practice.:

The resea:ch shows that teachers do not necesaa:ily
have tu be involved in the planning, but they do need
clear evidence from the district staff tﬁ;t t.his change
is to be'taken seriously. Superintendent; and board
office personnel help create an environment for change

by tak.ing an active interest in what is happening in

the schools and by providing the suppost necessary for

implementation. One important support is to provide

the qppgrtunity for. teachers to learn through effective

‘preservice or 1nsefvice sessions. Teachers need conti}hoﬁa

iauppg:u:t: during the implementation phase, thr?)ugh specific

t:;ining 'activities, ongoing assistance from cqnaulnnta,
and" f:equent contact wigh peers. ‘To imp_lement any program
into ciasa:oom pralfice will :.fg_u&fe that teache‘rs constantly
muke decisions related to”implementation problems.
. To do 80. requires time, und numeroua s:udiea stress

the need to permit sufficient time for tucheu \:o work

: throug};} the :lmpl,ementatlon phase. Irnpatlence has led

to unr um-.xc time-linea, often leading to -frustration .
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and failure. Frequently the problem is that central

w177

office staff, .having worked through the adopt;on"phase,

-
tend to overlook the complexities of the implementation

phase. ’

" The geogtaphical location of school boards has
been shown to influené;.‘:ile implementation of new ideas,
with rural boards often not having access to ‘he infomation
or assistance needed to implement innd¥Pations. In addition,
community factors may hinder or facilitate implementation.
An urban community with high socio-economic status will
bring different social forces to bear on. an intended

change than a comm.unlty which might be rural and of

lower socio-economic status. The. introduction of micro-

computers for student use in the schools is a good example. .

In urban areas, students have access to private computer

lessons and are more likKely to_have computers in their

homes. Implbement‘g.t_i,pn._o’f such a program would have

greater chances of success in such an' area than it would

.o . . g
in a poor rural area where microcomputers are few,

Even within’schodl -districts some schools will,

L'mplem‘ent» Lrinov_aﬂonn."mo:a. successfully, than others. -

3 . &
Goodlad (1984) after conductlng\ many studies within
'the/ unit. forLimprovement”

8ChQols sees "the school

-
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(p, 31). Most studigs aggee £th Goodlad 4hd identify

the importance of three main factors. which wul influence '

’implementation. The 1mportance of the ptincipal is

st:essed, with the role being not as much one in which

the principal can be the expert as in giving moral support

to the teachers and cxeating the clihate that will support
. the innovation. Berman and M¢Laughlin (1978) concluded,

"All told, the principal amply|merits the title of 'gate-
keeper of ck;ange" (p. viii). )

will affect the success of implementation. To learn

The relationship existind between téachersealso

b
new skills and acquire new menninga, teuche‘s need to
interact with each other. To mn.nr.ain high morale,
a feeling of tru{und support needs to be evident.
If teachers in a school have the opportunity to assist
each -other as p:oblemi develop in the implementation

process, then change in practice will more likely occur.

_. Above all, the studies shovi that, teache:s have to believe

thut they can imp:ove student learning before they suc-

Sk ces‘sfully implement improvements.

" It has been obae:ved thnt change become&mmduflcult

to lmplemenh .and continue nt the aecondnr leve,'l., and

e has negative

effects. ‘Berman and Hct.nughun ( s) “£ound t)g: the
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waé to implement the project. Experienced teachers,

were. less likely’ ‘to change their own practices\‘ind less
likely to continue with innovations: They notlced in
particular that a powerful motivation for, beache:s to
adopt innovation wap what they called the teachers'

sense of egﬂcacy, “or thei: belief that they could help

’ In Canada, a major factor affecting the implémentation
of cimnge is the influence of the provincial departm:ants
of education. Many new p.rogxu‘ma and cutr_iculm ideas
are preserted at the pzov’incial level, and .hbvf this
is done has profound effects on implementation. AIE.
new courses or curriculum guidelines are produced for

melementation in too short a Une, wlth 1ittle suppo:t

. _provided, the chances ‘for .successful 1mp‘f§mentution

are nhown to be slim. Government legislation and regu-

lations, as well aa_“cu::lculum directives and guidelines,
need to provide cledr poilcy and objectives if chalnge'
is r.o occur. sup:’b:t must alge’ be -provided for the
duﬂbult task of melpment;\.ﬁ)n, with ’:eso‘ptcas allocated
to ea\:abllah proféssignal development jopportunities

and to asgsess the impact of poto_n_::ful changes.
: . ~ .

‘ N

'
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j " _The federaleguvernment in CanAda has 1imited influence

‘in elementary and xeco:;dary educa‘t_io‘p. However, their s ; .

S past record of funding programs in yocatjonal Wduéation, R 4
of building modern schools (kr;ovn-as 'DR.I:‘.E ;chools),.

. ’ . and, more recently, of fund:.ng F:ench-lmmersion ‘educatiofi, o /’
NN [ o e
has revealed that often they do not conaidez the impact

that federal funding in {rﬁy\select a:eaa wil], have ) s

on other local facto:‘s._ Studies show that sctmo]. dlatricts T

will gladly adoPt almost any new project in)‘order to i .

obtain fedeul ox external funding. However, tRe studilea\ .

also show ‘that 1}plementatlon may be :a:ely succeasful

v and that loca‘1->condit:mns must always ‘be consldered. o .

v

Continuation Phase ot v LT

. . . 8 . :
Continuation, or as. it is algo called, !.na'utﬁtl,on- i

alization, the final phase in the‘ Qhange proceaa,k.-le - -
the ata?e when th& change is :no longer .cor'us!.de:ed an
1nnovation, but bebomes an accepted purt of ‘the :egular
ach(ol opérauon, or is rejected. During 1mplemant::1¢‘n " .u'-
tHe action moved t§° cruss:oom:,-with teachers beinq(1978) ' -
-key deciaion-nakua in rleclding whether or not t'ha chdnge
. in theoly became 6hamjs in taaching ptnctica The decnion

\‘ 3 o continue‘(o: raj,ect) ultlmntely movea bacl\;o\bh:\' P
A\ <
.\ S dlngrlcc ot!lqs, vhern it bogan “1n th( ndoptlon phasd>~ ' 1.,

» - e . .A . o g . ; -!.;
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* Omce more the decision becomes not as much a rational

decxsion-making exercise but one sub]ected to o:ganiutionu
and pol 1:1:91 concerns. i

Berman ,and HcLaughlin (1978) observe that even

continued prajects are vulnerable to financial,- pontical

and personnel p:bblems. They concluded that: - hE}

To be secure project practices l{iad to be’ used

. regularly by teachers, become identified as
part of the Btandard district educational

~ repertoire, and receive:the necessary district
~budget, personnel, service, and facility support
to become integral elements.of district oper-
ations. Only when these requisites were met
did a change agent project lose its-special
status and become institutionalized. (p. 19)

Hayeloc; (1973) sees six ‘considerations for ensuting
continuation. First, the user must feel tnat the innovation
is+working. Either it will pay off dh’;‘écély in mproveﬁ
pe:fo:mance, or indirectly in wl.nningl the appnoval of

others., Second, the :Lnnovn:ion must becomg a ‘routine

done au‘tonatically vithout extu effort. This requires

\time and’ p:actice. Thitd, the 1nnovutiona that su:vive

become integrated :I.nto che éxisting structu:e. _Provision
is made for funding, pe(;aonnel and muntenance. Fourth,
___be Lnnovntion ls constantly "evaluated nnd re—eva].uated.
Thia ena‘u:ea against. loss of quality in program imple-

' ‘mentation, and as well umilnds users that the innovation

part of the everydny way of doing\thinqs, something».
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is still important. Fifth, there must be a_support
system to help maintain the program; “to help if things
~begin to go wrong. Sixth, the innovation must continually
be adapted to meet changing needs.

