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Introduction

Sharon Coatney

To begin, Vi Harada and I offer our heartfelt thanks to all of the experts, who generously contributed their knowledge and wisdom to this expanded second edition of The Many Faces of School Library Leadership, which examines the many distinct paths of school library leadership and how to inspire people to lead in all these areas. This collective enterprise provides a rich store of practical advice on exerting leadership in your school library.

When I was in graduate school studying to become a principal, I had a professor who introduced a new word and a new book every day. These were all sorts of words and books—whatever caught his fancy. Aardvarks to tintinnabulation—there was no real theme. Sometimes it was a reference book he liked or an educational text, but just as often it was a picture book or a junior novel. He just loved books and words and loved to read and share. He was a lifelong learner and had the soul of a librarian. He was a professor of school administration, had a doctorate in education, was the sitting dean of the school of education, taught the courses in school leadership, and was a current student in the MLS program in the university’s library school. He was interested in learning about the world view held by librarians, the framework for knowledge management, and all the new technology tools as well as more about books.

He led by example, by his expertise, and by inspiration. If I had not already been a book lover, I would have been one after a semester listening to his daily examples. Of the many things that he taught me that year, one idea in particular stuck with me. He talked about the complexity of schools and the challenge of leadership in such a complex environment of students and parents and teachers and staff and curriculum and standards and facilities and buildings and grounds and on and on. After that semester, I began to change the way I looked at my own job as an elementary school librarian. Leadership in my school library was far more complex than I perhaps had thought. I was a book person. I loved books and words. I liked to do research. I loved telling stories and planning school-wide curricular events. I even occasionally enjoyed the challenge of learning a new technology tool, but there were things about my school library that I did not enjoy doing and I really think I defined my library by what I liked to do. It was kind of like the old story of the Blind Men and the Elephant or as Ed Young presents it as Seven Blind Mice.1

I am not sure that I always saw the forest for the trees. I think the big picture of school librarianship sometimes eluded me. But I began to listen to my colleagues in the school district, to the other librarians, to the teachers, to the administrators, and to the kids and their parents. From the kids, I had comments like, “Mrs. Coatney, did you ever meet a book you didn’t like?” and from parents, “Have you heard of that new program where they track all the kids reading and test them after every book to determine their level? I think that would be a good program for us.” and from teachers, “Will you just give me a list of what Johnny has checked out and I can search his desk and his backpack?” and “I just heard about a new piece of software that will teach graphing. Can we buy that for every computer in the school?” Panic! Things were definitely getting out of hand. Perhaps I needed to exercise some critical leadership in things like understanding privacy laws, reading research, and budget planning and selection of materials. All areas that were just not the fun part of the job to me. I would certainly have preferred getting dressed up and telling a story to the kindergarteners!

About that time, I was elected to a national office and began traveling to state library conferences all over the nation and what I found at those conferences was really intriguing. In some places, the librarians seemed to be just interested in books—most of the programs were about books, authors, and author visits. Sometimes the emphasis was on technology tools, sometimes on the curricular applications of technology, and sometimes the library or technical services applications. State by state and year by year, the emphasis would vary. It was as if the conference planners were saying, “Libraries are about technology” or “Libraries are about books” or “Libraries are about intellectual freedom or storytelling or advocacy.” And yet school libraries are about all these things and more. Libraries are about all knowledge, all learning, and all the ethical, technological implications involved. Running a school library well means not only seeing every tree in the forest but also seeing the forest. Unlike the blind men, we must see the elephant in its entirety.

And so, that is the challenge for us all: How do we exercise leadership in a school library? The job is so big, so complex, so daunting, but utterly fascinating. It is the most exhausting, the most rewarding, the most intricate, and the most mind-expanding job that I have ever had and I love it passionately. I now know that the way to do it and to do it well is to form relationships, to lead from the middle, to constantly learn, to rely on others—the school community of learners—and to work hard and honor all learners from whom you can learn.

This new edition of The Many Faces of School Library Leadership looks at a few of those trees: literacy, advocacy, professional development, intellectual freedom, and learning among others. We must learn to lead in all of these areas and more. In this second edition, all but the first chapter are updated. Ken Haycock’s opening chapter stands as it was in the first edition, a beautiful definition of leadership. The remaining chapters have been revised with the practical in mind. All of our contributors have solicited the input and reaction of practitioners currently working in the field to demonstrate how leadership is a blend of craft knowledge and theory. Some of the reactions are integrated within single chapters, while others are presented over two chapters, the first presenting the theoretical and the second reacting or presenting practical applications. As in the original book, we invited a range of contributors with Anthony Tilke’s curriculum leadership chapter presenting his experiences in international settings. Terminology throughout the book reflects the perspective of the authors. The use of school librarian or teacher librarian is assumed as synonymous.

Just a final story, my husband is a retired army officer, an infantry officer. As a young married woman, I spent time sewing on his patches, the emblem of the United States Infantry. Recently, Jeff had a poem published in the Infantry Journal. When the journal came, we were so excited to open the issue and read his poem and on the first page was the emblem and its slogan that I had forgotten in the intervening years: “Follow Me.” But for us in school libraries, I think it is more about “Come, let us reason together.” We, as the school librarian, do indeed need to step out and lead, carrying the banner of best practice, but in order to have others follow, we need to work with them, listen to them, learn from them, and together move forward. It takes a whole team of educators to implement best practices in a school library. It is a journey that can only be made together.


We the editors hope to continue this conversation and from time to time will be blogging and/or answering questions from our readers about the important topic of school library leadership. Please check us out at http://www.librariesunlimited.com/ManyFaces, so we can continue this important conversation.




1. Young, Ed. Seven Blind Mice. New York: Puffin, 2002.
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Leadership from the Middle: Building Influence for Change

Ken Haycock

Leadership remains an elusive yet critical component of school effectiveness. While many would suggest that leadership is easily recognized, this too often means that we appreciate managers who are simply behaving toward us and our particular interests and priorities in a way we like; we therefore label it “leadership.” Most would concur that leadership and management are different. Michael Gorman writes,


The essential differences between management/administration on the one hand and leadership on the other are that the former is concerned with what is and the latter is concerned with what will be. One accepts the status quo (and often yearns for the status quo ante) and the other dares to imagine and to create the future. (Gorman 1982)



Although the leadership literature naturally talks of leaders and followers, another role is to lead from the middle. When one leads from the middle, as teacher librarians do, it is perhaps more appropriate to speak of leaders and colleagues.

Many theories and models of leadership (Chemers 1997) exist, and many of them are exhibited by school administrators, although they may not have been labeled. For many teacher librarians, the most prized is transformational leadership, where they are working with administrators to develop a climate for change and a culture based on collaboration and mutual respect, and the least acceptable, “laissez-faire” leadership, where administrators do not intervene unless absolutely necessary.

Theories of leadership are complex and richly textured, with many different subtheories and many different models for implementation. Following are some of the more common and well-researched theories relating to the role of the teacher-librarians and their relationships with principals, taken down to their bare essentials:


	Attribution, or how we assign causes to the interpersonal events that occur around us (some teacher librarians are more successful in some types of schools than in others; some are more successful in certain school cultures than in others);


	Contingency, wherein leadership is primarily the exercise of social influence (where teacher-librarians recognize that influence is absolutely necessary to move colleagues to inquiry-based learning through collaboration);


	Path-goal, where motivation is influenced by the probability of certain behaviors leading to a specific and worthwhile goal (when the teacher librarian develops relationships, influences behaviors, and develops patterns of collaboration, student achievement should be improved);


	Performance-maintenance, reaching goals while maintaining group stability (where teacher-librarians help colleagues to move forward to a culture of collaboration without unnecessary or unmanaged and unresolved conflict in the process);


	Situational, having the ability to balance both direction and support with the commitment and capability of others to undertake the task at hand (for the teacher librarian, the planning process will look very different and be very different with the novice collaborator from with the experienced teaching partner);


	Transactional, where legitimacy rests on perceptions of competence and honesty, fairness and mutual loyalty (no one is going to invest time in working with someone who is not capable of adding value to the learning situation and committed to mutual success);


	Transformational, with self-confidence, and maintaining commitment to a vision, colleagues are more likely to meld their personal identity with that vision (a teacher librarian exuding confidence, and committed to an integrated program based on trust and respect, is more likely to move colleagues to a shared vision without them feeling the loss of their individual and independent identities).




In fact, the successful teacher librarian, working in concert with a like-minded school principal, will exhibit components of these theories and approaches at different times, in different contexts, and in different situations.

Just as there are many theories and models of leadership, so too there are many definitions; indeed, there are reportedly more than 300 definitions of leadership. So what is it exactly?

A definition that would be accepted by a majority of theorists and researchers would suggest that “leadership is a process of social influence in which one person is able to enlist the aid and support of others in the accomplishment of a common task” (Chemers 1997, 1). Leadership, then, is a group activity based on social influence. This supports the potential for “leadership from the middle”—that is, where the individual does not have position power but can exercise influence from a different position, similar to the role of the teacher librarian. Obviously, the common goal shared by all professionals in the school is student achievement and the quality of students’ and teachers’ experiences in the learning environment. How one addresses these goals, however, can vary considerably. The common task for the teacher librarian is to develop this process of social influence, in which colleagues become committed to collaboration and instructional partnerships in order to enhance student learning.

If leadership is this social influence process of enlisting the aid and support of others in the accomplishment of a common task, a leader is consequently someone whom you would follow where you would not normally go alone, someone who rallies people to a better future.


LEADERSHIP IS ABOUT SPECIFIC COMPETENCIES

Leadership is a process, more than a role or position. For the teacher librarian, this leadership is based on complex relationships of teacher, teacher librarian, and school principal, in a changing environment resulting from differing priorities from the district and different levels of budgetary support from year to year.

Leadership is about the competence of a highly competent individual who is driven by a compelling vision, able to communicate that image of competence and trustworthiness, understands deeply the political and learning environment, and able to mobilize resources to achieve success. Teacher librarians are highly competent visionaries who understand the environment and lead in combining human and material resources to achieve learning objectives.

Bennis (1989) notes four specific core competencies for leaders: managing attention, managing meaning, managing trust, and managing oneself. According to Bennis, managing attention is the ability to communicate that extraordinary focus of commitment to communicate a compelling vision in the context of goals and directions that others can galvanize their efforts behind. Staying centered on the ultimate goal, ensuring that the focus is on collaboration for student learning, helps to move the agenda forward.

What is our core strength and contribution to the school through the school library program? Is this valued? The answer to this question should relate to the competencies and roles played by the teacher librarian, not simply the presence of resources. Why is a teacher librarian fundamentally necessary in the school? Recognize that others can manage resources and facilities. If great leaders rally people to a better future, that future is part of the vision. The teacher librarian manages attention on that vision, ensuring that the more mundane aspects of program administration or lower level service priorities do not become the preferred outcome.

Managing meaning, that is, making dreams apparent to others and communicating through meaningful models and examples, ensures preferred futures and a roadmap to get there. What is that meaning? What is the vision for a strong, integrated school library program? Is there clarity to our vision? How will the program, and the players, look different in five years? What are the implications? What is a reasonable plan for progress?

It should be possible to answer some basic questions here. For example, whom do we serve? Most would answer students, yet the primary clientele in terms of power, impact, and effect would be teachers. How do we serve students better while working through their classroom teacher? What models do we present for improved collaboration and student learning that make the extra effort worthwhile? How do we “serve” without being subservient? How do we negotiate positions of equal partnership? The teacher librarian manages meaning for the program by enabling each student to access and make effective use of information and ideas through collaborative program planning and teaching with classroom colleagues.

Managing trust involves the constancy of people knowing what you stand for and where you stand and the subsequent consistency of behaviors. There are no surprises. What is our “core score” as teacher librarians? How are we doing? How do we know? What are our measures of success? Who agrees with these measures? Who are the partners in leadership and implementation? What role does the principal or superintendent play?

Managing oneself, knowing the extent of one’s skills and applying them effectively, may be the most challenging competence of all. What actions can we take today? How do we collect and confront the “brutal facts” about our program, the degree of success in implementation, and its positive effect on teachers and students? Are we able to take disciplined action to move the program forward? What do we need to know and be able to do in order to be successful? Studies in our own field demonstrate, for example, that teacher librarians with education, training, and experience in collaboration are more likely to collaborate—competence leads to capability and confidence.

Regardless of preference of style or theory, however, a leader must be competent in the skills and abilities of leadership and able to maintain an extraordinary focus on what is important and what competencies, behaviors, and tasks will be necessary to move the organization forward. These responsibilities of leadership are consistent with the core competencies Bennis (1989) articulates:


	envisioning goals (you can actually picture them in practice);


	affirming values (you value mutual respect, collaboration, and partnerships);


	motivating (you are skilled at social influence and persuasion);


	managing (you are efficient and effective, recognizing the difference between the urgent and the important and delegating whatever is possible to delegate, even to student or parent/community volunteers).




Develop and demonstrate your competencies to be a powerful player in collaboration and inquiry. Show administrators and teachers what you are not good at and, in the collaborative process, try to lead others to do what they are more competent to do, especially when it is something that you do not do as well. Work with your principal to establish priorities.



LEADERSHIP IS ABOUT SPECIFIC BEHAVIORS

Leadership is essentially the ability to guide, direct, or influence people. Effective leadership then involves three major functions (Chemers 1997):


	Image management, the teacher librarian’s ability to project an image more than most colleagues’ expectations (every study of teacher expectations shows that they initially expect less than professional-level work from their teacher librarian colleague). Teacher librarians must motivate teachers to see them as an instructional partner.