' Berman and Hclaughlin (1978} feel that the organiza-
tional structu:e of school dist:icts creates a. dj.fficulty
for this pa:t_lculnr phase. It is quite po.sible fpr-

’ ,boards “to udoi:t ‘a’ poliey -that the schools pay only'llip—
p . so:vice to, and it is- also’ poasible for schools to use .
pucticen no longer favored by district po].icy. Tﬂex
*  maintain that a qhange can only be 1vnst1tutionalizea
whan both levels ;:f the school system continue to support
the practice. ‘ o Sl y
In examining the .fate of vulous projects they
saw four paths ‘lhich were geneully followed:
¢ Ve Discontinuation. Occurs when both school and district
b ... office ‘decide not to continue the innovation. Thia
ia eitha: done with an explicit decision to d:op the
pmjcct, or it will just die due to neglect. Watson
J : and Glaser (1965) described the latter condltiom
. Many an Ainnovation b:ought in with great fanfa:e
2 . . is superficially accepted, and months or years °
i xato:, things have: drifted back €6 the way
-were before. Nobody may, have openly

reletqd the change. Nobody revoked it.
- - It just didn't last.  (p. 46)
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Isblated continuation. Occurs when in8ividual
schools continue with the innovation in isolation from

other échoo’ls; this usually occurs when the innovation

is not adéquately supported by the district office.

It has been shoun 'that without support from the dist:ict
office, these 1solated schools are likely to suffe:
ﬂnancial, pexsonnel orpolitical difﬂcult;es in continuing
.the 1nnovatlon. ‘As Berman and McLaughlin (1918) point
out, they "are, quite vulnerable to staff tumover and
: pr.lncipal_ t;gnsfers" (p. 20). Por p:ogxuﬂ (innoval:ione
requiring sbeciél~§undlng ‘or téacher allocation, without
district sdpport there is nn security for continuauon.
mmhmm. . Occu:n when the innovation
has been adopted by the district office as official
policy, but tea_che:b have not put tne innovation into
practice. It may be the case of false claﬂ_ty, ;here
teache‘ta and schools appear to be.using the innovation

but in actual- fact no cha_nge has taken place at all.

often district officials may be aware of what is happening

but since the innovationwas ad'opted'pu:ely for oppo:tunlqéic

_ purposes, they‘are content .to lnt-mtte:s stay as they

are. The mere existence ‘of the policy may,serve the
s

purpose of creating a nrcérespiv'e image for the board,

or help to vdeg!:ease pressure for change from outside

agencies. ®
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. Occurs when.the innovation

becomes an’ integral 'par‘t of the school's and district's

‘way -t}g;ope:atilng. Berman’ and H;:l.aqghlin (1975), note

that hwonlj( a small ptopox:tion of projects become institur
tionalized. An impo:tant difference with these p:o:ects

..ia I:hnt theit ‘eventual continuation was planned right
vi':fxum thé adoption stve. They also :eceivea broad—based
Hsuppott‘. from.adoption to continuation. /\Aﬂ:er special

b |
Ny funding Eo: such p:ojects was discontinued, B!man -and

A
v \

Hobilizatiok effotts were inc:eased to pave

the way ‘for® the project's transition from

,  1its special status to its incorporation into

key areas of digtrict operations: the budget,

pe:sonnel assignment, curriculum support ac-

tivities, 'and the inst:uctional program.’

In short, the groundwo:k and plawing for

~sustaining a. change agent project® had the

early, active,,and continued attention of
achool district managera. (p. 20)

©
Hhichever path a project foilowa becomes obvious

du:ing adopt:ion and implementation. Projects adopted
for political or social ‘teasons 1ack the .support of
the distticf_ staff and the teache:s, are poorly implemented*
or not’ imple_mented at all, and are discontinued if reeourcea

are requi\:ed.tn maintain them. ‘These: innov;tions are
S N ‘
)

doomed for failure from the start...

rS




The. studies shou that district ofﬂce staff muat_

be comnitted to k:he change from the adoption st ge.
‘Successful projects or innovations have broad-based
;upport and are adopted. to mee.c the needs of be‘aehe.:s
and the pa:ticl:la; sc).mol. There is a 'cémmit.menc to
the new idea so tha>!: it becomea meanlngful to 't);e usera.;
and an 1nteg:a1 part - of the o:ganization s way of doing

.

things.

‘! staff Development .

£ . v

schools, eipzesses a view which has xeappearéd ‘throughout

the fute:ature on edﬁucatlonal change and the atudies

on schools. In :eference to the :evolutionuy new ideas
which have begn suggested as altexnativea to the t::aditiongl

app:oaches to schooling, he concluded: ~

“eee it is risky to jump to the concluslon i
. that the aforementioned revolution has taken

. place. It seems that some of the announcements,

* of the death.of the old order are premature;
like Tom Sawyer, the deceased has a way of

_showing up at the funeral. -(p. 217)

E‘ﬁ: Lortie, what does exist is not as much actual change

in practice but the poa'al_biltty for greater differences .

in ;school practice. Yet the variations do not occur,

‘ag’ (his ‘work and Goodlad's (19’@4) latest work confirm.

i
|
|
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Lortie (1975), in his discussion of change in the




If there has been a revolution, I suspect
it Was occurred in people's expectations for

schools, not in*practice; the gap between

the 'possible -and the actual has become an-: =
issue.. That issue ig likely to gtow in 1mpo:tance N .

in the yen:s ahead. (p. 218) * B

B:idqing the gap betveen the possible and the actual
la a difficult task. It -requires knohedge not only .

o: the school setting and the curriculum but also of

how ‘adults learn. . - - ) : f

et . ~
The literadture on educational change discussed

-earlier, in particular the literature on the personal

s . o
dimensions of ‘change, reflects that for profegsionals

to—learn new—ways—(particularly if it means di'scatdtng;——"‘h?
the old ways .of do:!.ng things) is often A painful process.
Sprintball and Thies-Sprinthall (1983) concur with this

view in thei: discussion of an 1nst:uctiona1 model fo:.

'p:oleusionul gro#tt. . Drawlng ‘on the growing body of
hheo:y on: cognitlva development (f:om theorists such

: r
As Plnget, Kohlbetg, -Loevinger) they p:ovide a cogn!.tiva

developmantal framework which has potential for- staff
d-vnlopment. This £:a'mew§zk is based on the following
ulumptionsl )

1. All humans process axperience through cognitive



¢a hiera:chical sequence bf st ges from t.he . LA

less complex.’

3. Growth occurs first within a pa:ticula: stage.

and then only to the next' stage inm the seguence. %,
This lat'te:' change _ié a qualitagive' éhift—;— .
a n!a'jot _qﬁantum leap to a significantly more-
corizplex system of. proces g‘expetieni:e; v ’
4. Gtowth is neither automatic ‘not unllate:al

- but occurs only with appropriqte interaction 3

;‘ *—bet the-human-and-the environment.
5. Behavio:' can- be dete:minad and p:edicted by
'. an individual's particular stqge_,of developm_ent.
_ Predictions, however, are not exact. (p. I6)
Sprinthall and Thies,-sprintha.ll's '(1953)1a1m is to p:ovide
professional development which starts whe:e the leunez

is and then provides the expeziences necessary to stimulate g

* growth to the next highest stage of .development. \

.Although their studies on the effectiveness of
. B » o
this approach is in eazly stages, the findings are en-
couraging ’(p. 27')’.' '.l'hey offer tentative guldallnes;‘.

as a means of 111ustzat1ng impo:tant componenta which-

%

,‘would be part of auchsan approachs’ 1 e

e 8

i ' / -

K .
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" persons 1nni.an1ﬂnn:_zm_|:anng_emumm' (p. 27-28). i
'R‘ather than pa:ticlpat!&g in :ole-playing or vica:ious- N |

—~188 -

Lmﬂlmm&m. This is necessary besause

g:owth t:owa:d more complex levels of cognitive—developnental

funceioning appeazs to' be somewhqt 1n£1uenced by placing

axpenencea, thq p:eaervdce or 1nsenv1ce ;eache: is

expected to actually pe:fo:m a new and pe:haps more
Tl

complex task than his ‘or her cur:enc p:actice. :4 R

2.

Hﬂllg_mhm; Teachers at modast conceptual . ™

» level stages may have difficulty unde:standing and acceptlng )

: x-'the < P ’beinq dis ‘. For those planning preservice .

or 1nu:v1ce activities i is essential to determine ' !

. exactly at what stage of development: the 1earners are, .

' try out something new, there must be time and opportunity

in order to prov!.de experiences which "are neithez beyond

the reach nor below thé“q.:aap of an individual 1ea:ner" *

TRl 20, . ' T g
3. There muat -be opghrEunity ‘for "careful 'and - -

mmwunq_u:xg&un: (p. 29). Once teachers

to. examine the ‘experiedce. Part of tH® model is to *
teach how to ask’ Euestions, how to axamine the expe:ience
from a’variety of views. "Structured reflection seems

iiqn_isl:éc. to promote :1goroﬁa dxaminaéion' (p. 29).