	Relationship development, success in creating and sustaining motivated and competent colleagues; this means being able to bring ideas to the fore, being confident and capable enough to inspire confidence in one’s ability, and engendering a sense of adventure in the work.


	Resource utilization, deploying the assets of both self and others (including student and adult volunteers) to accomplish the mission and to ensure that collaboration and leadership are priorities.




Chemers (1997) also suggests two factors that make a difference in leadership behaviors, (1) consideration—that is, open communication with colleagues, mutual trust and respect, and interpersonal warmth—coupled with (2) initiation of structure to organize and structure group activities, define relationships, and organize colleagues to task accomplishment. The former demands respect for the classroom teacher’s world and challenges, as well as respect for his or her expertise, ability, and potential contributions. The latter suggests the need for greater scaffolding for the planning process, ensuring strong support for success and good questioning ability around partnerships and instructional goals; this is why a planning guide proves so useful, with indications of information needed by both partners and support required from each of the partners for implementation of the unit of study.

Successful leaders are skilled at group goal facilitation, able to move the group forward to accomplish a task; at group sociability, able to interact socially and to effectively gain acceptance as a colleague and partner; and at individual prominence, having behaviors to make him or her stand out, with a distinct contribution. When working to motivate colleagues, teacher librarians must believe that their efforts will be accepted, that the challenge will be worthwhile, and that eventually they will be successful. This applies as well to working with school principals, developing a working partnership, making that unique contribution known, and managing expectations—in other words, “managing up.”

Confidence in offering guidance and in motivating others, each handled with sensitivity, flexibility, and creativity, is required. Teacher librarians can introduce new ideas to staff members, teachers, or principals if they are perceived to have competence and if they are seen as loyal to the group.

To successful teacher librarians who enjoy the support of administrators and colleagues in encouraging inquiry-based learning in collaborative work environments, it will be no surprise that the appropriate behaviors for leadership come down to influence, persuasion, and negotiation. Leadership influences people to follow. Persuasion allows the teacher librarian to convince others to join the effort, and negotiation means the teacher librarian, through discussion, overcomes negative issues.



LEADERSHIP IS ABOUT RELATIONSHIPS

Leadership requires strong relationships. Indeed, the core of teacher librarianship—collaboration and partnerships—rests on positive and productive relationships with colleagues and other staff. These relationships involve complex and strategic alliances, partnerships, and professional friendships on many levels.

At one level, the foundations for workplace relationships are no different from those in our personal lives. They require trust and consistency in our actions, moral character, and mutual respect.

At another level, however, productive leader relationships are fostered through being able to motivate with an inspiring and understood vision and with deep concern for colleagues.

Teacher librarians can communicate the potential of strong relationships through ideas and a sense of adventure. They must communicate, often and well, their respect for the work of others. In doing so, they will develop a strong communication network where they are the hub.

Teacher librarians experienced in collaboration and school leadership will recognize the critical importance of relationships and the skills necessary to develop them. Those experienced in working in teams in schools and elsewhere will also recognize the behaviors and actions conducive to team development, as well as those that impair strong partnerships. According to Lencioni (2002, 2005), these specific tendencies enable teams: the presence of trust (this speaks to the core of mutual respect), the ability to acknowledge and deal with conflict (conflict is unavoidable in collaborative environments; the issue is whether it is addressed and managed), commitment (lack of commitment is too often perceived as teachers’ reluctance to partner but is just as often a teacher librarian issue), a focus on accountability (demonstrating the ability to produce results and how this added effort will benefit teachers and students), and attention to results (documenting site-specific improvement and effect rather than pointing to results from other areas and other states).



LEADERSHIP IS ABOUT INFLUENCE

Regardless of a particular preferred theory or approach, leadership is clearly about influence. Enlisting the aid and support of others in the accomplishment of a common task requires influence, whether working with a principal to provide support for clerical and technical jobs or with an individual teacher or team of teachers to collaborate around a project to enhance student learning.

Too often we have seen influence as commensurate with power, but the two are separate. Blanchard (1994) articulated five main points of power:


	Position power, where you manage people and resources through a collaborative relationship with the principal to help your teachers work collaboratively on school-wide curriculum and projects. Indeed, there is some position power ascribed to the teacher librarian, through the managing of space and resources and the budget to keep up-to-date resources and a large contingent of volunteer help in the school.


	Task power, often connected to the accomplishment of a particular objective, such as providing staff development for learning new databases.


	Personal power, wherein the combination of your skills and abilities leads to incredible influence; examples would include your communication skills, “people skills,” leadership skills, your character, passion, inspiration, and vision.


	Relationship power, based on friendships, your understanding and empathy for colleagues’ situations and circumstances, and reciprocity with a well-developed and understood “quid pro quo” approach.


	Knowledge power, as your experience (such as in a variety of classroom levels and settings), education (such as advanced study in reading or technology tools), and specialized skill (such as in collaboration or integrating information fluencies) make you the go-to person when your knowledge is valued and seen as worthy of seeking out.




Power is the exercise of social influence, and this influence is at the core of leading from the middle. Unfortunately, developing influence has proven to be difficult for some to achieve and an area that proves elusive in our educational and professional development. What actually inhibits the development of influence? According to Patterson and others (2007), there are major barriers to overcome. These are primarily attitudinal and preparatory.

A first barrier is the view that “it is not my job.” This is a primary problem for those who do not believe that they should have to develop patterns of influence because they are a social and educational “good” and should be supported as such. Stated plainly, the world does not work this way anymore (if indeed it ever did). Too often, these same teacher librarians are the first to decry cuts in staffing and resources without having done anything to forestall them. They have neglected even simple advocacy—a planned, deliberate, and systematic approach to developing understanding and support incrementally over time—advocacy, not publicity.

One area of concern is the confusion of advocacy (connecting agendas) with public relations or publicity (getting the message out). Talking is not influencing; talking is talking. It is important to know the “language” of the recipient(s) and their issues and concerns. (This may be one of many reasons why teacher librarians with classroom experience tend to be more successful in engendering support—they anticipate instructional problems and understand the work world of colleagues.)

The second barrier to influence is the simple lack of a plan to enhance understanding and support. This failure to create a plan can be critical in some areas of teacher-librarian leadership, such as collaboration (the ability to deliver the goods through knowledge and expertise), or in the necessary skill areas for building influence. A useful and important exercise is to assess the degree of influence one already holds in a school or school district and build a plan to increase the understanding and support from your staff, teachers, and administrators. Many general and specialized resources exist for this activity (see, for example, Hartzell 2003 and Haycock 1990).

Simply stated, however, there is no silver bullet or quick fix. Building influence means building relationships and building trust, and those take time. Having a realistic plan, competence and consistency, and a deep understanding of effective practices will lead to enhanced roles over time.

One reason for having a plan is that you cannot try to influence everyone; there is neither the time nor the resources to do so. Instead, focus on opinion leaders in the building and district. These individuals should be well known to you through skilled observation and the development of informal sociograms to document communication patterns and power relationships among staff. We tend to rely too much on our own experience and introspection (what would motivate me?) rather than developing a plan based on evidence.

Recent studies suggest that there are six universal principles for becoming persuasive and developing influence (Goldstein, Martin, and Cialdini 2008). The suggestions provided here focus more on building influence with classroom teachers than on school principals and superintendents but apply equally well. While a strong partnership with the school principal is critical to the success of the teacher librarian, at the same time, principals may tend to assess the teacher librarian’s performance based on the perceptions of classroom teachers rather than on direct experience.


	Reciprocation. We feel obliged to return favors performed for us. For teacher librarians, this becomes challenging, as we know that teachers initially see us in a subservient role rather than as an equal teaching partner, unless they have already had experience collaborating with a teacher librarian. The result is that much of what we do is not a “favor” so much as merely our job and the teacher’s due. This is certainly true of coverage of preparation or relief periods for classroom teachers. The question then becomes one of exceeding expectations (which are often low in any case) in a way that is particularly useful for a colleague at that particular time, whether offering resources or advice, working with a particular group, or assisting in the classroom. Principals see the offering of informal staff development and in-service programs by teacher librarians as useful and effective in gaining stature in the school.


	Authority. We look to experts to show us the way. So, what is our expertise? It should exceed the classroom teacher’s perceived expertise whether in resources (literature and technology tools) or services (collaboration and information fluencies). Expertise does not exist because we say it is so but rather as it is demonstrated. It takes little foundation to master a few steps in the information process (indeed we expect youngsters to do this); it takes much more to know a variety of models and the underlying skill and task sets necessary to build student and teacher competence and confidence. This expertise should then be easily and readily shared (Brown 1999) while building other areas of expertise.


	Commitment and consistency. We want to be reliable with our commitments and true to our values. One would hope that the school community as a whole is committed to learning, to quality experiences, and above all, to student achievement. It would be naive to believe that this is the case for every professional in the building, however. Similarly, teacher librarians who focus on resources and strategies, while ignoring an individual teacher’s belief system, are destined for problems. Some may appreciate and even admire the energies you expend, the expertise you bring, and the contributions you make, but their own values and beliefs about teaching and learning may not be aligned with resource-based learning and modes of inquiry.


	Scarcity. The less available the resource, the more we want it. But what is the resource? Is it children’s books (which are often distributed throughout the school without a library)? Is it technological tools and access (which again can be available from any location)? Is it selected and indexed subscription databases (which most teachers consider to be free unless someone has disabused them)? Is it access to a facility or to expertise? Or is it a teaching partner? Which resource is most scarce and most valued in your environment? How do you leverage that scarcity for influence?


	Liking. The more we like people, the more we want to say yes to them. Social relationships are part of any network. Building strong bonds, participating in school social events, and engaging with colleagues both in and out of school all contribute to being known and being liked. Individual preference in liking individual colleagues is somewhat irrelevant if you are committed to building a strong program. Relationships are the essence of leadership.


	Social proof. We look to what others do to guide our behaviors. Leadership involves change, and change involves working with opinion leaders. The more common collaboration becomes, the more it is accepted as a norm of behavior in the building and district. Stated another way, success breeds success. Identifying and working with teacher-leaders in the building and the district lead to greater influence and support.





ABOVE ALL, LEADERSHIP IS ABOUT YOU

While leadership theory focuses on specific means (such as influence) and the tasks, attributes, and skills to support those means, the bottom line is the individual leader and whether that individual can bring about the change sought.

The first person you manage and lead is, of course, yourself. It is important to organize yourself to be both efficient (this is necessary for survival and to allow you to give attention to what really matters) and effective (in order to be successful in achieving your programmatic goals).

There are many tools available to help you develop better understandings of yourself. One fairly common indicator used regularly in schools and school districts for understanding of type, temperament, and team development is the Myers-Briggs Type Indicator (MBTI). Sadly, the MBTI is often introduced at a staff development workshop for a day or even half-day with no follow-up or even reminders. The result is an interesting time but no long-term effect (but then this is common of many staff development programs).

“Type” is helpful in understanding yourself and other people. The MBTI reports some of your key preferences but certainly not all, and it does not look to stereotype or pigeonhole, only to develop understanding.

Only you can decide how accurate the report is for you.

There are four preference scales:


	Extroversion or introversion. Do you get your energy from being around other people or being on your own? Is your life focused more externally or more internally? As with the other scales, a preference for extroversion does not mean that you do not like to spend time on your own, or the reverse. Extroverts may have a tendency to think and act or talk at the same time, while introverts think and then maybe act/talk. Successful leaders, including teacher librarians, do exhibit the behaviors of extroverts, placing a premium on social interaction, time in the faculty lounge with colleagues, building relationships throughout the school. These behaviors can be learned. Although there are no right or wrong choices (hence the MBTI is an “indicator,” not a test), many studies do show that successful leaders, and successful teacher librarians, regardless of preference, do exhibit extroverted behaviors.


	Sensing or intuition. Do you prefer to receive information through your five senses or through intuition? Do you have a preference for details or the big picture? Again, we can and should be skilled enough to focus on both but have a preference for one over the other; we also need to be mindful of our response to those who simply cannot see the big picture or who cannot focus on the necessary details. This has implications for collaborative planning, as some are very detail oriented while others take “broad brush” approaches to instructional decisions. As a teacher-librarian, you need to be able to recognize and deal with each. Knowing your own preference makes this easier.


	Thinking or feeling. This is the only area where there is a gender difference, although it is not great. More men prefer to make decisions with their head, through logical analysis, while more women prefer to make decisions with their heart, based on values and group harmony.


	Judgment or perception. And your interactions with the world? Are they planned and organized, or flexible and adaptable? These two preferences can also be at odds in a planning session.




Consider taking the Myers Briggs Type Indicator through your employer or a not-for-profit agency. There are also online versions (typically adapted or condensed), but they are usually not as valid.

Once you know your MBTI type, then determine your leadership strengths and preferences (there are many resources to provide insights; see, for example, Myers 1998 for an introduction). You should also review the contributions that your MBTI type typically makes to a team or organization (see, for example, Hirsh and Kummerow 1998 and Kroeger, Thuesen, and Rutledge 2002). Of course, know too your potential pitfalls. From this assessment, you can develop objectives for your own development.