- \/ (1983) f_o_u_gd that providinq mo:e actx[xal expe:ience did'
» noe have greater impac(: than providing mo:e modeat amounts. -

A peer teaching p:og:am which they ins'erviced shcued

’ that tuto:ing tlm, or thr\ee hours Q week was as. effective Lo

weekly seminar was p:ovidéd' (p. 29) ) without the guided
geflection, no’ discernable effccc waa evident. “Ggidgd
ini:ssz.a!:i.on appears essential",‘ (p. 29y, - \ e

conducted and reviewed by Sprinthull and ’L‘hies-Sp:inthall '

(1983) "clearly documem: the\ inefiectiveneas of brief,
episodic, weekend type lea ning (p. 29)." In-depth
@xpe:ience is necessuy to' produce signi'iicam: change.
- This plan suggests a time pe iod of at ieaat one yeat.
SP:inthall(\nd Thies—Sprintha 1 hnve Eound l:hat working

, at the schqol level with teac! eta ‘made it mo:e poaaible

T as tuto:ing ten "to twelve hou:a a week 'as long as‘a

\_/5. Ezng:ame need :9 he' cnn::jnums T\he studiee.

to provide continuuus supexvis on as teachers ttansferred .

newly ‘learned models to .their cias‘stbome. Continuity
E cﬁ support during the ccq'uisi-tion and transfer phase

. |
is seen as crucial for success.

The cognitivle-developmentnl framework

qsnmnea that deve,]\.\opment "invnb{ee the p:ocess of upaettinq

©
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or upending ohe'si current stage (and state‘of equilibrium),
thauby c:aatinquissonance' (p. 30). The individyal
:eacta by attempting to ano:po:ate the new into the
old vithout any real change ‘taking place. ’ Barl:e:'_
d;ac;msion of the personal dime;\aion of’cha.nge.has emphasized
that change is pa!.nfui*and difficult, Often ic“,‘r;hreat:ms
r.he Lndividual'a sense of p:otessionalism. |Effective
inservice programs must provide major personal support
i as u,di:e_ct part of .the instruction. Spri,nth?ll and
Thies-Sprinthall (1983) contluded, "Our work with iIn-
- ? | service teachers convinced us that signifigant professional ,
| development is often painful™ (p. 38). '

The School as the Unit for Change
! Goodlad (1983b, 1984) has been forceful-in presenting
_the view tRat "the uﬂndml_uhnnLiz_ths_ksx_mJ.t
on w‘hich to focus for effecting imp:ovement within the
formal educational system® (p. 36). Goodlad (1983b)
observes that staff development tends golfucus oﬁ the
improvement of individual skills. Seldom is there evidence

of school staffs'working together on instructional improye-

ment aa.a tétal\st:a;“," The no:llnal professional develop it
process is seen as, "Teachers attending activities focused
on téaching materials and behavior, usually desighed

‘to improve what they customarily aid, and with few éxceptions
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away from rather than in their own places of work" (Goodlad-,

- 1983b, p.-44).

Courter and-Ward (1983) agree with Goodlad, and
i " ' £ » *
see school improvemént as "an orderly 'tuning" process

required-of all schools and school -staf.fs bn a continuing

‘basis™ ‘(p. 186), ‘an integral pa:h of normal operations

of schools, Guidelines for effective staff development

incl.ugé: (a) the x:ec_ognition that the participants

(teachers, _adminirs:':ai:ou) will have differences in .

how they perceive learning to take plai:e; -(b) the 1mpor§_ance
of rec_ognizing the teachér as a central figure in acl;ool
imi:t;vement projects; (c) the importance of school staffs
uc;:lu‘.ng iogethe: for school imp:ovementy (d) ﬁhe recom-
mendation that change efforts focus on "the school level
as well as at the clasasroom level and involve the entire
school staff* (p. 193)1 (e) r.he recommendation that
school improvement be viewed aa an on-going p:ocesa;
and (f) the zecommendation that -support be provided
in the Eo:m of "time, materials and expert guidance
and asaistance' (p. 193). ’ \J

The consensus in the literature on staff davelopmenl:
is.that change will. not occur thr'ough isolated and occasional

inservice staff development activities. Teachers need

time for guided l_:eflqctlon and integratjon, 'they' need .

personal éuppo:t and chalianes,' and they need opportunities_
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to try out the new roles in a nQn-threatening envﬁonment.
The best place to provide this is the schOQl itself.
Scagi' development then can be a process involvix;g the
whole school st::‘.’f, including the p:incxpal, as ;-.hey
work togethe: to improve-{he 1nst:uction at the school
,‘level. . ’ : ’\__/,\ i
.Neale, B‘ailay and Ross (198l1) made 2 comprehensive

review o’futilej'liﬁe:atu:e on how best Eé’imp:ove schoolst

Their findings concur with those of Goodlad and the .

Rand Study. Trhey stated, "The local scgool, as a social

‘organization, is the optimal focus ‘for change; successful
change can best be brought about by contlnuous efforts

to improve the .local school buildinq organigacion’as

a total un.n:' (p. 23). br,gokix)g back ‘over the unsuccessful '

aEtemp!s at educatlonai ch'ange which dccurred ir; the
19588’ and 19688, they conclude:

il ¢ N_A B o N !
é:le:alized efforts to install new educational .
practices have failed to pass through most
school house doors. On the other hand, we
‘have repeatedly seen that-selected local schools
have been able to make dramatic improvements
in their operations. Unlesa conditions for
change exist at the school building level,

* no change+will occur. (p. 2

The achool as the focus for clange does not mean however

" that schools operate best .in isolation. Neale, En11e§_

‘and Rosa (1981) further state that "The local school,
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building organlzation, as a part ot 2 la:ger educational
2 ® -'system, must be - linke@ to other orgunizations Eo: mnimum f\'
succesg in school imprgvement' (p. 23). By . thia they

mean that! the J.ocal school mist be ts tuget for educational

. change, but aupporc must come\from ocher Agenciea and
T .' "peop'le or‘ change is -not lik:b to occur. Teachers' '

s L working é.q'hdh:.&ons (isolated and autonomous in self-
'cynt;iﬂed'clnssro;;ns), the conserva‘_iive- na.tu:e'of most '

-, teachers, and the lack of tewards for change ar contribute

L -'. to a school- organization which hud proven extremely.

:eluctant to change. Nedle, Bailey and ‘Ross (1981)-

:ecommend that "the te%:urces devoted to school 1mp:ov€ment

. can best be mobilized through pa:tnerahips whoee pu:poae
is to improve rlocal schools, but whose mem.berahip tznnacends .
the school ltself' (p. 28). ‘What they _ha.ve in mind., e

is the linking ptocess such as Goodlad's 'gué_ of Coop- !

\’ , - erating Schools: Bentzen'(1974) givés_ a, detdileg¢atcoént . -~ _

o P ‘ of how schools can band together to support each other .

Q o .‘ as they solve p:oblems in st:aff development.. An outside o

agency, such as a col‘lege of. educ(on or a teacher“ ‘

cenue, can p:ovide,aasistunce as schools lhlk together .;)

to find vnys in which change can ocaur. The district .- '
office- can also p:qvid{ the suppozrt which "the schoold

need. S
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; The RandStudy (Berman & McLaughlim, 1978) founa’ )

°that ‘certain implementation -strategies usually@id not
work, and in fact co.uld leB®sen the chances for coht‘-r:xatich.
-As tl;ey pointe‘a out, the;e generally Ineffective strategies
might “help in .p'artig.ulu Lriatanc?a but they are not
compatn;;e with the view of professional development
which has been outlined,, in this secti'on.' The st:utegies

- h:zman and Hcr.al;ghlin (1978) saw as ineffective areg:
* 1. ,Qn;aj_dg_;num;m;a The aasistance provided
by outlide eonsultants was viewed: by, teachers -as "too
'genenl, untimely, and irrelevant ‘to  the pr-obi.ems of
A.> . ‘the;r v_cl_a'as:ooms' (p. 27). The Rand study found thet
) .outaida consultants had "neither the time nor the necassa;:y
L information to tailor their advice to the individual
_,  - school or classroon” (e 27). They also were not usually
: availuple' ;o'p:ovide assistance when problems ar;:)se

during. the implementation. . ey ‘ '