Another piece of this puzzle is identifying your specific organizational strengths. Over many years, the Gallup Organization conducted research in thousands of organizations. They found that few of us are able to articulate our strengths. We can outline our qualifications and our experiences, and we can even point to some significant accomplishments, but we are not able to specify and articulate the underlying strengths that led to these actions. We are then hired due to the perception of our strengths but evaluated based on our weaknesses and told to correct those weaknesses. More and more research in strategic human relations management, however, is identifying the importance of hiring for talent/strengths and then encouraging the use and development of those strengths.

Beginning with Now, Discover Your Strengths (Buckingham and Clifton 2001), several approaches and contexts have been developed for “strengths-finding.” Most provide a registration code in the book for an online assessment of your strengths. The Buckingham and Clifton assessment will provide you with your top 5 (of 34 possible) strengths, along with a description of each. The profile will also suggest ways that the strength is typically used successfully in organizations and how each might be developed. Identification of strengths is important for several reasons. First, it provides insight into your natural areas of interest and preference for development. Second, it helps you to determine whether your current work environment and position help you to work with your strengths (if not, you may find that this explains why you are unhappy in your position). Third, it allows you to soar, to really demonstrate what you can do.

Newer applications of using strengths have recently been developed—for specific examples, in teaching (Liesveld and Miller 2005) and in leadership (Rath and Conchie 2008). The domains of leadership strengths are not unlike those identified by other researchers: executing, influencing, relationship building, and strategic thinking.

Knowing yourself allows you to build confidence in your abilities and strengths. Peter Drucker, perhaps the leading management guru of the past century, like other researchers and theorists, states that self-confidence is an absolute necessity for success (Cohen 2007). Drucker also notes that what “everybody” knows is frequently wrong and that we should approach problems with ignorance and an open mind. Interestingly, Drucker’s research also found that executives should stay no longer than six years in the same position; perhaps the same might be said of any leader. It may comfort teacher librarians to know that Drucker believes that some so-called menial tasks can only be done by the leader, such that everyone needs to be an effective manager as well as a leader.

There are some basic attributes of leadership (Gardner 1990). Added to the competencies, tasks, and skills discussed earlier, these round out the characteristics of the effective leader:


	physical vitality and stamina (especially as most of the key components of teacher-librarianship—planning, collaboration, and resource allocation—take place outside of the school day);


	intelligence and judgment in action (knowing when to move forward and when to compromise);


	willingness and eagerness to accept responsibility (necessary to building influence by breaking down the walls and entering the mainstream of school life);


	task competence (especially, knowledge of library administration to deal with issues quickly and expeditiously, as well as knowledge of collaboration, instruction, and exploitation of resources to add value to planning);


	understanding of colleagues and their needs (more easily and credibly done with classroom experience but also without presumption; ask nonjudgmental and important questions such as “What are we looking to accomplish here? Which of these approaches would you prefer?”);


	skill in dealing with people (the ability to negotiate, to deal with difficult players);


	need to achieve (without a driving force to achieve, to leave a legacy, not much will happen in the face of even limited opposition);


	capacity to motivate (guidance, motivation, and influence are necessary to move an agenda forward);


	courage, resolution, and steadiness (a plan, an ability to take a step sideways and occasionally backward, starting with the end in mind);


	capacity to win and hold trust (resources are given to those who are trusted; collaboration is possible only with those whom we trust to understand and to deliver);


	capacity to manage, decide, and set priorities (the “urgent” can too often overwhelm the really important; a technician or clerk can manage the facility and collection [whether as well as you is irrelevant], meaning that even if you have no help you need to focus on what makes you unique in the school/district, namely, the role of the professional teacher, and ignore or delegate whatever else you can to whomever you can);


	confidence (the bottom-line characteristic of all leaders is self-confidence; research in teacher-librarianship sometimes refers to this as “tough poise”);


	ascendance, dominance, and assertiveness (recognizing that assertiveness is a positive trait while aggression may not be);


	adaptability and flexibility of approach (to state the trite: only the flexible will not get bent out of shape!).




Think of a leader whom you admire. Why do you respect her or him? What are her or his characteristics? Can these be learned and developed?

Knowing yourself allows you to challenge your excuses for not being successful. It allows you to analyze the situation more objectively to determine if there is a fit for you. You are then better able to complete the sentences, “My suggestions for my own development are …” and “The implications for development of my partnerships may be….” This of course takes discipline and time to reflect.

Only you can define your measures of personal success, but leaders do look to make the greatest possible impact over the longest period of time. Know yourself. Have a professional development plan. Continually grow and develop.



CONCLUSION

Leadership is about social influence, enlisting the engagement and support of others in achieving a common task. However, to be influential, one needs to be self-aware, focused, and competent, in order to be able to develop strong relationships and partnerships, in order to exhibit trust, honesty, and respect. One is not merely born with these attributes, but rather they can be developed and learned over time.

Leaders also want to leave a “footprint,” a legacy. For teacher librarians, this will be the quality of experiences of teachers and students in the school during one’s tenure and the development of student abilities that will form a foundation for future learning.

Teacher librarians are leaders when they exhibit these traits and move a common agenda forward. They do develop strong and healthy communities of learners, not alone but through their networking and influence. Teacher librarians also add value as community leaders with a clearly defined niche or area of expertise and contribution. In that sense, they are “market-driven” and “customer-focused,” understanding deeply the needs, interests, and desires of teachers and administrators and working to connect with them.

These teacher-librarian-leaders are not simply focused on getting their message out but are concerned about connecting agendas, about collaborating, and about being “at the table” when instructional issues are identified and analyzed and solutions proposed.

The choice is really yours. What kind of leader do you wish to become? What kind of relationships do you wish to develop? What kind of impact do you intend to have? What kind of difference do you expect to make in the lives of teachers and students?
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Librarians as Learning Leaders: Cultivating Cultures of Inquiry

Violet H. Harada with Lori Ezaki Chun, Patricia Louis, and Audrey Okemura

Learning involves building one’s own understanding about the world. It is a nonlinear and messy process that requires invention and self-organization on the part of the learner (Fosnot and Perry 2005). Peter W. Cookson (2009) says we need a model of learning for the digital age that views learning on a continuum of cognitive and expressive experiences ranging “from gathering data for the purpose of understanding the world; to organizing data into useful and coherent informational patterns; to applying information to real questions and problems and, in the process, creating knowledge” (8). In short, he says that it is not possible to “Twitter our way to enlightenment” (Cookson 2009, 9). This learning requires thoughtful reflection, empirical reasoning, collective knowledge building, and self-monitoring of our own learning. In this chapter, we focus on inquiry as foundational to twenty-first-century learning. We highlight the theories and research supporting it and we identify how current curriculum standards embed inquiry frameworks. We detail the attributes necessary in learning leaders, who promote inquiry-based learning, and how school librarians demonstrate this leadership.


INQUIRY APPROACH TO LEARNING

Inquiry is a critical model for learning in an age where knowledge creation is extremely fluid and far more democratic than in the age of print. Larry Rosenstock, founding principal of High Tech High in the United Kingdom, says that learning should be “about uncovering a subject rather than covering it” (quoted in Robinson and Aronica 2015, 129). Barbara K. Stripling (2014) summarizes the following vital elements of inquiry (96–97):


	Intellectually active. Students make conscious and deliberate decisions and engage with ideas and text using a critical eye.


	Question-based. Learners ask what-if-type questions that explore the unknown where answers cannot be copied from one source.


	Personalized. Individuals pursue ideas that connect to their own interests or prior knowledge.


	Authentic. Results are applied to new situations or connections to the real world.


	Open-ended. Answers and solutions are discovered during investigation where the seeker is not looking for the one right answer.


	Divergent and convergent. Learners ask why, what else, why not; they assimilate disparate points of view.


	Transformative. Individuals examine mental models and compare them to new evidence, rejecting or revising them based on new understandings.




The following dimensions are foundational to this approach.


Learning Is Not Just About Facts—It Encompasses More Than Cognitive Knowledge

In his work with Harvard University’s Project Zero, David Perkins (1992) maintains that understanding is not a state of possession but one of enablement. He explains that when we understand something, we not only possess certain information about it, but must also be “enabled to do certain things with that knowledge” (Perkins 1992, 77). Stripling (2007) views learning for understanding as developing the skills and dispositions to interpret and interact with the world. She stresses that both process and content must be addressed for learners to acquire the conceptual and thematic knowledge embedded in the various disciplines (the what of learning) at the same time that they develop abilities to demonstrate this knowledge in different contexts and transfer it to various learning environments (the how of learning). These processes include the abilities to connect, observe, analyze, challenge, interpret, and infer. Over time and through practice and reflection, learners develop reasoned approaches to meeting their information needs. Similarly, Brigid Barron and Linda Darling-Hammond (2008) report that students involved in problem-based learning are better at generating hypotheses, applying knowledge, providing coherent explanations, supporting their claims with evidence, and evaluating their results.



Learning Should Be Hands On and Minds On—It Requires Active Intellectual Engagement

Arthur L. Costa (2008), who has written extensively on habits of mind, aptly says that learning is “not a spectator sport” (22). He maintains that education should be about “thinking to learn and learning to think” (Costa 2008, 22). Learners think to learn by connecting with relevant and generative questions that provoke more questions and stretch the imagination. They learn to think by labeling and identifying cognitive processes. They begin to question their own and others’ assumptions and employ such strategies as thinking maps and visual tools to make their learning explicit and visible (Hyerle 2004). This learning requires a safe, nonjudgmental environment where instructors urge students to seriously reflect on their thinking and assess their performance (Costa 2008).



Learning Should Be Playful—It Invites Exploration and Stimulates Curiosity

Play as a natural motivator for learning is related to active intellectual involvement. Many researchers have determined that unstructured, spontaneous play is a crucial developmental element (Diamond and Hopson 1998; Ratey 2008; Brown 2009; Panksepp and Biven 2012). It provides a way “to practice, re-stimulate, and strengthen new neural connections that develop brain growth” (Gregory and Kaufeldt 2015, 62). Making a game of something enables a person to get better at a task or skill and have fun doing it. Playing allows for mistakes without heavy consequences. In school contexts, “it provides an engaging way to practice new knowledge, procedures, and understandings while building social skills” (Gregory and Kaufeldt 2015, 64).



Learning Necessitates Connections—It Requires Construction of Knowledge That Is Personally Meaningful

Authentic learning has very little to do with traditional schooling practices that often result in mindless regurgitation and the mechanical completion of term papers. Instead, it has everything to do with the learner’s steady building of personal knowledge through concrete experience, collaborative discourse, and self-examination. This notion of learning reflects a constructivist theory that envisions learners obtaining information from their senses and through contact with the larger culture to shape a personal view of the world (Clarke 1990).

Constructivist learning draws on current studies in cognitive psychology, philosophy, and anthropology and is frequently messy and recursive because knowledge construction requires sifting of information, selective combination of elements, and comparison of new information with prior knowledge (Clarke 1990; Fosnot and Perry 2005). Learning from this perspective involves both the process and result of questioning, interpreting, and analyzing information; using this information and thinking process to develop, build, and alter our meaning and understanding of concepts and ideas; and integrating current experiences with our past experiences and what we already know about a given subject (Marlowe and Page 1998).



Learning Is about Thinking Together—It Involves a Social Process of Making Meaning

Constructive dialogue and problem solving within a community are key to a learner-centered process of concept development and decision making (Barron and Darling-Hammond 2008). Clear and respectful dialogue is essential if our goal is to build a more thought-filled world where we search for ways to care for one another and learn together “to value the diversity of other cultures, races, time perspectives, political and economic views, and show greater consciousness of how humans affect Earth’s limited resources” (Costa 2008, 24). Instructors help to nurture these collaborative relationships when they purposefully design opportunities for groups to view issues from multiple perspectives, encourage the critical exchange of newfound knowledge, and provoke deeper and more creative questions that fuel new investigations.



Learning Needs to Be Guided—This Facilitates Growth and Confidence in Students

Carol Collier Kuhlthau, Leslie K. Maniotes, and Ann K. Caspari (2007) provide a thoughtful rationale for the instructor’s role in assisting students through the challenging but rewarding process of pursuing a line of investigation. The Guided Inquiry Design (GID) framework is grounded in Kuhlthau’s seminal research about how students tackle their information needs and why careful and targeted interventions are crucial. As they explain, there are many points in the process of information searching and use that are frustrating for students. When teachers and librarians collaborate to assist students at the learners’ point of need, students gain increasing confidence and competence in their abilities to assess their progress and develop more effective and efficient methods of meeting personal information needs. This ultimately leads to independent learning.



THEORIES AND RESEARCH INFLUENCING AN INQUIRY APPROACH

To gain a deeper appreciation for theories that support an inquiry approach, learning leaders must be familiar with the works of the scholars, who have shaped twenty-first-century reform efforts in education. Some examples follow.


	John Dewey’s (1972) works on active learning and transfer embraces a holistic approach to how students learn best. He envisions learning as a creative process of inquiry, beginning with a suggestion caused by new information that raises a question or problem. Through reflection, a guiding idea is formed that leads to the quest for understanding (Kuhlthau, Maniotes, and Caspari 2007).


	Jerome Bruner’s (1971) landmark treatises on education stress the notion of children as active problem solvers and the curriculum as a spiral that revisits basic ideas and builds upon them until the student demonstrates mastery of the ideas.


	Jean Piaget’s (1995) research on the cognitive development of children indicates that early development involves processes based upon physical actions and that later development progresses into more abstract changes in mental operations. He maintains that development is driven by the process of equilibration, that is, children try to strike a balance between assimilation (applying previous knowledge) and accommodation (changing behavior to account for new knowledge).