’ ) .. 2;'.2ukmd_mmmn:_'up.r.unhu. These wére

", ununlly too inﬂexible to qllow local adaptation necessa:y
for ef!eodve melemenution. Local conditions were

nomang not foreseen.
'-'c ‘.._J\ nﬁnnmmxsnmumm This

S uppionch has otten been taken fo: touons of economy

and otuciency-. '.l‘hi.s method cannot p:ovide the assistance
&

. =
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>
teachers ﬁeed during the 1mp{emenga}:10n stage, and usually
cannot anticipate the problems that may arise. Even
- if such -ét‘vblems could be identified, "training th;t
treated issues befo:e they became problems was usu:lly .
not meaningful to é:oject ataf«f' (p. 27). B
4. Pay for training. The Rand Stydy found that
teachers will aper;d the time and energy to carry out
a new ﬁz:aqtice t;u,t of . professional concerns, in order
t.o be a better .t:ea'cher{ ‘Extra pay for training was
either viewed as not al‘gﬁificant, or to be negatively
related to implementation outcomes. . 3
5. ml_guum In deciding whether or
not to continue a project,. formal evaluation findings
~were generally noﬂlnport;nt. For school districts,
.local bureaucratic'and political concerns were more
1 ) .
6. Comprehensive projects. 'Projects that attempt ~=
to do too much often fail, E:equ'enr.ly because the different
needs of those involved could not all be met, son;etlmes, =
too, such pro;\ectsl sé:ead people and resources too thinly,

thereby weakening the whole project.

Strategies that Do Work 5
The Rand Study found that strategies that promoted
mutual "adaptation, in whlch' the bxoject could be adapted
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} . to its settings, and in which teachers could adapt their
practices—in response, were generally effective. Such
approaches are "essentially learning-by-doing® (Berman
& McLaughlin, 1978; p- 28). These strategies usually
were effective, but g:he authors are quick to point éut
that “"these strategies are not a panacea. They- obviously_
do. not work if they are poorly executed, as was o{ten "
the case when they were uti’;e*l'y applied™ (p. 28).
'They also ,stress that such’ strategies may not York at
all'if ‘;ppl;ed aépa:ately, .rathe; thgy work well tpgether .
as an overall implementation strategy.®
- 1. Concrete, teacher-specific. and.-on-going training. ¢
"Teachers required concrete, 'hands on' training in k
trnnslatingv uft_en very general agd fuzzy project guidel Lnga
in!o-clasa“rpom practice, and adapting prdject conce_p_t:s
$ to the reali'ty of their particular situation” (p. 29).
This strategy was particularly effective when teachers
themselves helped determine the training. " Mutual adaptation™
¢ was best when training contlnueé for more than a year.
‘ 2. Clasaroom assistance from project or districk
ataff.  Local resource petsoﬁnel provided opportunities .
for'fnqtual adaptationvby being available to offer "relevant, ’
* = ,‘ étnéﬁc;l advice on an 'on-call' baa>1s" (p. 29).
3. Dhnammn_nuhumm:_in_n'xhu_nuuzms
iR L _p.x_dj.n_u_q.u When teachers could vislt other schools

-
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or districts (for at least a day) it tended to aid imple-
mentation. It was also found that other teachers. were
the "most effective counselors when it came to advising
implementors-to-be about p:ol;lems they could expect,
’ sugg.atlng‘vaya to remedy them, and encouraging new
project 3taff that 'they can do it too'" (p. 29).

4. Regular project meetings. Requl;: meetings
which focused on p:ictlcal probleﬁs proved ~lAulefuJ. for
mutual adaptation, problem solving, and building staff
morale. - =

57 Teacher participation in projectdiscussions.
The more Eeache;s ve;e involved with the ,pr‘oject:, the
more they identified with it. They tended to—see p:obl‘em‘s
as they arose,: s}xggesting remedies, and were more willing
to spend time on the project.)

-6. Local materials development. The process of
duv:loping materials needed was seen as "providing staff
“with a feeling that their professional judgement was .,

valued" (p. 29). ki '

7. mmmuanm. The Rand
Study saw t‘heljuctiye support ot_ the ‘principal. as vital.
Most meo:ta-nt perhaps was that "it signalled the staff
that their e,ffon‘:s were supported and valued” (p.“JD).

+The lit;:atu:e on staff development emphasizes

that people are 'involvegl in the change process, and
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that significant professional development may be painful.
The teacher, as an adult learner, must be respected
as a professional and given time to reflect and integrate
new i‘debaa into his or her conceb;ugl frameworks. Those
planning programs of professional\dev'e;opment must provide
personal support and challenges for those they want
to change. The literature suggests that, in order t;.o
bea_‘t accomplish this, the school\ is the key unit with
the wh'ole staff' involved. - Strategies thai work best
‘are atrategies which have this view of staff development,

and therefore provide- opportunitzea for mutual adaptation.

Summary

".l‘he research studies concur o;—’l;a—ny _points. They
agree that educational éhange is a process, not an event, .
and that each of its phases-—the adoption, the implementation
and‘ the continuation--have factors that influence them,
uffec_:ing the ouytcome. They agree also that the imp'le-
mentation phase, that of uctﬁally putuim'; change into
practice,.is .the crucial phase. This fact points to
the importance of .the setting which, S.n edu.cational
change, is frequently the‘t;';:l;ool. The studies stress

)—t‘iu importance of adapting any new change to its setting,

making it f£it the needs of Eeuche:s and their classrooms.’
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| - .
The literature also destroys the rather naive view:

of ti:e school district as a rational, pxoblem-solviné
entiéy. Educational change is often motivated by social
or po itical concerns as 1ndiv1duala or g:oupa compete
for iimited resources or power. ﬁ:ioritieu established
within districts often :eflect the p:essu:e of external
groups, or they are a.means ‘of imp:ov;ng qhe image of

—_—

the histrict officials.  Only a'small proportion are

~logical, rational solutions to the educational ‘n'eeds

of the district. ; i
For teachers, innovations are often seen as 'threuta

to their image of-"themselves as professionals. Those
Ly

“implementing chanz_ie must expect conflict and resistance,

and they must allow individual teachers to f£ind their

own meaning in the proposed change. Only when teachers'

beliefs are changed, and tﬁa proposed change becomer'

integrated within the belief systems that teachers li\ge
k

by, can real changé’ be- achieved. Teache':a"have to work
' : P

out their own meaning of the changes coni:onung then. i

Successful change requites many things. It requires
that anyone involved in chahg!,ng the school must unders
the culture of the school and must understand the way
things are done. It reguires that teachers be
time to work out the meaning of new programs and curriculum

directives, and to adapt the innovations to solve/ their

J : \
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particular problems. It requires tbamt changes be clear
and that teachers realize the need for change. It requirés
.
that inservice programs use strategies that have been
shown to work, and discard methods proven td be 1ne£fective;
Above all the literature shows that succ_ea_siul change
in teaching -practice requires that people change their
bghaviour; that they unlenrn old ways of doing things
- and learn new ways. Those Hho anpiu to implement change.
Must listen as we.ll as explain, continually .
accommodating their design to other purposes,
other kimds of experience, modifying and rene-
- gotiating, long after they would like to believe
that their conception was finished. If they
- impatiently cut the process short, their reforms

afe likely to be abortive. (Marris, 1975,
p. .156) X

—

The U.teut:uu on change reitesatea that change
is ongoing; that innovationa which become pa:t of a
way of doingAthinga almost immediaqely needs to be re-

evaluated; that the desire for g:owt:h will launch the

cycle’ of change all over again. Only by - this means ~

is on-going change and lmp:ovement poﬂlble. . Progress
'.1.3~ ‘made in meeting the-challenge of change but there
is always éhq‘ avareness of the many tasks which lie
ahe‘ad. Teachers and administrators may be forgiven
if they somt}mes- feel like Alice in Wonderland as -she
ran togkeep up with the Red Queen: '
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"In our country,” said Alice, panting a Iittle,
"you'd generally get to somewhere else--if
you ran fast for a leong time as we've been
doing."

"A slow sort of country" said the Queen.
"Now, here, you see, it takes all the running
you can do, to.keep in the|same place. If
you want to get sbmewhere,iyou must run at
least: twice as fast\as that.
pp. 144-145) IR | j

T e et et e 5

.

(Carroll, 1966,.
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CHAPTER V

SUMMARY AND IMPLICATIONS

Thi% study. began as an attempt to understand why
the gap exists between theory and practice, pa:ticularly
ln gchool libraries. The standards for school llbrary

média services provide the vision for what quality programs

should be, but few schools p:ovide such’ programs. Tha:
study has examined the literature on Bchoo.ling and on
educational change in an ‘attempt to. find answ rs as
to why the gap ‘exists and how it can be bridged. These
) answers are important to anyone concerned with implementing
school library media p:og:ams.

Tpia study is based on the hypothesis that to introduce
the modern concept of school librar:y media programs
into schools where none currently exist is .bo introduce
majo:v chapge into those sch_ools. , Whef.het ar not such
majo; change can be successfully implemented depends
on many factors--~some associated with' thé la:‘ger society
of which the échools axg_onl’y a ?a:ty ‘some which are

found at the digtrict level; and pé:hapa’  most important,

some factors which are preagné within. the schools them-

selves.
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Th Chiﬁ"ge Itself

The school libra:;‘media concept d-éacribed'in Chapter
Twol makes certain asFmptionq. . It assumes: that teaéhing
is a rational activity, based on teachers atteﬁpting
to meet clearly - stated ol:‘jectiv‘esy that teachers and

K
school librarians will team teach Ln an effort to integrate

.lib:ary or research skilla and claaaroom 1natzuction:-

that’teaching is an active process, requiring a vari.ety.
of formats to meet different 1earner needs; and that
teaching is a pzoblem‘-vsolving process in which those
lnvolved try to find the best methods and the best resources
to meet the needs, of 1ndividua1 ledrners. The school
lib:a:hn is seen as a teacher, alibrarian, aninstructional
developer. and a curriculum developer at the school
level.

This role is not ‘one that the school'_;l.ibra:ian
has sought. Ihséead it is a role that the changing
curriculum has demanded. New theories of how learning ‘
occurs,  new programs of studies, new technologies which

are introduced into the school system, the rapid increase

4

bt "\*)

ﬁxcmpte: Two, pp. 28-69. ¢



of knowledge haile all changed current expectations of |

what education should be.?2
- However the literature h.:as shown that these curriculum
innovations have ‘seldom been implemented into teaching
practice.3 fThe te.aching‘ a‘trétegy S$till used—in-mosk
classrooms is the teachetr talking, the Vstu_dent; listening
‘or working 1ndependen£ly: wiéh the .textbook and chalkboard
‘ occupying donfinant poa;ltiti'ns. *; There ‘,i‘a little evidence’
of innovative teaching practice‘a. . . . .
Table 2 (p. 255) summarizes the main diffe:ences
that exist between the assumptions inherent in the modern
school library media concept and the realities of teaching
as revealedt the studies reviewed. )
) Because there hns_ been a change in efpp’Ctai:ions

for schools rather than a changer@n actual teaching

ybrvactice, the modern school library media program has-

rarely been implemented. '{he' ‘éc‘hoo]'. -library in practice
reflects what is }xappeping in the classroom. Teaching
that is based- 6n textbdok learning and use of workblooks
or vo:ksheeta has little need for a media cem:l? Table
3 (p. 206) summarizes the main differences i‘n’the school

2por full dischssion, see pp. 1-8, 20-69.
35‘0: full discussion, see pp. 187-133.

s
£y

TN
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. libraries that exist? and the ideal- school library media

e o
centre as outline’d_"iﬂ the standards.5

Table 1

Rrogram

Nature of Teaching® School Library Media Program’

Isolated activity’ Coopexativé planning

Teacher autonomous Team ‘teaching
' .
Vagque goals Precisely defined goals
and objectives

Group instruction Individualized instruction

Reliance on textbook

od
Teacher contrg

Teacher &‘s- egsential Teacher as creator of learning
in the learrming process experiences leading to students
becoming independent learners

Variety of resources, different
formats

Maximum freedom for learner

'Self contained classrooms Different locations

L
4piscussed in detail in Chapter Three, pp. 133-142.
Ssee Chédpter Two for a full discussion.
6These findings are described in detail on pp. 118-128.

7For £ull discussion, see pp. 58-54. /
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The School Library=-In Practice and Theors/ o

Practice

' Theory

Not part of the =
1n_st:uctiona¥p:og:am R

lerizy periods scheduled

Library skills taught
in isolation

Scheduled library periods
provide free periods
for teachers

School librarians are
not provided clerical
help

School librarian's role
perceived as mainly
clerical and technical

School 1ibrarians con-
fused over their role

School librarians do not
communicate their role
to teachers and admin-
istrators
Personality ‘of librarian
not seen as important

. School

An integral part of the.
instructional program: .

Flexible library schedul:l.ng

‘based on need

Research skills integrated
into classtoom work

Teachers wo:k with librarian
to providéemeaningful, library
experiences

Clerical and technical .help
provided at school or district
level .

librarian's role
perceived as primarily working
with teachers and students
in curriculum development

School libragians with cléar
perception of role

School librarians interpret’
and communicate their role’
to teachers and administrators

Confident, ext:overtedcperson—'
alities needed to £i11 the
role




The gap between expectations éo: schools andl what
schools are actually doing affects the iﬁnpiemenégtion
‘of a. school ljbrary media prvug:am.. The literatdré on
educational change identifies four charact7:istics of
the change itself which will affect successful implemen-
tation: its perceived need and relevance; its clarity;
its complexity; its quality and p:actic'ality..a '.Eat;

) Y.dill. be 'examih_t‘ad as ‘it pertains tol the introduction’
of the school library nied_ia program. ’
Need and Relevance ,

Teachers and administrators who are’ content w'itkn‘
the present practice, who perceive teaching to be textbook
and teacher dominated (as shown in Table 2) perceiver

ttle ne or a schoo. rary media program. esearc.
little need £ chool 1ib ai R h

has demdngt‘:mted that unlesa_ there is a perceived need,.
th'eAchances of j.‘mplementatiﬁn are slim.9 Teachers are
more likely to implement a schooi _].ib:a_ry media program
if they recognize it as né‘g:essary and relevantﬁfor good

teaching.

?

ﬂE!ee pp. 174-175 for discussionr. R 3
Sghe p. 174.




208

4 \ ) &
Clarity =% .
&Y = .

A proposed change must be cléa_rly‘ uhderstmod./

I;ack of clarity has led to what has been discussed as

"false clarity'.'l“ Ttlne literature has shown that the

'cqncept‘ of the schox% liprary media program is not under-
3

stood., There i5 confusion at all levels as to what -

‘such 'a'p:"og:am/ahould be. This confusion is caused,
for—the most pért, by ‘the gap which exists between theory

and. practlée. The role and the concept of the: school

' 1&b:ary media prog:am must be clarified before i+ can

he implemented.
L‘ This particular concept, is easily misunderstood.
séhool libraries a:e often confused with public libraries;

jargon from library science, educatloﬁ and educational

-technology tends to be intérspersed; and new terminology

from curriculum developers (for example, resource-based
learning) tgnds to be’ used but not clearly understood.

The result has often’ been confusion.

Lomplexity —
*" The more compiex a proposal change, the more.difficulty

there is in auccesa'fully implementing ig. 11 T.o introduce

185ee pp. 151-152. .

llgee pp. 155-156, 175.
[
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a sci:o.ol library media’ progrm‘n is a very complex change.
It requires not only that teachers change the materials
and teaching approaches t).y use, but also that they
change their basic beliefs abo‘u;\ what constitutes - good
teaching and learnl g.

The lite:atu:é\;n- the personal dimension of <:ht=nge]-2
reveals that a change in core beliefs is very difficult
for those inﬁividuals beir‘\q aéked‘ to change, for it
threatens their identity as professionals.. Those intro-
ducing such change must expect conflict and resistance
at the start. Time and persunal support is neceasny
if individuals are to make such radical chaﬁges.