	Lev Vygotsky’s (1978) concept of higher order thinking is an important element of constructivist theory. Development is fostered by a “zone of proximal development” (PZD) that is the distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem solving under adult guidance or in collaboration with more capable peers (Kuhlthau, Maniotes, and Caspari 2007, 23).


	George Kelly’s personal construct theory (1963) that describes the emotional experience of constructing meaning from new information is also critical. His body of research greatly influenced Carol Collier Kuhlthau’s (2004) investigation of how information is assimilated in a series of ties between the information and the constructs a person already holds. When there is a disconnect between a construct held and a new event, a person experiences frustration and anxiety.


	Carol Collier Kuhlthau’s information search process (2004) provides grounding for deeper understanding about the learner’s experiences in the inquiry process. She initiated her foundational research with high school students and expanded it in successive studies to include people in workplaces and other areas of life where extensive information seeking and learning were involved. She envisions “zones of intervention” akin to Vygotsky’s PZD that helps students through difficult phases of the learning process (Kuhlthau, Maniotes, and Caspari 2007).






CONNECTING INQUIRY AND THE NATIONAL STANDARDS

The good news is that current national standards embed the inquiry process in learning. They emphasize problem solving and real-world connections, communicating conclusions, and taking informed action. Meaning emerges as learners manipulate, use, and apply concepts in authentic student work (Ratzer 2014). We elaborate on the following four sets of standards.


Common Core State Standards (CCSS)

Inquiry is a perfect fit with the CCSS (National Governors Association Center for Best Practices & Council of Chief State School Officers 2010). In the English Language Arts (ELA)/Literacy component, students must master skills in reading text with deep comprehension, making inferences, forming opinions and conclusions based on evidence, developing a line of argument, and producing and presenting their own understandings through multiple formats (Stripling 2014, 97).



New Generation Science Standards (NGSS)

The NGSS (NGSS Lead States 2013) emphasizes science in authentic, meaningful learning contexts. The standards encourage creativity and critical thinking by modeling, analyzing, and designing (Marshall 2015). Inquiry is paramount—students explore, study, and investigate before they can provide evidence-based claims or model complex concepts and phenomena observed in the natural and designed world (Marshall 2015).



College, Career, and Civic Life (C3) Framework for Social Studies State Standards

The C3 Framework (National Council for the Social Studies 2013) centers on the rigorous integration of K-12 civics, economics, geography, and history. It is clearly a response against rote answers to end-of-chapter questions and multiple-choice quizzes and makes a strong push for real-world connections and meaning (Ratzer 2014). The framework envisions interdisciplinary applications that blend the arts and humanities and focus on deep and enduring concepts, which prepare students for democratic decision making (Ratzer 2014).



Standards for the Twenty-First-Century Learner

The aforementioned standards resonate with the Standards for the 21st-Century Learner established by the American Association of School Librarians (2007). The AASL standards recognize the complex, holistic nature of what we expect learners to demonstrate. They frame the skills that students need to be information literate in a larger inquiry-focused context. They define the actions and the dispositions of an active and ethical learner, who collaborates with other learners in creating and sharing knowledge.



LEADERS IN INQUIRY LEARNING

What must a leader in inquiry learning believe and demonstrate? There are numerous theories of leadership; however, two in particular that resonate with the notion of leadership in the context of learning are servant leadership and instructional leadership. Robert Greenleaf (1977) states that this servant leader emerges from a desire to help others. Such leaders do not have to be at the top of the hierarchy, but they are positioned at the center of the organization, that is, they maintain contact with all aspects of the organization and the individuals within it (Marzano, Waters, and McNulty 2005). These leaders from the middle are respected for their expertise and willingness to support their colleagues toward meeting a common goal. They step forward and take the lead in situations where their experiences and talents might positively impact an initiative. They strive to build community among students, faculty, and parents, who share a common set of purposes (Hargreaves and Fullan 2012).

The central dynamic of this form of leadership is nurturing others within the organization. Critical skills possessed by servant leaders include “understanding the personal needs of people within the organization, being a steward of the resources, developing the skills of colleagues within the organization, and being an effective listener” (Marzano, Waters, and McNulty 2005, 16–17).

Like servant leaders, instructional leaders serve as resource providers, perform as effective communicators, and maintain a visible presence in the educational community (Smith and Andrews 1989). They encourage and promote collaborative efforts among teachers and foster coaching relationships (Blase and Blase 1999). They possess growth mindsets and a strong belief that everyone can develop new skills and understand concepts over time with effort and practice. They recognize that failure is important to learning and they help to strategize, question, suggest, and encourage others (Gregory and Kaufeldt 2015). The attributes embedded in the servant and instructional leadership models are relevant for leaders in the learning context. They include critical actions and beliefs as described below.


Learning Leaders Facilitate the Creation of a Shared Vision and Mission Regarding Student Learning

Leaders must be able to create not just personal visions but shared visions (Bennis 2003). For learning leaders, a mission-centered mindset focuses on student achievement. Such a mindset requires a “collective efficacy and capability to develop and use assets to accomplish goals that matter to all community members through agreed upon processes” (Marzano, Waters, and McNulty 2005, 99). It is critical to note that the mere statement of a vision or a mission is inadequate. Improvement begins only when the mission “becomes a disciplined mindset that drives the purpose” for all stakeholders in a school community (Zmuda and Harada 2008, 2). To cultivate this mindset, a leader must work collaboratively with other members of the community to achieve thoughtful consensus on critical questions about learning. These questions include:


	What learning matters to students? What will they find interesting, challenging, and valuable?


	How should learning be designed to encourage the use of cognitive and metacognitive skills to develop reflective abilities?


	How might learning be developed to help students maintain mastery goals, take risks, and view errors as inherent in constructing personal knowledge?


	How might we balance students’ choice and control over selection of the subject, the approach to the problem, and the artifacts generated, while at the same time providing enough structure so that novices will not be overwhelmed?


	How might we facilitate collaborative work and ensure productive interaction among students?


	What might be the desired outcomes for students in terms of the process and the product?


	How might we involve students in effectively assessing for learning?






LEARNING LEADERS MUST KNOW THE RESEARCH UNDERPINNING MEANINGFUL LEARNING

Ross Todd (2007) states, “Research informing practice, and practice informing research is a fundamental cycle in any sustainable profession” (64). Learning leaders must invest the time to carefully examine what research says about how real learning occurs. They share their findings with colleagues to help make informed decisions about teaching and curriculum and to provide them with opportunities to “know the research” (Todd 2007, 64). Here are some examples of the research in recent decades:


	Active learning methods are superior to teacher-dominated approaches in measures of academic, affective, and skill learning (Slavin 1989; Sharan and Sharan 1989/1990; Darling-Hammond 1993; Secules and Cottom 1997).


	Teacher expectations are key in raising the quality of student achievement (Rosenthal and Jacobson 1968).


	Consistent and regular forms of assessment must be used to inform immediate and decisive interventions (Reeves 2006).


	Studies that have dealt specifically with the incorporation of thinking in the curriculum have reported that thinking skills accelerated the learning gains of participants. Investigations of an experimental or quasi-experimental nature revealed that students who developed these skills outperformed those in control groups (McGregor 2007).


	Present scholars are raising fundamental questions about the nature of knowledge and whose knowledge counts (Gadsden 2008; Sperling and DiPardo 2008; Larsen-Freeman and Freeman 2008; Nasir, Hand, and Taylor 2008; Duschl 2008). They are challenging long-standing assumptions about domains of knowledge being fixed and known. Whether in the arts or sciences, in history or languages, international educators state that learning disciplinary knowledge entails more than acquiring basic skills or bits of received knowledge. They agree that the boundaries and practices of academic disciplines are fluid and negotiated (Kelly, Luke, and Green 2008). Their findings have profound implications for what is being taught and how it is being taught in today’s school systems.




How do learning leaders keep abreast of this research and literature? They begin by knowing the research in their specializations. For school librarians, it means reading, reflecting, and acting on statewide studies and compilations of research on literacy learning. Refereed journals such as School Library Research and School Libraries Worldwide provide access to scholarly articles that allow leaders to develop “an empirical basis for making and justifying decisions, and for identifying gaps on which continuous improvement programs can be built” (Todd 2007, 66). It is also critical to know about the research being conducted in the larger educational arena. Effective starting points would be the publications and conferences sponsored by such organizations as the American Educational Research Association and the Association for Supervision and Curriculum Development. Bringing this research to the attention of colleagues in the school community is a crucial responsibility of the learning leader.


Learning Leaders Engage Students and Peers in Thoughtful Inquiry

Leaders seek to support learning, not control it. They further inquiry, not orthodoxy. June S. Gould (2005) states:


They continuously evaluate themselves, their students, and the system in which they teach. They collaborate with their students and encourage them to collaborate, not to compete, with one another. They become planners, models, guides, observers of development, and facilitators and challengers to children’s existing personal models of the world. (108)



Learning for such leaders is not about finding instant answers and easy solutions. It is not about covering the curriculum between the covers of a textbook. Instead, learning leaders invite students and professional colleagues to “experience the world’s richness, empower them to ask their own questions and seek their own answers, and challenge them to understand the world’s complexities” (Brooks and Brooks 1993, 5). They encourage deeper investigations when the presence of new information prompts people to rethink their prior ideas.



Learning Leaders Believe in the Synergy and Power of Collective Learning

Current paradigms of leadership have shifted from leaders as single individuals to leadership being shared by teams of individuals (Fullan 2003; Elmore 2000; Spillane 2006). Creating and sustaining teams require that educators view leadership as a distributed, interactive web of leaders and followers, who periodically change roles as the situation warrants. Learning leaders must use processes that “enhance communication among members, provide for efficient reconciliation of disagreements, and keep members attuned to the current status of the community” (Marzano, Waters, and McNulty 2005, 100).

The concept of a learning community overarches this notion of distributed leadership. Such a community believes in similar goals and shares mutual interests. Members collaborate over time to exchange ideas and find solutions (Lave and Wenger 1991). What holds them together is a common vision, a sense of purpose, and a real need to know what each other knows. In pursuit of these goals and interests, they employ a common set of practices, work with the same tools, and express themselves in a common language (Lave and Wenger 1991). They use one another as sounding boards and teach and learn from each other. In short, they are partners committed to jointly improving practice.



The Bottom Line: Learning Leaders Model the Behaviors and Attitudes They Wish to Inspire in Others

Rather than assuming the stance of the expert delivering most of the content, leaders invite their professional colleagues to “uncover, discover, and reflect on content” (Marlowe and Page 1998, 11). Through inquiry, they investigate and analyze problems, critical questions, and issues (Marlowe and Page 1998). They design learning for meaningful transfer and application by providing clear information with descriptions and examples of the goals and the performances expected. They allow for practice where learners engage actively and reflectively (Marlowe and Page 1998). In short, these leaders model the excitement and rigor of inquiry in their work with the other members of the learning community. They are persistent seekers who ask the hard questions: What did we actually learn today? Whom did we nurture? What difficult issue did we confront? What progress did we make? Where do we go from here?



INQUIRY LEARNING LEADERS IN ACTION

Might school librarians be potential leaders in learning? They are certainly in positions of opportunity. As many library educators have noted, school librarians work with the entire school community. They may not be experts in every single curriculum area, but they are uniquely situated to gain a critical overview of the entire curricular landscape. They possess special expertise in the inquiry process and how research fits into that process. This expertise makes them “indispensable partners on learning teams” (Kuhlthau, Maniotes, and Caspari 2007, 16). They design activities to bridge the gap between theory and practice and provide the “holistic glue” that makes exercises relevant and authentic (Cropley 2014, 26). School librarians are also well placed to create planned and playful ways to explore learning possibilities and help students hone creative literacies along with critical information and digital literacy skills (Anderson 2014). In the remaining section of this chapter, we share three examples of librarians striving to engage students and faculty in collaborative inquiry initiatives from our home state of Hawai‘i. We know that similar examples thrive in other regions of the United States and in other countries. Our goal is that readers will reflect on their own practices and be inspired to write about and share their examples of learning leadership with all of us.


Aliamanu Elementary: Play and Exploration for Engaged Learning

Patricia Louis, librarian at Aliamanu Elementary School, does a lot of kid watching and teacher watching. She keeps her eye on the big picture of the school. In a recent focus on learning (FOL) review process, faculty conducted self-assessments that revealed students were disengaged and that much of the learning was superficial. Faculty admitted that students had limited if any choices in what they studied and how they communicated what they learned. In short, learning was teacher-driven and pedantic rather than student-centered and creative.

Empathizing with the frustration among the faculty and feeling the painful boredom among the students, Patricia wanted to do something. Based on her observations and the FOL assessments, she delved into what would make learning deeper and more exciting. She read the literature on inquiry and motivation and on best teaching practices for critical thinking and hands-on learning. Her belief that authentic learning involved “doing something” spurred her to examine informal learning situations such as museum exploration centers and makerspaces. Patricia also attended national library and technology conferences to find out about current trends and potential applications of emerging technologies.

The following questions drove her work: What motivates students to learn? How do we build learning conditions that engage students? How do we assess if what we are doing works? She was eager to develop the element of play in learning that motivates students to do “minds on and hands on” activities. When she approached teachers at two different grade levels with her ideas, she found that they were willing to experiment if she took the lead.

In grade one, the teachers had always included a unit on zoo animals. Their usual approach was to assign a different animal to each child, have the children “research” the animals using library and classroom resources, and complete worksheets by answering questions devised by the teacher. A visit to the local zoo culminated the unit. Patricia collaborated with Harlean Ogawa, the grade-level chair, to give the unit a student-centered, inquiry-focused spin. She began by creating discovery centers in the library that were organized around resources about reptiles, amphibians, birds, and mammals. Each center included texts, visual displays, and artifacts. Working in pairs, students were invited to browse at the centers and select animals they were most interested in learning about. They used pictures from the visual displays as a cue to jot down questions they wanted to pursue. The flood of questions reflected the curiosity of awakened young minds: Why does it have spots (or scales or stripes)? Why is its paw so large? What does it eat and how much does it eat? Why does it live here? What is its enemy? What is its friend? The students explored different resources in greater depth to find the answers. They used a graphic organizer to keep track of their information. To make improvements, teams shared their graphic organizers with other teams. Instead of transferring their answers onto a worksheet, the students learned how to devise riddles that included several unique identifiers for their animals. Students again pair-shared their drafts to see whether they had done an effective job of selecting discriminating traits or behaviors for their animals. They went back to the resources to find more information and rework their drafts as necessary. Ultimately, they finalized their digital riddles and created images of their animals that could pop up and move via augmented reality using Aurasma Studio. They shared their completed products by posting them on the classroom and library Web sites.

In grade six, students showed little interest in world civilization, especially since the usual mode of study was reading the history textbook and answering questions at the end of the chapters. Patricia and Sherrie Clements, a teacher in the sixth grade, decided to tackle the fall of the Roman Empire using a game board format. Patricia replicated a huge map of Europe representing this time period for the board. To immerse students as key players in the events contributing to the collapse of the Empire, she challenged them with the following big questions: Why did the Roman Empire collapse? How did Europe change as a result of the collapse?

To develop background knowledge of the era, students began by analyzing images of the various invaders over the centuries, for example, Gauls, Franks, Visigoths, and Huns. Working in teams, they recorded information gleaned from the images. Using an online encyclopedia, they then fleshed out more information about the groups. The next step was to have students organize into teams representing the various invaders. Each team had to conduct in-depth research on their invading group to understand the motives for conquest, the obstacles faced, and the resulting impact on Western civilization. They had to chart the advances and setbacks of their group on the game board using Lego figures while explaining their actions. Teams could question or challenge each other on the information being provided. By investing students in this form of role playing, Patricia and Sherrie observed a positive swell in students seeking more evidence to support their moves. They also read up on the other groups so they could effectively and accurately challenge points made. In short, students were engaged and motivated to learn.



Kaimuki High School: Capturing Culture and Tradition through Art

Lori Chun, librarian at Kaimuki High School, strongly believes that the fine arts are among the most vivid expressions of human culture so much so that when her school removed the fine arts program from the curriculum, students established an Art Club and asked Lori to be their advisor. Her interests prompted her to seek out community organizations that promoted the visual and performing arts. She discovered The Estria Foundation (TEF) was leading a public arts movement to see the world as ancient Polynesians saw it. The foundation wanted to create a large-scale, outdoor mural in a public space bringing together local artists, youth, and community members. After several meetings with this group searching for a location for the community mural, Lori thought: why not create this mural on our campus? She presented this idea to the school administration and won their support. Since TEF’s grant was from the Hawai‘i Tourism Authority, a building fronting the school that was highly trafficked by tour trolleys was selected for a 200-foot mural.

Before becoming a librarian, Lori had been an elementary school teacher where integration of subjects was a natural process. For example, she and another teacher developed the “Art in Nature’s Garden” unit that combined science and fine arts for the Lyon Arboretum. These experiences fueled Lori’s passion for collaborating on interdisciplinary initiatives with the high school’s academies and departments. For the mural project, Lori joined forces with Josette Kaleo Hanohano, a social studies teacher in the Hospitality Academy. Kaleo proved to be an invaluable partner with her extensive background in Hawaiian language and culture. She had been bringing her students to the library for their research dealing with the Polynesian voyaging canoe, Hokule‘a, and the voyage’s strong message of Malama Honua or caring for our “island earth.” Lori and Kaleo saw powerful possibilities for linking the Malama Honua theme with the mural. Thus began the inquiry journey for students participating in this community endeavor.

For the mural project, Lori and Kaleo involved students in a study of their community history that connected students with their ancestral roots and developed their artistic talents. Students wrestled with the following essential questions: How can we use art to promote a sense of place in our community? How can our project advocate for stewardship of the land and water? What can we learn from our past that might inform the wellbeing of our community today? Kaleo mentored the students in the stories and myths that gave birth to the vision for the mural. Students discovered that creating a wall mural was one way to extend art in a social context. Working with Estria Miyashiro, co-founder of TEF, the students sketched their visions after spending time at the Kanewai Lo‘i (taro patch), learning about the history of the place, and meditating on their field experience. Their sketches revealed a strong presence of water that prompted the theme, “Ho‘oulu ka wai, Ho‘okahe Aina,” translated as “When the waters flow, the land thrives.”

A team of professional artists wove together the students’ sketches into a mural and did the initial tracing and spray painting. Students primed the wall and helped with fill painting. Importantly, they had to create a painting scaffold for this mammoth piece, which proved to be a challenging engineering feat. About 180 students in the Hospitality Academy and the Art Club pitched in at different points in this project. A dedicated core group of approximately 10 students were involved from the inception to completion of the mural.

The resulting artwork was a powerful and moving depiction of the water motif over time beginning with the story of Kahalaopuna, Maiden of Manoa, who was the goddess of rain and wind, and the power of ancestors (kupuna) and guardians (kahu) in saving her. It showed the gift of water in sustaining the resources present in the land-sea ecosystem and captured the message of Malama Honua. The theme of the mural also aligned with the Hospitality Academy’s tenets and values of aloha, the importance of practicing kindness, tolerance, and humility.

The work on the mural started in summer 2015 and was unveiled at an impressive ceremony in November 2015 with over 80 community guests in attendance. Lori and Kaleo made this a schoolwide affair: the Culinary students catered a box lunch for the guests; the Hospitality students were the hosts; the Polynesian Music students entertained; the football team did the Haka (a Maori performance to welcome guests); the JROTC directed traffic; and AVID students manned the registration and refreshment tables. Since the unveiling ceremony, the mural has been visited by Century Fellows from the Marianas, students and teachers visiting from Denmark, and teachers and groups from other schools as well as classes within the school.

Lori and Kaleo discovered that creating art together was an important way for students to meaningfully connect with curriculum, respectfully engage in a collaborative process, and thoughtfully discuss the messages and methods embedded in the project. Students realized that these murals were a vehicle for public voices and neighborhood self-definition. Once they had a chance to look at different symbols and think about the importance of technique, colors, shapes, and styles, students simultaneously found their voices as artists and activists.



Pearl City High School: Tackling Global Issues through STEM

Audrey Okemura, librarian at Pearl City High School, had been a former biology teacher and her strong background in the sciences has been of immeasurable value in her collaborative work with faculty. Most recently, she and Jaclynn Gora-Aina, a social studies teacher, decided to tackle the contemporary issue of plastic marine debris affecting marine life and the environment—a topic that is vital not only to our island state but also to nations worldwide. Their larger goal was to target the concept of sustainability and explore human impact on the environment and the interdependent relationships found in nature. The Great Pacific Garbage Patch, a soupy collection of debris in the Pacific Ocean, provided the context for this STEM (science, technology, engineering, and math) inquiry. Students grappled with the following driving questions: What can we learn from the past to preserve our resources? How can we use indigenous knowledge from the Pacific Islanders to care for our home island? What can we do to sustain and care for our islands? Why is the issue of ocean pollution critical for the rest of the world?

Audrey and Jaclynn effectively incorporated the Next Generation Science Standards (2013) in their work focusing on people’s influence on earth systems and the need for responsible management of natural resources. They wanted students to understand the delicate and interdependent relationships in ecosystems, which lead to solutions that reduce the negative effects of human activities on the environment. They also connected to the C3 Standards in social studies (2013) that emphasize the disciplinary concepts and practices that provoke students to analyze, explain, and argue about global challenges in our world.

Students applied Barbara K. Stripling’s inquiry model (2007) in exploring the issue through the prism of STEM. To summarize the key features of the STEM-focused inquiry experience:


	Science. Students studied the interdependence and interactions between living things and the environment and investigated the issue of sustainability. An important part of their investigation involved concepts dealing with ocean currents and waves.


	Technology. Students used an online ocean surface current program to simulate the transport of marine debris. They also designed and created a tool or an item that served some use or purpose.


	Engineering. Students identified a critical need or want and developed a product that met that need using recycled materials or other elements from the environment.


	Mathematics. Students employed statistics and probability to make inferences and draw conclusions based on data (e.g., beach sand survey/analysis).




Audrey and Jaclynn realized that incorporating primary sources into an inquiry unit added reality, meaning, and excitement for students. For that reason, they launched the project with students viewing primary source photos of the initial stages of the United States becoming a “throwaway society.” They introduced various videos to bring home the magnitude of the plastic problem in our oceans. The level of student engagement piqued when the teens viewed videos and blogs created by crew members from the Hawaii-based Hokule‘a enterprise—a double hull canoe that is currently circumnavigating the world’s oceans to promote the idea of a sustainable Earth. Individually and in pairs, the students used an online ocean current simulator to track the path of the debris mentioned in the crew’s videos and blogs and predicted its final destination. To collect additional first hand evidence, students formed teams of four to conduct surveys and analyze beach sand samples. They used the Ocean Conservancy’s International Coastal Cleanup Data Card to document their findings.

Throughout the project, Audrey and Jaclynn provided students with reflection prompts to facilitate their learning and assess their understanding. Audrey reported that these prompts were vital in guiding students to look closely and think critically about the evidence they were viewing. This resulted in students discovering that many myths about the Great Pacific Garbage Patch existed in the media. This turned into a teachable moment to review bias and author’s purpose when evaluating information.

For their final products, students designed environmentally friendly products from natural resources such as belts and bracelets from coconut husk fibers, glue from breadfruit trees, and mats from pandanus plants. They also created products from recycled plastic-based materials such as artwork from bottle caps and wallets and tote bags from newspaper bags as well as candy and food packaging. Students promoted awareness of the global plastic problem by sharing their products with adults and peers. An unanticipated surprise was the opportunity for the students to share their learning experiences and products at a faculty meeting. This presentation effectively communicated the power of inquiry focused projects to the larger school community.



CONCLUSION

Learning leaders recognize that schools are places of growth for adults as well as children. This means that thinking about learning is not enough. It must be acted upon. In schools that are learning organizations (Fullan 2003), all participants become aware of critical and generative thinking and how such thinking is cultivated. They believe in the fulfilling capacity of inquiry for others and for themselves. They recognize that conflict, uncertainty, and diversity are inherent in the learning and change processes (Kaser et al. 2006).

Can school librarians step forward as such leaders? Do they have the vision and the drive to challenge the status quo? Do they embrace the moral imperative to assist all students in developing and refining their personal models of the world? Can they ask tough and thoughtful questions about how research interfaces with daily practice?

We believe that librarians are not only ready but also vital lifelines to inquiry learning. From countless conversations and visits with educators across the nation, we have come away with inspiring accounts of librarians as negotiators, enablers, and catalysts, who acknowledge problems and work toward solutions that strengthen attitudes, knowledge, and skills in the teaching-learning environment. If learning is a long and fascinating adventure, librarians are ready to blaze the trails!
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The School Librarian as an Advocacy Leader

Deborah D. Levitov


Leadership and advocacy often resemble a dance more than a straight-line march toward a goal. At times, the leader advocate must work the process and lead the dance; at other times, the leader must stand back and let the process work, always ready to add a step or two to the dance when necessary (Stripling 2007, 54).




WHAT IS ADVOCACY?

According to the American Association of School Librarians (AASL), advocacy is


an on-going process of building partnerships so that others will act for and with you, turning passive support into educated action for the library media program. It begins with a vision and a plan for the library media program that is then matched to the agenda and priorities of stakeholders (“Advocacy”).



This is a definition school librarians must understand and internalize before developing an advocacy plan. It goes beyond public relations and marketing and gets to the heart of what it takes to be a leader in garnering support and leverage for school libraries.



VARIATIONS OF ADVOCACY

School library advocacy has two levels: (1) individual advocacy, which reflects individual efforts of the school librarian, and (2) group advocacy or organized efforts at local, state, and national levels by school librarians and/or others. The latter can involve stakeholder advocacy including those who have an investment in school library programs and who speak out on behalf of school libraries (e.g., students, teachers, administrators, frontline workers, parents, and other community members). This becomes the most powerful advocacy of all. It erases any question the effort is self-serving, with school librarians accused of defending their jobs or whining about their circumstances. It instead reflects the presence of a shared mission for the school library, embraced by both the school librarian and stakeholders. As Ken Haycock has so aptly stated, “it is not about us” (2004, 6). People do things for their own reasons, and school librarians must find out what those reasons are and make the connections in order to build strong advocacy efforts with stakeholders.

As an advocacy and instructional leader, the school librarian “must take responsibility for developing an individualized program that specifically aligns with the changing instructional climate of the school” (Stripling 2014). Although general strategies, resources, and ideas can be useful, the final effort must be customized to “localized contexts, and school librarians must adapt advocacy strategies to fit their unique situations” (Ewbank 2015). Through the leadership efforts of the school librarian, stakeholders can be drawn into not only understanding but also defining the purpose of the school library to match the local school needs, reflecting how it contributes to student learning and how the school librarian can be a partner in teaching. In this way, through their own firsthand experiences, stakeholders become advocates who speak about school libraries and the role of the school librarian, acting for and with them. Well-informed stakeholders “can often deliver the school library advocacy message in a more authentic and compelling way than school librarians themselves” (Stripling 2014).