Studies have also shown that teachers are more

.likely to implemen-t: complex, changes than simpler. changes,

if they ‘believe the change will lmp:_ove‘t:hei: t:eau:‘hing.13
The concept of the school 1~if>z-ary'media program ;s based
on the notion t:hat Buch an app:oach improves teaching
and lea:ning. Those: attempting to introduce the program

would be wise to make sure teachers %nderstand this

‘to. be the case. The findings of' research,.whenever

available, would be advantageous in convincing teachers

of the value of such a program.
~

124 gcussed’ on pp. 146~155.
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Quality and practicality ‘

Cha;ge.a which are successfully implemented tend
‘to .be those which are perceived to be of high quality,
and which are practical to implement in. the sv:hool.“_
Those inéroducing a school library media p:ogiam must
p:ow:'flde the needed support,_4ip the fofm of neceésary
resources and personnel. ff a school board adopts a
policy of resource-based teaching and neglecta to provide
resources b:» a qualified school-librarian, teachers
may well doubr; the sincerity of the p6licy.

Teachers should also see that 'a.lschool library
;nedi‘a program can be adapted by them as they integrate
such a program into their no:malaclas\srcom work. The
introduction of this type of program will require that
the role of the school librarian and the role of the
teacher in the teachin'g’/lea.:ni‘ng process be ‘modified,
Teﬁcﬁera and school librarians must have time to. work
out their own classroom strategie’h and techniques within
a Sroad _phi‘losophical framework. The specific Vachool
library media centre's goals and procedures must be
made concrete over time through the school staff working .

as a team.

-

l45ee pp. 174-175. : - @
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Implications

1. School library media programs must be shown
to be necessary and relevant to good teaching.

2. " The concepts and the roles of the school library
medi4 program and the school librarian must be clarified
by defining them and by eliminating jargon. ’ o ’

3. . The concept\ of ’-chhool‘ library 'mediu programs
is complex‘, :equi:ing, for most tea;‘taetg. a change in
teaching ma:::;:ials, teach{ng approaches, and busi_c beliefs
about teaching. 3 .

. ‘4. To change basic beliefs is difficult. I.ndividuals_
who are being asked to change must be given time to
integrate new ideas, and given personal support as they
change old practices.

S. Those attempting to introduce such comp;ex
.change must expect resistance and conflict initially.

6. Those introducing such char\x_ge should provide
empirical :eaegzch wheneveg posai-blé to provide evidence
.to teachers that the change will improve their t.‘eac'hing..

7. '.l‘l;e resources and personnel necessary for
a school library media program must be provided, in
ordér to demonstrate the commitment on the part of the

school™districts to quality pgo‘g:um.

N
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- i
84 Those introducing the program must demonstrate
that it is a practical program,® capable of being adapted
to meet the needs of particular schools. R

Factors External to the District’

' Factors which exist outside t'he' school district
have been shown to be “influential in the successful

j;plementatiolh of ‘a school,,l'ibrary, edia_ p;zogum. ) =
’ . : . »

; ; )

Examination of the histo:y_ of the development of
-schooll libraries in the United States has described
the considerable-influence which a strong national organ-
ization can have.l5 National standards, formulated
Sy ‘national asaéciationa, p:ve clarified the concept
and given a vision of what séhool lib;ary media programs
'can be. In Canada there is no strong national organization
which clearly a:t;culatea this vision, and which unites
school librarians across the nation.l6

School librarians have strong organizations at’

the provincial level .as part of their provinciai]tea(!he:

155ee Chapter Two, pp. 20-54.
16rnis point is discussed fully on pp. 88-85.
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associations or unions.l7 ' These groups have organized
conferences and their provincial- executives speak in
a united voice to provincial bureaucrats and educational
associations. “Through their newsletters and journals,
the current ideas on school 1ib:a.ziansh_£p have been

disseminated. The impetus for a national organization

must come from these provincial groups. Provincial '

associations also,have the reéponsibility to articulate -

to px::ovinciul educators at all levels the: 9oncept of
the Qchopl library media .p:og:am.

" The history of sch;ol lib:m':i'es in the ‘United States
has demonstrated the necessity for national standards.
But national standards must emanate from .a national
organization which‘”é‘;eaks‘ for school librarians. The
progession itself must be able to collectively formulate
:eallatic standards for quality programs. Oniy then
';:ah school librarians work with o'theta_ in the field
of education--school’ administrators, educational researchers,
supervisors, classroom teachers and parenta;-to develop
standards of school —H;;nry media ae;:vices which will
. lead to new ideas, new ways of tl{inking about the functions

' of the school in an electronic era, and new %ya to

meet. the needs of students and teachers. The profession

—_——

17see pp. 81-82. -

-
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itself has a responsibility to point the way to the
realization of these goals.
Provdncial Departnents of Education
The provincial departments of educatjon must prcvide
leadership by. stating the goals for schjol library medza
programs. They must provide the mandate so that achbol
districts will know what is .exp.ected of .them.le» They
‘must provide provincial standards, so that educators
"w’i.ll_:accept that school libraries are'a necessary' part
of every child's education. They have a resﬁonsibility

to make the educational community aware  of requirements

for adequate school library media programs. - If there

is noTknowledge of national or provincial standards,
the exp.ectat.lons' of teachers and administrators will
be bu? on the familiar; thé school library as it presently
exists. Since quality school 1ib,rary media programs
are rare, to gccépt what is as the norm is to lower
standards indeed. '
Provincial standards are needed which are clearly
articulated, based on bﬁe needs of - the curriculum and
"~ what is known of the teaching/learning process. They

should be based on the best information available, drawn

mFo: a .full discussion of this point, see gp./ 74-80.

' .
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f'rom standards'developed by the professional associations
{national and provincial) who in turn draw on the collective
experience of leaders in the field. They must reflect
the ideal,ryet be within the range of what schools might

reasonably implement.

The language of provincial standayds must be free

of 'jargon and easy to read, for once :o:mulaged the
p:ovincial department has a :esponsibility to ensure

that school administtators at all 1evels are aware of-

these standards. A copy of the standards should be-‘,,/’

in évety school so that the school principals, classroom
teachers and school librarians will know what is expected

of them. -~ °

4 8

The provincial school library consultants are in
key ',po;itiona to communicate the role ané the concept
to educ:}ibnal qéficials at the pzovincla‘l level, to
the superintendents and supervisors at the district

level, and to the principals and teachers at the Jlocal

school: level.19 They can be powerful advocates, iﬁterpretinq ,‘

the concept and the role at all levels o}t'e‘ducntion.
By dlss“e)ninating new ideas "am; providing pernsnal contacts
within the p:ovlnce,_th’e consultant's chief’ function
may be that df change agent. - ) ¢ .

l?see pé\ 78-80 for diacuulon of this role.
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oy
The competencies identified by the various standards?®

are ‘in agreement that school librarfans need to have

training in education, library science, instructional

dev'elobment and curriculum development. The v.ro%e‘ demands
that at the schdoi‘ .'L.’e'vel‘ the school * 1ibrariar is- first
a teacher, Hotking with other teache:s to: cooperatlvely
plan and teach units of wo:k which integrate classroom
assignments and reaearch skilla. ' Faculties of’ education
and achoola of library science must be guided by the

needs of the school. Cooperation, between the two, with

. transfer of credit and cross-listing of: courses where

possdble;  would serve to atrengthen_ the profession.

Schools of library science could providq needed assistance

if they permitted part-time study, thus allowing interested.

school librarians to upgrade‘profeysaional' skills at

sunmer school (a practice comm?-n in faculties of education).

The lack of zecogn“:,:?;\on of master of education
programs by schools of librnry. science?l has .caused

a rift among school llb:arians. The profession would

be stronger if faculties -of education and achools of

2gee pp. 55-68 for complete discussion of the cdompetencies

required'by school librarians. .
21Nothnrpa:t1cu1u Haycock's (1981) quote on p. 87.
o
Y

’
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library sciende workéd"together on vthe improvement of
training to meet the needs of those in the schools.
Development and Use of Research

The Qeld of school librarianship has been revealed
as an area .in which little valid empirical research
has been cqndu‘cted.zzi There is a growing awareness
of.the need for :e'se.;lrc’h' studies in almost evei:y area ‘A
of school J.ib:arj'.anship.v Educational researchers in

. .Eacult'les of education could make a contribution, but
research l'uy school 1librarians themselves lat :.he'schoyl
level would also add -immensely to the knowledge of tl;:e
fleld. &

In order to carry out valid research, it is m?_e‘ssury
fof school 1ibrariaﬁ'?§§ tra:néd in reaear'ch desligﬁ
and ‘methodolbgy. Faculties of .education and schools T

. Bf libtar;‘ science should also provide a‘ssisg:anc.e to
# practitioners in the field who are involved_{' in research.
Faculties of' education, schools of librg@ry science,
educational associations, national and' provincial associ-
ations of school librarians can provide valuable assistance

by publishihg research articles in their journals.