Often public relations, “one-way communication of getting the message across” (AASL “Advocacy”), and marketing efforts, “a planned and sustained process to assess the customer’s needs and then to select materials and services to meet those needs” (AASL “Advocacy”), are thought to be equal to advocacy. Although public relations and marketing serve as key components to moving advocacy plans forward and communicating elements of the plan, true advocacy for school libraries is deeper, more meaningful, and more effective than public relations or marketing alone. The purpose of this chapter is to provide an overview of how school librarians can be advocacy leaders at many levels. The intent is to help school librarians begin to conceptualize their leadership role when working to personalize multifaceted advocacy plans in their unique settings.



EFFECTIVE ADVOCACY REQUIRES LEADERSHIP

“It is crucial for all school librarians to consciously understand, define, and embrace the requirements for becoming … effective leaders and activists” (Levitov 2012, xi). Advocacy is something the school librarian must do every day, all year long; it is embedded within professional practice and it requires leadership skills. Leadership is a disposition that must be developed on the part of the school librarian; “simply put, leadership is influence” (Bush and Jones 2010, 4, 102). According to Bush and Jones, leadership qualities needed by school librarians are character, learning, touching the heart, good communications, vision, persistence, and priorities (2010, 103–105). In the AASL Vision Summit of 2006, participants brainstormed the roles of the school librarian and placed “leader” at the top of the list “as an addition role that is essential to the future of the profession” (2009, 16).

In a literature review by Shannon (2002), research showed “school library media specialists’ confidence, initiative, communication skills and leadership qualities were important factors for those who were active players in the total school curriculum and instructional program.” In summary, there is overwhelming evidence of the importance for school librarians to possess effective communication and interpersonal skills. These competencies appear basic to all aspects of the work of school librarian and are judged essential by school administrators, teachers, and school library media specialists themselves (Shannon 2002).

Advocacy involves a leadership effort, which goes beyond the school librarian as the sole voice for the program; it must be an effort to get others to speak for and about the school library. School librarians must show how the school library program connects to and advances the goals of potential advocates/stakeholders (such as teachers, administrators, school board members, and legislators). By aligning information about the library within their context, speaking their language, and linking to their agenda, the importance of the school library is made relevant and becomes internalized by stakeholders. Advocacy involves the process of helping stakeholders build personalized perceptions of school libraries and become spokespersons for the mission they help define. It is a process requiring leadership and relationship building skills on the part of the school librarian. In a study conducted by Ann Dutton Ewbank (2015), school librarians active in the British Columbia Teacher Librarians’ Association (BCTLA) [also] “play a key role as school leaders.” These school librarians were the ones serving on school committees and the school leadership team; they “appear to understand the big picture at their schools, and they cooperate with other teachers to improve student achievement. They are very organized, resource experts, and passionate about their profession” (Ewbank 2015, 13).

To be recognized as a leader in the eyes of relevant stakeholders, a school librarian must achieve such status through active involvement at the building and district level beyond their usual library domain (Crowley 2011). Crowley maintains, a position on the leadership team comes about because of prior leadership involvement (e.g., through professional development, literacy, and technology committees) (2011, 54, 57). Through this type of interaction with other school leaders the school librarian designates themselves as someone deserving to be on the leadership team. As outlined in an article by Everhart (2007), school librarians act as leaders in many ways, such as instructional leaders assuring equitable access to information for all students or technology leaders providing professional development for colleagues on the latest tools. “A library program can’t be quiet in the school, and though librarians can choose how they lead, they can’t choose not to lead” (Morris 2015, 10).


Vision, Planning, and Leadership

To advance the efforts of advocacy, school librarians need a vision for moving the school library program forward into the center of the learning community. This vision must align with the needs of the twenty-first-century learner and the role of the twenty-first-century educator. It must provide an image, which transforms the library and librarian stereotypes held by stakeholders. This must be a vision for recreating the school library into an entity that champions learning where the school librarian fulfills the roles of leader, instructional partner, information specialist, teacher, and program administrator (AASL, 2009). At the November 2009 Treasure Mountain Research Forum, Ross Todd (2009) described a vision for school libraries as a learning commons,


an entity that removes barriers, provides a safe haven for using diverse and conflicting sources, while providing access to quality and rich information—all of which leads to deep learning. This new school library facilitates networked learning, enables inquiry, the building of knowledge, and provides for inspiration and creativity.



This is the type of image that should be created for stakeholders, so they too can see the role of the school library in planning for education now and in the future.

To be a leader of advocacy, the school librarian must involve others in building a vision and designing a plan to recreate the school library. This requires a plan of action and a keen sense of connecting the school library program with what is important to others (Levitov 2007). The ability to connect the school library program to the agendas of others demonstrates an understanding of curriculum, the academic goals of the school, and the local, state, and national trends in education. It is a way to articulate the central role of technology and resource sharing in education and outlines how the school library can be involved in and facilitate these efforts. In this way, the stakeholders come to understand the mission outlined for the school library and are vested in moving the plan forward and creating the envisioned program. School librarians in Vancouver, Washington Public Schools modeled this type of proactive advocacy when they embraced the shared vision of their district and “began to evolve their roles to help lead the digital transformation taking place” (Webb and Ray 2015). This action helped save library jobs when other, surrounding districts, began cutting positions due to the worsening economy (Webb and Ray 2015).

Being proactive is essential for effective advocacy and requires making connections, serving on committees, being present when decisions are made in order to make significant contributions (Levitov 2007). Leaders have to take risks. As Sara Kelly Johns, former AASL president, stated, “Visibility in our state and national professional organization as well as in our community is an essential part of our job” (2007). Johns emphasizes, school librarians “need others to tell our library story, to advocate on our behalf. Parents and students are absolutely the best advocates…. But, you need to be vocal too. If you aren’t, a piece of the puzzle is missing” (2007). As an effective advocate, the school librarian can, in turn, grow advocates.



ADVOCACY WITH ADMINISTRATORS

Administrators are identified as key players in the success of the school library program and the success of the school librarian (Campbell 1994; Oberg, Hay, and Henri 2000; Rose 2002; Oberg 2006). Yet, as reflected in the professional literature, administrators receive little formal training about school libraries in their administrative coursework (Levitov 2009). Nor are administrators familiar with the roles a school librarian can play in the school academic program (O’Neal 2004; Levitov 2009).


Knowledge Equals Impact

The well-planned, supported, developed, and used school library program has immense potential and limitless possibilities. Yet, administrators, with little background knowledge for conceptualizing and building strong programs, are put in charge of supervising a school librarian and a library containing a multitude of resources and equipment worth thousands of dollars. According to a Kentucky study, fewer than 10 percent of the principals responding had taken a college course including content related to school librarian and principal collaboration (Alexander, Smith, and Cary 2003). Yet principals who had participated in such course work “rated the library media center significantly higher, 7.00 on a 10-point scale, than the principals who had not taken a course, who rated the value of the library media center at 4.97” (Alexander, Smith, and Carey 2003). Thus, finding ways to educate those intricately connected to school libraries is a worthy goal.

Many school administrators rely on the school librarians in their building or district to inform them about the school library program. They enter their professional careers viewing the school librarian in traditional library roles, which do not align to current practices. They do not always have a vision for the school library as a learning center and often have a limited sense of the value or possibilities that lie within. In a study conducted by Levitov (2009) involving 13 administrators from across the country, most were unaware of the standards developed for school libraries, relevant research, resources available to manage and guide libraries, or the roles outlined for school librarians in national guidelines. For this reason, a traditional and effective solution for informing administrators about school library programs is through one-on-one contact with school librarians (Baule 2004; Hartzell 2002; McNeil and Wilson 1999–2000). In this scenario, the school librarian raises the administrator’s awareness through his or her actions on behalf of the library program and through interactions with the administrator (Levitov 2009). This strategy is corroborated in an interview conducted by school librarian Carl Harvey (2007), where his principal reflects on how he came to learn about school libraries and the value of the program through the work of Harvey. Such on-the-job training has worked as a way of informing the principal and advocating for the program and should not be undervalued by the school librarian. In survey findings by Alexander, Smith, and Carey (2003) they report, “The building level professional is the only one with the opportunity for day-to-day influence on the perceptions of the principal” (13). It is important for school librarians to realize they must serve as a central source for educating school administrators about school library programs on a daily basis (Levitov 2009). After participating in an online course, “School Library Advocacy for Administrators,” participating administrators reflect on what contributes to the success of the school librarian, “personality counts, leadership is key, advocacy is essential and communication is imperative” (Levitov 2009). In his book, Snyder (2000), a school principal, states,


The survival of school libraries depends on the commitment of its stakeholders, and the extent of that commitment rests with its professionals: they hold the key to their destiny; they have the power to shape decisions. They can—and must—sell their programs to critical decision makers (xvii).



As the school librarian takes on a leadership role in communicating with administrators about school library programs, it must be done in a way beneficial to the work of the administrator. This communication must resonate with administrators’ needs by using their language, linking to their agenda, reflecting their priorities. School superintendent Steven M. Baule (2004) suggests school librarians should “show (not tell) administrators how the school library program can help them” (24). He says the goals of the school library program should be linked to the school improvement plan and requests from the school librarian should be framed in this context. Baule also emphasizes, the school librarian should not focus on which school library/information-learning standards they will meet but instead they should focus on “what students will be able to do that they could not do previously” (24). Allison Zmuda (2006) refers to this idea when she asks school librarians where their authority comes from, “authority to work with students in a rigorous, relevant, and consistent manner” (22). It is the proof of student learning, through assessment and evidence-based practice, which becomes a powerful tool for advocacy.

Baule goes on to say, school librarians should be in regular communication with their administrators, they should have a presence on school committees, and they should serve the entire school community. As a result, “the school library media program will gain stature through strategic involvement in all aspects of the school” (Baule 2004, 25). As reported by Oberg (2006), “teacher-librarians gain the respect and support of their principals in three key ways: by building their professional credibility, by communicating effectively with principals, and by working to advance school goals.” Carl Harvey (2007) also stresses the need to connect the agenda of the school library program with that of the principal so it ultimately becomes part of the principal’s agenda. He summarizes in the following statement,


it is key for us to take the time and energy to review the principal’s agenda and the established school goals while advancing our own agenda. … Advocacy is getting someone else to share your message and tell your story. If our story includes how we are helping our principal improve student achievement and reach the goals on his or her agenda, then our principal is quite likely … to be telling our story to many others! (49).



Through an Institute for Museum and Library Services grant, Mansfield University’s School Library and Information Technologies online graduate school was the lead in “offering an educational option for school administrators to learn the background, research and skills necessary to maximize their library media programs” through an online course (Kachel 2006).Offered from 2002–2013 to approximately 100 school administrators, the background information gained by these participants appears to have made a difference in how they perceived their school library programs and impacted their actions involving the school library. Kachel (2006) suggests steps school librarians can take to help educate their principals in similar ways:


	Start by doing some homework, use resources like Gary Hartzell’s book Building Influence for the School Librarian (2003);


	Complete the AASL Program Assessment rubric (AASL 1999, 35–51), and base self-evaluation on the rubric, communicating the plan with the principal (it is still applicable today);


	Meet regularly with the principal to discuss goals; have a clear agenda with a time limit;


	Report progress and share summaries of current research whenever possible;


	Assess where the principal needs more background information and provide it;


	Build rapport with the principal and communicate on an ongoing basis (50).




Communication by the school librarian with the building administrator is a crucial part of advocacy leadership. It is a necessary step in building partnerships and educating stakeholders. It will always be important for school librarians to play an active role in helping to inform and educate school administrators about the job, their roles, and the school library program. One resource is Project Connect, an initiative offered by Follett Corporation, which offers another option for helping administrators better understand and value the role of the school librarian. As quoted in an article by Kristin C. Hubing, Britten Follett, director of the project, states, “We want to educate superintendents to empower their district librarians” (Hubing 2015, 27). Project Connect involves “ … a panel of industry thought leaders from the preK-12, professional association, and higher education space working together to advocate for powerful school libraries and future ready librarians” (Follett 2015). This is another resource school librarians can introduce to administrators to facilitate better understanding of the school library program and its potential.



The Power of Language

As school librarians take the lead in informing school administrators and other stakeholders, they should be cognizant of language used in various forms of communications. This requires clarity in what is said—to assure it is understood, as well as to show why it is important and how it connects to the priorities of those listening.


The common language of library media specialists should not be abandoned. Instead, library media professionals need to see through the eyes of those with whom they want to communicate and include terms that resonate with them. They need to consciously embed and use terms and language that can build connections and communicate shared agendas. (Levitov 2008, 46)



The AASL’s Standards for the 21st-Century Learner (2007) is a perfect example of language alignment. By using the language found in the Partnership for 21st Century Skills (P21) initiative (language that later became central to the Common Core State Standards), AASL has done a brilliant job of capitalizing on common language and beliefs and making the connection through the AASL standards document. This is further reflected in initiatives by AASL such as the Learning Standards and Common Core State Standards Crosswalk (2011) and the Common Core State Standard Implementation Assistance Toolkit (2014). Both provide important resources useful to school librarians in their advocacy efforts when showing how the school library supports national and local standards. This type of discourse must lead the effort to build an advocacy plan that will reach out and involve others. These types of connections must be part of leading advocacy efforts.



ADVOCACY IN ACTION


Involving Others

School library advisory committees are an effective way to involve stakeholders in the planning and implementation of the library program and advocacy plan. Through the formation of the advisory committee, the school librarian can serve in a leadership capacity to form the committee, help educate members about the library program, and involve them in creating and implementing an advocacy plan. Through this process, stakeholders become knowledgeable about the library and invested in the success of the program. They gain a deeper awareness of the role of the school librarian, the importance of the library to student learning, and its essential role for classroom teachers. Ultimately, the advisory group can become spokespersons and advocates for the school library and the librarian.

Creating an action plan and enlisting key players is an important part of advocacy. In the beginning stages, a plan may involve identifying what is important to each target group and providing services to match their priorities. Asking stakeholders what they need and want, and finding ways to deliver, is in itself advocacy. These goodwill gestures can serve as powerful steps in building advocates. As these audiences see the value and importance of the school library, their voices can reach administrators, community members, school board members, and legislators, providing a much more powerful message than a single school librarian can ever deliver.

The importance of winning friends and influencing people cannot be underestimated; both are important components of building the groundwork for advocacy and should be everyday efforts. A school librarian, Byers (2005b) offers simple examples, such as providing parents with the ability to check out library resources to meet parenting or literacy needs, continually communicating with parents about how the library helps their children learn, involving teachers in collection development or identifying services the library can provide, and finding out what students want and need from the library and making it happen.

Advance planning for advocacy is essential and the inclusion of evaluation and assessment is crucial, “How will we know if we have made progress if we don’t know where we are going?” (Byers 2005a). Her approach was to create “measurable goals” for herself and the library assistant that the principal would sign off on and periodically review throughout the year for progress, as well as to review at the end of the year for evaluation (Byers 2006). Byers’s approach turned into a three-year planning process that helped “alter the focus of our goal setting. Rather than concentrate on what I thought we needed to do, I instead tried to focus on what our patrons wanted out of the library media program” (2005a). This is an example of meeting the needs of the stakeholders, by knowing their priorities and what is important to them and linking their agendas to the school library program within a plan of action.



Communication Strategies

The online and social media presence of the school librarian is an essential component for communication and establishing an accessible and positive image. Many open source tools (e.g., websites, wikis, blogs, Instagram, Facebook, Twitter, and email) allow the school librarian to make ongoing, up-to-date connections, to provide services, as well as communicate with stakeholders in a timely manner. It is also a way to tell the ongoing library story. As Chelsea Sims (2016) shares about her monthly eNewsletter, “the goal of a library newsletter is trifold: to communicate, educate, and advocate.”

Whatever the tool, it is important to have the school library represented virtually, in a positive, current, and engaging way. Such representation reflects ongoing efforts to provide an inside look at the library while meeting the needs of the target audiences. The school library online presence is the perfect opportunity to share stories from students and staff related to the school library, to make connections to learning, and to provide resources and tools 24/7. As Doug Johnson (2013) found, “keeping stakeholders apprised of what the library program was doing, I could build true advocates for the program. Good Communication is the key element to any successful advocacy story.” In addition to websites, social media options, and newsletters, other forms of communication include reports (e.g., monthly and annual), surveys, articles, and presentations (Johnson 2013). School librarians should also “develop a culture of transparency and build trust” by opening budgets, calendars, goals, statistics, doors, and opinions (Johnson 2013). Through this type of communication, the school librarian clearly shows what is going on in the school library, how budget and time is spent, and reflects effectiveness of the program.



Grant Writing, Fund Raising

Involving others in the process of grant writing for the school library is a way to gain input from teachers, administrators, parents, students, or business representatives (Baxter 2007). Grant writing is also a means of obtaining funding for special initiatives for library program planning or collection development. Involvement by others can serve as a way to further educate them about the school library program and gain informed voices of support. Grant writing can become a tool for advocacy by building collaborative partnerships and funding initiatives of high priority for stakeholders involved in the process. As Pat Franklin and Claire Stephens (school librarians in Orlando, Florida) share, “Helping teachers write grants is a great way to foster collaboration and open doors to get to know them better. The outcome could … gain materials for both the classroom and the library media center” (2008, 44). It can also foster advocates through personal, one-on-one advocacy. Other options are various forms of fund raising such as book fairs or crowdfunding. Small amounts of money can be raised through crowd funding “from a large number of people, usually with the help of a website” (Provini 2016). (Edutopia has a guide for crowdfunding offering helpful tips, including choosing a platform [The George Lucas Foundation 2013].)In addition, such efforts support the goals of the library program, benefit students and teachers, and provide another way to demonstrate leadership.



Being Perceived as a Leader

Leadership and advocacy go hand in hand; the school librarian must be a leader and an advocate. Through leadership school librarians empower others to become advocates and spokespersons for the library. When the school librarian is seen as a leader in and outside the library, it expands their presence, voice, and credibility within their building, district, and community. In a Pennsylvania school library study, “administrators placed their highest value on librarians who serve on key school committees, partner with teachers to design and teach units, offer professional development for teachers, and provide flexible access to the library” (Biagini 2014). In a summary of the impact study of school librarians and libraries in South Carolina, Gavigan and Lance (2015) shared that administrators rated leadership as one of the “most potentially desirable librarian roles … in fact, school leader was ranked as a desirable librarian role by 64.5% of respondents.” Often, day-to-day actions serve to model the true leadership role played out by the school librarian and this type of leadership serves a twofold purpose, the librarian is seen as an active leader and participant in school concerns and initiatives while also acting as ongoing advocate and leader for the school library.



Getting a Seat at the Table

Members of both the Massachusetts and Wisconsin school library associations used strategies of long-term planning with group advocacy to ensure school librarians were involved in their state initiatives for the P21 program (Partnership for 21st Century Skills). As Sandy Kelly explains, Massachusetts school librarians deliberately worked to build advocacy through “persistence, education, and frequent reassessment” (2008, 23). Thus, when they learned their state was interested in becoming a P21 state, they were well prepared to initiate involvement and get a seat at the table for planning the initiative. The same was true in Wisconsin, “library media specialists and technology leaders around the state were already working on implementation of these skills” (2008, 28). Through their group advocacy efforts, these school librarians were able to have a part in P21 planning. As mentioned earlier, this type of proactive work was evident in the work of librarians in the Vancouver Public Schools when they were instrumental in taking the lead for the digital transformation outlined in the district mission statement (Webb and Ray 2015).



Evidence of Student Learning

Another powerful form of advocacy is providing evidence of student learning in the school library. As Harada points out, “Library media programs are frequently on the chopping block when school budgets shrink” (2006, 25). When budget cuts are imminent, school decision-makers “seek to support programs that demonstrate positive student growth in areas of high need” (2006, 25). She offers a way in which school librarians can provide this sort of evidence, through evidence folders, a holding place for recording lessons and proof of student learning through student work and assessment data.

As Harada describes it, an “evidence folder is a way to communicate what students learn through the library media center to other members of the school community” (2006, 27). Proof of student learning serves as a most powerful form of advocacy, because it establishes the important role school librarians play in educating students. According to Zmuda and Harada (2008) “Good business [in the school library] is work (instructional activities and assessments) that develops student learning around the goals that are most important” (42).

Allison Zmuda (2006) sent out a wake-up call to school librarians about self-serving advocacy, summarized as “rhetorical contention based on the unabashedly biased viewpoint of those professionals that seem to have the most to gain” (19). She and Ross Todd challenge school librarians instead to bridge the gaps of what is believed important about school libraries and show the importance through actions—demonstrating outcomes that occur because of strong school libraries through evidence of student learning (Zmuda 2006; Todd 2009). In the end, the largest challenges for advocacy planning are (1) re-imaging school libraries in the minds of stakeholders and, in many instances, school librarians and (2) taking on the challenge of evidence-based practice—showing the role of the school librarian and the program in student learning. These two challenges will impact the attitudes of students, parents, teachers, administrators, legislators, school board members, and all stakeholders, because it will formulate how they define school libraries. This definition will in turn determine the future of school libraries.

The recently updated publication, School Libraries Work (2016), outlines the research, which “continues to show that school libraries and school librarians are a powerful force in the lives of America’s children. Evidence continues to affirm that school libraries staffed by certified school librarians make a measurable difference on student achievement” (Scholastic 2016). School librarians, as leaders in their educational community, can make this a more known and believed fact.



Legislative Action

Emily Sheketoff, Executive Director of the Washington Office of the American Library Association, argues, school librarians should get involved advocating for funding for school libraries. She defines advocacy as “simply voicing your support for your library media center and encouraging others to do the same” (2006, 50). Sheketoff contends, “The more people who speak out, the stronger the voices for libraries will be” (51). It takes a village for successful advocacy efforts—an example of group advocacy.

Reaching out to local legislators is a first step in building legislative advocacy. As Diane Chen states, “When you invite [legislators] to visit your school, you take the big issues and make them local; you help them understand the links between state and national actions” (2007, 47). Chen (2007) goes on to suggest, school librarians should get to know their elected officials, and she offers the following guideposts for school librarians to build their political voice:


	Find out what is important to state and national legislators and connect those interests to programs in local and school libraries;


	Know their staff and keep contact information handy;


	Invite them to your school to read to students or welcome parents to special events;


	Take pictures and prepare op-eds about your program, share your success stories and how you meet the learning needs of students;


	Figure out ways to advance their causes while linking to your agenda;


	Communicate often and share student work and positive stories;


	Offer to answer questions about school libraries and find the answers when you aren’t sure;


	Call to voice your support of a bill;


	Get others to speak up for issues;


	Use the ALAL-WO [American Library Association Legislative-Washington Office] Legislative Action Center to stay abreast of school library-related issues and for contacting your senators and members of Congress (47).




Building rapport with government representatives before times of crisis is one of the wisest forms of advocacy. Then, when the time comes to communicate about an important issue, the school librarian will have an established image with legislators and will have personalized him- or herself and the program. The efforts of the Pennsylvania School Librarians Association legislative committee echo Chen’s outreach efforts. This association has developed an organized effort, made possible with the help of retired school librarians, to orchestrate visits by legislators to schools—complete with media coverage and follow-up thank you notes (Kachel 2008). Both examples are proactive, building connections and relationships that can be useful when critical issues arise.

The legislative effort on the behalf of school libraries by the Spokane Moms is the ultimate example of stakeholder advocacy. “Fueled by the knowledge of what closed library doors meant to their own seven children, these Spokane moms called school district personnel and school board members, and finally went to their local legislators in an attempt to reverse library media center closures” (Kaaland 2008). The ongoing Washington political effort was due to the combined efforts of the Washington Library Media Association advocacy members and the Washington Coalition for School Libraries and Information Technology, founded by the Spokane Moms.

Legislative advocacy takes dedication and reflects effort over great spans of time and involves many different advocates (e.g., school librarians, legislators, lobbyists, and various stakeholders) to make it happen. This is also illustrated in the Every Student Succeeds Act (ESSA), which was signed into law on December 10, 2015 by President Obama. Summarized on the School Library Advocacy website on December 15, 2015,


ESSA is considered a major victory for school libraries because by including language specifically mentioning school libraries and school librarians, the law recognizes that school library programs and the instructional role of the school librarian are essential and integral components of a student’s education, and as such, eligible for federal education dollars.



This bill took eight years in the making but the end result was very good for school librarians.



CONCLUSION

Advocacy has a great deal of power, and it takes the leadership of every school librarian to build this type of support. Advocacy must be based on a shared vision of what a school library is and should be; a vision reflecting the needs of the twenty-first-century learner, teacher, and school. This chapter has stressed the importance of the leadership role of the school librarian at all levels of advocacy. Many examples of leadership involvement and advocacy actions have been provided but individual school librarians will have to find their unique path for leadership and advocacy, fitting their local circumstances. No one person can do all that is outlined in this chapter but it is possible for one person to take a leadership role, which results in meaningful outcomes through collaboration and strategic planning.

The information in this chapter, which is applicable to all settings, emphasizes that advocacy efforts must be relentless and embedded; the essence of ongoing advocacy planning. Although there is no cookie-cutter, one-size-fits-all solution to advocacy for school libraries, there are strategies and guidelines that can be transferred, applied, and incorporated into plans fitting to the locale. The leadership of the school librarian is instrumental in attaining the AASL definition of advocacy as an “on-going process of building partnerships so that others will act for and with you, turning passive support into educated action for the library media program … matching the agenda and priorities of stakeholders” (AASL “Advocacy”). An advocacy plan is long term, collaboratively developed, and implemented over time. It is a combined, many-faceted effort resulting in the creation of advocates for the school library and program; efforts that are successful, recognized, and sustainable. In the end, all will link back to the leadership of the school librarian.
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Practitioner Perspectives on Advocacy Leadership

Elizabeth A. Burns

Empowering Learners (AASL, 2009), the professional guidelines for effective school library programs, assigns leader as one of the five roles of the school librarian. As Levitov suggests in her chapter, directed actions of instructional leadership are effective means of engaging in strong models of advocacy that build relationships with multiple stakeholder groups. These stakeholders then become an educated base of support for the school library program.

Advocacy requires a leadership role, compelling school librarians to show how the school library program connects to and advances the goals of stakeholders. Building upon the AASL definition of advocacy, Levitov explains that advocacy leadership involves a process of helping stakeholders build personalized perceptions of the school library and become spokespersons for the mission they help define. Little research (Burns 2015; Ewbank 2011; Haycock 2003) currently exists to examine school librarians’ understanding of advocacy or how they translate this understanding into practice and engage in effective advocacy that extends beyond program promotion. Examining the advocate as educational leader situates the school librarian in a leadership role with the intent to influence stakeholders and build an informed base of support.