22por full discussion on this topic, seé PP, 8819;. . -



Inplications

1. There is a need for a strong national association

" for school librarians in Canada.

2. .Provincial associations must prov:.de the impetus
for such an otganizaticn. '
3. The professi'on of school 115:atianship in

éanaaa needs to express itself collectively through

‘national and provincial standards for school library

media programs.

4. 'Provinc:i.al' departments of .education should

‘state clearly provincial standards for school library

media programs. They should ﬁrovi-de the leadership
so that educato:a at dxsttict and local levels are aware

of what school library media programs should be.

5. ' Provincial school library consultants should

,be powerful advocates at all levels of education for

school library media programs.

6. Provincial- school library consultants should
be change agents, helping to implement school library
media programs.

7. Faculties of education and schools of library
science need to work cegéthez to provide -improved oppor-
tnniti_es for the professional education of school librarians.

- 8. There is a need for valid research in all

areas of school librarianship. Such research might
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be conducted, not only by educational researchers,
but also by school librarians currently practicing in
the field.

9. School librarians should have, as part of
their professional training, courses in research desi:;n
and methodology. 3 @ )

. 19. E‘acu‘lties of education, schools of library
science, educational associations, national and provincial
aascciati’ons for school librarians can assist in’ achool

library research efforts by publishing research. articles

in professional journals and publications.

Factors at the District Level *

Importance of District Support
. -
The literature on educational change confirms that
commitment at the district level is crucial for the

successful implementétion of any innovation.23

Those

attempting tb introduce'schooltlibrary media programs

into schools must realize that, without serious commitment

from the district office, the chances for long-term
N .

continuation of programs are ‘negligible.. The literature .

reflects that, during the adoption stage, the support

23gqe diacussion in Chapter Four, pa:ticularly PP. 161-
168, 175-177, 180-185. :
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of the district office can determine whether plannleg

for the introduction of such change is adequate, and™ .

whether or not teachers and principals take programs
seriously. I1f the concept of resource-based teaching
is adopted only verbally to make the district appear

progressive, without any real plan or desire for change

in teaching practice, teachers and principals will soon .

learn that the district office is not really  concerned

with implementation of ‘such a concept. . .
1f districts are serious about implementing school
library media programs, from the very beginn!nzj i:hey
will plan to incorporate aﬁch a concept into 'the regular
approaches to teaching in the district. Good teaching
will become equated with making full use of the school
library media program.
Once schools have implemented school library media
v, programs, the support of the district office is necessary
_ for. continuation.- The school library media program
: o) seen.b/ meeting .a. central educational need ?E
the district and as being important at all 1ev'els, to
teachers, principals, board supervisors, board trustees
and the superintendent. The school library media program
iylfwed. therefore, as an ess%ntial element in the
) q,ne’ﬂéy of education offered by the district.

Z
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. School diatr‘icts in the 1988s must make difficult
choices. Declining enrolments, acor;omgc.rest:aint,_
and redundant.teacpetaz4'have forced’ school aistricts .
to eliminate programs and unnecessary -ffllls. Only
districts which have made 5 strong commitment to the
concept of school l.I_b:a:y ;'nedia pgograms, n‘cogniziﬁg,'_

their essential contribution to'qualitvyv education; will

¥ maintain such. programs. A major commitment is rejuired

to introduce such programs at this pacticular time.
The Role of the Superintendent

The literat@re on t/he role of the ’supelgintende_nt
demonitrates tl}pt the support- ouf't:he supezlntlendent
is important in int:odhcing c}nange ;nto"the school district. ’
The auperintendént has been demonstrated to be av.powerful
ally. 25  Those wishing to introduce school library media
programs into schools must ﬂnd vays of winning the=-
support of superintent{entsf As the .chlef exscutiue.
Eo:.the school board, the sup;e:intendent moie than -an'y
other individual can )‘;onvince school board gembers of
the need for auch prog:ams; can fight for funds to support..

programs; can secure allocatiops for school ub:atiana;

24gee discuasion of thegé éonditlops on.pp.’ 94-96.
25py11 discussion of the superintendent's role’g\ ppy 183-
186, © ° \ e
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can determine the priority placed on school. libraries
in the d:tstrict; and can communicate throughdut the
district the mpo:l;.ance of such programs.

Research has shown that superintendents tend to,
be influencer{ by othe; auperintendents for the most
part. - National and. pzovincial associations for school
librutiana,—‘taculties of educatlon, and provincial depatt«
ments of educauon need to £ind wayg to communicate '

with this influentiql group and win their suppo:t.

. Superintendents i.n dlst:icta which have st:ong school

library media progrms should be asked for thei: assistance
in pneser&ing the benefits of such programs to other
auperintendents.

'.l‘he literaturé on change :eveals that superintendents
are most 1ike1y to adopt changes that: promote the image

of the'district as up-to-date, p:pfesaicnal, and responsive,

and which also win approval of their peer elite,26

Those !.nt::od‘ucing» the concept of a aclhool> library media

program would be w;_se to keep these observations in

‘mind. . o
0 » . .
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The Role of District School Library Consultants

The district consultant for school libraries has

an important advocacy role to play, pa:tikcul'atly in

working with board personnel. The person in this position

must interpret the concept of the scpoul library Wedia

program for o.the: consultants at the board office, for

school ,priﬁcipala, and for school librarians.2?7 such

. a role requires that consultants have a clear understanding

of the concépt and« the role. -~ R /.*'\

District consultants should ptovlde leadership

in the development of school llb:ary media p:ogums

at th.e school level. To do ‘this effectively requires

that they understand the process of educational change,

and be sensitive to the -people ‘involved in the process.

They must build commifment to the cancept at tfne district

‘ level and have the patience to permit -long-term planning
“to~take place. They must provide support to school
librarians, clasa:oom teachers, and school principals

as they atruggle to implement the new program.
Small school districts whlch do not have-a consultant
for school llb:at'fea are at an obvious disadvantage,

for they have 'nob&dy at the local level to advise them .—.
h . -

&
: S~

27?0: a complete discusslon,ot the role of the district
consultant, see pp. 96-183. 5
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as to what comp:rs'ea quality school library services.
, Regional cansultants shared by several small boards
might be one possible solution. : If district consultants
are to coordinate several content areas, small boards
may find it feasible to hire a .school lib:azy media
apecialiat to co rdinate the library media program and
! several-ﬂ_othe: content areas. -—All st_:hopl library media
gpecial.iata are expected to know the cu;riqulum, and
_qholuld likely have| at least one other area of. expe:ti.sey
It is unlikeiy _thaﬁ apeqialists in other content areas
would have the specﬁialized training required for -the :

implemeqf.ation of échool library media programs.

Inplications
/1. Commitment and strong support at the district

office level ‘are crucial to the succ_.essful implementation
of school libtary programs. ’ :

_2, 5chool library media programs must be pe:ceived
as essential to the education offered in the district.

3. 'In tim‘esA'o‘f ec_onon]x@id':e;tuinﬁ and‘declining
enroimam;sl school library media programs will be maintained
only where there is strong commitment at the district
-level. ’ »

4. The st;ppo:t of the superintendent is vital

to commitment at the diitrict level.
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5. All those interested in advancing school librar-
iaﬁshlp should investigate ways of winning the  support
of supe’xintendents. Those interested must include the

national and provincial associations for school librarians,

faculties of education, schools of library science,

and f:zovim:ial de:;artmenta of education.

6. Superintendents who support school 1library
S

media programs in their own districts should be }equasted P

to support pzomoﬁ?n efforts directed toward other super-
intendents. ) . 1y
'. District consultants for school library media
programs must b strong 'advocates at the district level.
8. District consultants for school libraries

have an important role to play as -changé agents. It

is‘ential that they understand the ch-ange process

and how to impleme;ﬂ: change. |
9. All districts should have a consultant for
school library media programs at the district level.

" %
Factors at the ‘school Level

As stated previously, a wide gap exists between
curriculum theory and what actually happens in practice.
In the real world of the school few of the practicds

and innovations widely acclaimed in the literature are
‘
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ever 1mp1emenr.ed.28 The sch901 library media standards
reflect the current thought in curriculum theory and
are based on currgnt curriculum guidelinea.29* The result
is that the achoolzlibra:y media specialist should be
aé the forefront in curriculum development, promoting
p. eaching matezia{s and aﬂ?ﬁoaches which, flthough endorsed
and re¢commended in curricul guides, are often mnot.
accéﬁéid as part of the pkesefit practice in the schools.
" Bzen more aignificantiy, the‘role of the school library
edia apacialié€ has been based on a pliilosophical framework
<::§ﬁ{t>'is fundamentaliy different from ‘the géaumptions
most teachers hold. A brief summary of some of these
diffe:ences 1a;épcluded in Table 2 (p. 205).

It is an }mpossible task, based on a naive notion
of émnge‘, for the school librarian within a particular
school to -attempt single-handedly to change the teaching
-in all subject areas across the curriculum. vﬂ@en at

- the district level, with a team of éyr:iculum specialists,
it is extremely diffic;;t to change teaching practices
and beliefs. The 11tef§éu:e on edugational change reveals =

-
\. ,

28phig hna been a recutting theme throughout the thesis,
particularly on pp. 5-11.

29pigcussed %n Chapter Two, and summarizeéd on pp. 50-51.
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conclusively that suchvcomprebensive change requires
a b:oad base of support at all levels of the system.

1f teaching is to change at the lchool level it
will require a clearly delineated plan for staff develop-
ment.3®®  The school, ‘as the unit for change,3! should
be given the opportunity to identify areas for menovement,
and ;é;chera. as adult lea:ne:s,3z should be given tlme
and opport#énity to acqui:e new pxofesaional insights
and skills. The school librarian, as a member of the
staff, should be involved in this searéh for meaningful
improvement in the iﬁstructional program. )

- The impetus for the improvement at the school level
will not come_from the local school‘librarian. VThe
position has neither the authority nor the prestige
to create chh a demand. The impetus must arise from
the zecognigion that good teacqlng requiges nucQ an,
approach. This'recognition emerges f:op national and
provincial standards of excellelce,\igom policy established
at ‘the provincial and district level. At the school

level, the drive for improvement in teaching must be

. 0

3“?0: full discussion, see pp. 185-198.
3lsee pp. 198-193.
325ee pp. 186-198.



spearheaded by the pzincipnl 33 But in the long term
it 'is the classroom teachers who will either accept
or reject the notion of teaching exemplggied in the‘
modern school library media progr'am.

This doés not mean that the school librarian has
no- role' to play in the change process. " It-does mean,’

however, that” long ‘term su¢cess; dfends on factors beyond

. the individual school lih:axi,an in a particular school.
- Table 3 (p. 286) describes .the wide gap that exists

between the school library media centre in ‘theory and
in practice. At the school level, school Lib:ar:lians
must work at'closing this gap. “~

‘They might begin by atteml;tihg to ‘,perfcr.m tl?e role
that thelitaiduds describe. As professionals, part

©of the role requires that they interpret and communicate

_their role to all those served by the school. This
demands that they clarify the role for themselves.34

'.l‘hey must also be mindful that they will be judged by

the tasks they perfoxm. ‘Teachers who perceive the school

librarian's :ole as being mainly -clerical will‘ not change

33809 pp. 128-132 for discussion of ‘the importance of
the principal.

3"1‘!\15 is presently not the case. "'See PpP. 138-139 for -
discussion, .
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' .
their attitudes and practices if these are the only
functions t.hey see performed.
Those who pzesently work as school librarians must

be enthusiastic ,optimists, willing to slowly prove to

_colleagues that different teaching materials and approaches

can work. They need 'to understand the realities of

the teacher's world and be will-in:g to work with the .
teacher in an atée,pt to t':y'new. méthods. The‘y ne‘ed
to undezstandvthe naturé of educational change, so that
they can effectively func‘tion as change agents at ‘the
school level. Such. people need extrqve:ted'personallties,
allowing them to work well with.others and to Rave the
confidence to try out innovations. -

To.create change at the school level, school 1ib a‘:ia'nsv
must work on district and provincial committees,.and
be actively 1nv<(1ved in their p:ovin’éi’ﬁ dssociations.
Cogxp;tment to the concept of thé modern aclhooi library
can‘ only emerge slowly, and those in the profession
have a :esponaibiliiy to advocate \;hat the concept is
ulnd how it can contribute to the overall aims'of education.
Inplications
) 1. A wide gap exists at the school lével betweén
cur:lculum'gpide‘line recommerlxdation‘s and what is ictualiy '

-
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happening in class:(oms_/ Few 4nnoyations are actually
implemented.

e~ 'rhe school library media program is based

on curriculum. theo:y and cut:iculum guidelines rather

than on actual teaching practice.

%3 To implement a school lib;ar “media p'ro.gram
succesafully is to change teaching. p:actice to meet
the demands contained in z_:u:ticulu_m guidelines. The
school l‘tb:ariah cannot do this in isolaéicn.l '

A‘. Change in teacl.ﬁ.ng practic'e at the school
level wili.only ogcur if th;re is a strong base of support
for such change from withiln and from outside “the local
school. . S "%

5. The total school, uhder the leadership of
the principal, must provide the impetus for meaningful
change at the school level. :

6. Staff -development gc't:ivit:les, well planned
anﬁ supportive ‘l‘)f' teachers who must learn new skills
and lnsig_hts are -important if a school library media
program is to be 1niplemented.

7. 'Séhqol iib:ariang at the school level must
have a cleq perception of their role and cbmmun_icate
it to their colleagues.

8. School librarians must take ‘an active-interest

in ‘the advancement of the profession. They' can promote.
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.

it by participating in district or provincial committees,

and national and provincial associations. ¢

Conclusiong /

In the final analysis, implementation of school
library media programs relies on the commitment-to a
vision of what education should be. -'J."he_gtanda:ds for
school 1ibrary media programs, culminating in the most
amb:.\:ious progzam described in MXA_EIMEL_DXSKLEI
_and_s_ghg_ql (AASL &AECT, 1975) provide a plan Eot‘ educ;tional
excellence, where school districtswork with their principals

?nd teachers to provide the kind of gducatio'n which

the présent generation of stubents needs. It reflects

the current thought.:s of leader‘s in the f£ields. of education,
library science, instructional development, and educational
technology. ) o ' -

our schools do not reflect what we know aboui: what
education should be. In most schools time has practically
stood still. Education does not encompass the innovations
which have been so widely publicized. Many teachers
teach as they themselves'were taught. ’ Our sp'ciety,
weary of problems of economic restraint and unemployment,

although expressing discontent with the .education system,

s
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is not inclineg to demand better quality education,
eapecially'.if it will cost more

School 1libraries, as part}of the education systenm,
pérhapa suffer the most. Never really an integral part
of the instructional process, they have aspired to provide

the school with the ’nfomation which students and teachers

need. Dedicated to providing, tbe best education which 5

current‘knowledge prescribes, they have uttempted tq
P beyc;nd the requirements for the instructional program,
to unfold "for the many private quests of .chil'drenl.'and
young people the imagination of mankind" (AASL, 1968,
p. 13). However, success has béen rare, The s_ci:ool
ll.'bxfary media prog‘a.in is based on a vision of education
with which few diqagtee. It ref}ects the collective
efazlession of all those who sgn\uggle with what children

should learn ancli how best they should learn it. What

has heen lacking'ln society at large is commitment’ to
-

the vlal_ion. ) School districts and local schools settle
for mediocre teacl’iing‘ practice, out-of-date facilit-ies,
and a quulitﬁ of education witl} which few are happy:
Educational research is slowly accumulating findings
whlcix docunlze.nt what the prgblems are in education, .and

the body of knwlggge in the field of educational.change

can help in bringing about necessary improvements. .

But know;"edge‘ alone is insufficient. What is lacking

F
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is a clear vision of excellence in education, and a
commitment to provide it. This vision must permeale
the entire educational system, from provincial departments

of educaeion, to district offices. to local schools.

And all those 1nvolved must actively show their support

for such a vision.

If schools seriou:ly try” to provide quality edl{qational
expe:lencéa thé need for school library media programs
will become evident. Providing essential processes
and resources for teaching aﬁd learning will be, then,

' :
an integral part of the work of the school.
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