As Levitov discussed, not all in the school library profession assume a leadership stance. To explore the perception of practicing school librarians on the attributes of advocacy leadership, a survey was conducted. A small convenience sample of two groups was used to explore the perceptions of school librarians engaged in the school library profession. One group was made up of participants attending a professional development workshop related to advocacy and the other was made up of a group pursuing professional certification for endorsement. Survey data were collected using a commercial survey tool and descriptive statistical analysis was run for both sets of data.

The participants in each setting were relatively new to the profession. In one setting, 10 preservice and new school librarians in an online certification program responded to the survey. Thirty percent (N = 3) of participants in this group had no experience in practice. Fifty percent (N = 5) had less than 5 years experience in the profession, while only 20 percent (N = 2) had over 13 years in practice. These two participants, though experienced in the profession, were now facing mandates to meet certification and were in attendance with less experienced participants. The second group of 16 practicing professionals was seeking recertification professional development and also had relatively few years experience in their jobs. Fifty percent (N = 8) had less than 5 years experience and an additional 13 percent (N = 2) had between 6 and 12 years. Though data were collected from two sites, analysis of the findings demonstrated trends in the responses and is reported in aggregate. Demographic characteristics for both sites are represented in Figure 4.1.


Figure 4.1
Demographic Experience of Participants from Both Survey Sites
[image: image]


PARTICIPANT PERCEPTIONS ON ADVOCACY

A clear understanding of advocacy and how it is embedded in an effective library program continues to be an elusive concept for many practitioners. Though nearly all participants (92%) were able to identify the definition of advocacy, results call to question whether the understanding of advocacy has been fully internalized. There continues to be a misunderstanding of advocacy and public relations.

While there was a better understanding of the nuance between marketing and advocacy among the participants, similar to findings of earlier research (Burns 2015) participants confuse the more promotional and one-directional communication of public relations with the relationship cultivation of advocacy. Fifty-six percent (N = 14) of survey participants mistakenly identify public relations as two-way communication between the school librarian and the stakeholders and 33 percent (N = 5) define PR as action by the school or librarian to promote goodwill between the school library program and stakeholders. One-way promotion of library programs are actions of public relations and simply builds awareness for the program without adding perceived value for stakeholders. Two-way relationships cultivated with the intent to gain educated support for student learning are actions advocacy leaders must strive to build. Continued efforts to build understanding for these participants, and within the field, on the intent of advocacy are required. Participants’ shallow understanding of advocacy is further demonstrated by their individual actions in their schools. Few (16%) report having an advocacy committee and of those who do report having a standing committee, there is little diverse representation on those committees, with a typical and limited composition of school librarians and teachers. The lack of dedicated advocacy groups within the school are missed opportunities for building support. Additionally, only three participants reported having a written advocacy plan.

Though it requires time and energy, focused efforts to establish committees dedicated to working with the school library are a worthy action. Such a diverse group of educated stakeholders, willing to speak for and about the school library program, symbolize an important step toward advocacy. Crafting an advocacy plan and engaging these stakeholders situates the school library among other programs in the school and places the school librarian as the leading voice speaking on behalf of a program, giving it recognized value within the educational culture. Because school librarians are found in a variety of settings and may be situated in smaller, more remote schools, additional strategies must be considered to meet unique needs of each community. An advocacy plan is still essential for identifying the goals of stakeholders and situating the school library in a way that can address stakeholder concerns. To continue to seem relevant and to fit this type of locale the advocacy committees may be part of other standing committees that rely heavily on the same individuals in the school. In this instance, a well-crafted advocacy plan would be an essential part of the message within that committee. Through these actions, the needs of the locale can be met while building strong advocacy initiatives for the school library.



PARTICIPANT PERCEPTION ON ADMINISTRATIVE RELATIONSHIPS

As advocacy leaders, school librarians must align program goals to the larger mission of the school. In this way, school librarians help define the contributions of the school library and help stakeholders articulate the role the school library plays in the broader educational context. While 36 percent (N = 9) of participants have a written library mission statement, alignment of the school library mission and goals with the broader school and district plan was either not present or participants lacked a mature understanding of the developed mission and its placement in the context of the school landscape. This lack of knowledge and incohesive mission infers that the school librarian is not part of larger conversations and is not viewed and valued as a leader in the school. Furthermore, there tends to be some disconnect between overall beliefs on vision and planning. When asked if “advocacy begins with a vision and a plan,” 92 percent (N = 24) said they agree. Yet, 64 percent of participants did not have a written mission statement and 88 percent did not have an advocacy plan, which seems to imply a need for an advocacy process. Since many of the participants are new to the profession, lack of knowledge may be more indicative of inexperience.

An effective library mission aligns with the strategic goals of the school. When school and district planning is implemented, it is important that the school library be part of the process, not an element that must be added in to fit the intended mission. When school librarians act as advocacy leaders, they craft their own missions in alignment with others in the educational community and, as a result, the school library is viewed as a valuable component, linking to overall student success. Advocacy leaders situate themselves as part of the conversation and leadership team.

Administrator perceptions of the school library do not represent a position of educated support. Participants state that the perception of their school library is largely traditional or somewhat stereotypical. Few participants perceive that their administrative stakeholders view the school librarian as a leader. This belief conflicts with the recommendations on open communication of program goals and practices by Levitov and suggest this contribution is missing from school librarian-administrator dialog. This finding reflects a need for work in advocacy relations with administrators. The school librarian can be instrumental leaders in changing administrator perception through communication and focused advocacy planning.



PARTICIPANT PERCEPTION ON ADVOCACY ACTIONS

The activities discussed by Levitov are leadership qualities that further effective advocacy. All participants agree that good communication and interpersonal skills are beneficial for effective advocacy. These beliefs are the central tenets of school librarians interacting positively with others in the educational profession as advocacy leaders.

When participants rated the importance of effective activities of advocacy for a school librarian, those most closely tied to interpersonal relationships were viewed as more essential than those more isolated and removed (see Figure 4.2). Research (Everhart 2007; Hartzell 2003; Oberg 2006) supports school librarians interacting directly with their administrators. Sixty-four percent of participants in this survey believe face-to-face (N = 9) and planned meetings (N = 7) with principals are the most effective means of communication. This shows positive support for building relationships directly with administrators whom school librarians are likely to seek immediate building level support.


Figure 4.2
Activities Viewed as Important to Advocacy by Survey Participants
[image: image]

When working with administrators, it is imperative to demonstrate the impact school librarians have on student learning. Program measures and outcomes related to collaborative sessions taught with teaching partners and such things as circulation numbers may begin conversations to demonstrate the impact school libraries have on student achievement. These can then lead to examples that demonstrate personal librarian leadership. One way for school librarians to facilitate this is through e-portfolios. The portfolio can serve to highlight key areas in which individual school librarians have been involved with the larger school community, effectively demonstrating impact on various aspects of the school learning.

When examining other opportunities in which school librarians engage as leaders within the profession, survey participants had higher values for more localized activities focused on interpersonal relationships (see Figure 4.2). Involvement with parent groups is rated at least somewhat important. Each reflects efforts, which keep respondents in their comfort zone in terms of reaching out to others. In areas where parent groups are not especially active, it may be necessary for school librarians to work with a small group of supportive parents first to create a larger support base. Most respondents felt that serving on a school or district leadership committees and providing professional development to teachers were important or essential activities. Also, as captured in participant responses, most agreed benefits were achieved through the professional interaction of attending local or state library or educational conferences to learn new strategies and to network. In addition, meeting regularly with other district school librarians was of high value. Some participants rated contact with influential community members and presenting to the school board as highly important. Beginning first with school community such as parent groups and then extending with a larger circle of influence with district community leaders is a strategic way for school librarians to expand their advocacy leadership role.

Participants perceived as less import leadership in the profession as demonstrated by contributing to publications, attendance at national conference, and serving on national professional committees. These responses may be related to funding and the support of the district in attending professional conferences or may be influenced by what is perceived to be a more remote benefit created by these activities in terms of building community support and relationships.

Participants echo the belief that engaging in interpersonal relationships will help gain respect for their program. These types of interactions will certainly show, in an ongoing sense, what the school librarian does and the importance of the school library. Demonstrating advocacy leadership through relationships elevates the role of the school librarian in the eyes of others. Advocacy leaders demonstrate passion for the school library profession, but their efforts extend beyond this. They act in a leadership role throughout the educational environment, engaging with multiple stakeholders to participate in initiatives, represent and contribute to strategic conversations, and extend the educated perception of the school library. An advocacy leader keeps a focus on student achievement while demonstrating leadership in and outside the school library and expanding the understanding of the school library. Advocacy leadership empowers others in the school community to support the school library program as an essential component of the educational program.



IMPLICATIONS

Perceptions of the practitioners who participated in this survey reveal the need for continued work to merge what theory, research, and professional literature reflect as the best practices for successful advocacy leadership on the part of the school librarian. Misunderstanding of advocacy, marketing, and public relations continues to exist for practitioners. Clarification is necessary so school librarians are able to lead advocacy planning efforts. The lack of articulated advocacy goals indicates that more systematic, focused advocacy planning efforts are needed so school librarians readily know how their program aligns with other school initiatives and can lead the effort. With this type of planning, school librarians, as leaders, can be prepared and proactive when important opportunities arise. Alignment of school library program goals, ideals, and actions must be seen as a higher priority in order for the school library to be seen as an integrated and essential part of the educational program, necessary for student success.

Advocacy efforts will always need to be localized in order to be workable in each setting and school librarians will need to lead with this awareness. However, school librarians need to stretch out of their comfort zones to actualize their leadership abilities for advocacy by extending efforts beyond teaching colleagues to parents, community members, legislators, school board members, and other administrators. Focusing on the evidence of student learning, a school library advocate can highlight an effective school library program that others value. Effective leadership on the part of the school librarian will remain a prerequisite for successful school library advocacy.
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Intellectual Freedom: Leadership to Preserve Minors’ Rights in School Library Programs

Helen R. Adams and Christine Eldred


DEFINING LEADERSHIP

One definition of leadership is “the art of motivating a group of people to act towards achieving a common goal” (Ward, “Leadership”). Leaders in schools have traditionally been the district administrators, principals, directors of instruction, technology coordinators, and district library supervisors; their formal leadership is based on position. There are also informal leaders such as some librarians who, by their strength of personality, belief in a goal, and effective communication skills, inspire or encourage others to acknowledge their ideas. Informal leadership can create its own political influence to stimulate positive change.

To be a leader in the area of intellectual freedom in a K–12 educational community requires the general leadership skills described earlier in this volume. More specifically, a school librarian must possess:


	A vision of the broad concepts of intellectual freedom;


	Knowledge of the documents that define and defend intellectual freedom, including the First Amendment, court decisions supporting minors’ rights, and policy statements of the American Library Association;


	Strategies for how intellectual freedom principles are translated into practical action to preserve the legal rights of children and young adults;


	An ethical compass to ensure that personal beliefs will not interfere with professional duties, as stated in the Code of Ethics of the American Library Association;


	Character traits such as enthusiasm, honesty, courage, persistence, and the mental toughness to persevere in response to resistance, conflict, and personal attacks; and


	Communication skills to inspire others to acknowledge, support, and collaborate to protect the intellectual freedom of students.




School library professionals have a responsibility to lead in many areas, but intellectual freedom requires a special type of leadership. It involves advocating for minors’ First Amendment rights by using case law, American Library Association (ALA) policy statements, and the power of persuasion to support those rights. It requires knowledge of federal and state laws that impact students’ access to information in all formats and that protect their privacy when using library resources. It incorporates core values of librarianship such as access, privacy and confidentiality, democracy, diversity, service, education, and professionalism (American Library Association “Core Values”). Defending intellectual freedom requires the courage to protect and educate the school and broader local community about the rights of students using the school library.



LEADERSHIP TO PROVIDE ACCESS TO INFORMATION

The First Amendment guarantees “freedom of speech,” which has been interpreted by the courts as more than verbal communication. In Board of Education v. Pico, a plurality of the justices recognized that minors have a “right to receive information” whether the information is in print, nonprint, or other formats (Adams 2008, 16). The majority of leadership responsibilities for a school librarian fall within the categories of providing access to library program resources, technology, and services and protecting that access.


The Selection Policy

The selection of resources for the library collection is a major part of ensuring minors’ right to receive information. One of the first acts of leadership by the school library professional is to determine if the district or school has a written, board-approved library materials selection policy with procedures to provide a formal process for reviewing any materials about which a concern has been raised. This policy is the legal basis for selection and reconsideration of all library materials and establishes that all resources are acquired under a standard set of criteria.

If no selection policy is in place, the school librarian must encourage the principal and other administrators to develop such a policy. Collaboration is critical when developing the selection policy. The most effective selection policy is developed with input from a broad representation of members of the school community, including school library professionals, teachers, administrators, students, and parent and board of education representatives. Including many stakeholders in the policy creation process assures smooth implementation and support for the document. When completed, the policy will reflect the educational goals and objectives of the district or school, guide the selection of resources to serve its unique student population, and support the curriculum. If followed, the policy will also protect students’ right to receive information by stopping the removal of legally acquired library materials without due process.



Selection of Library Program Resources

Although the board of education or governing authority of the institution is legally responsible for the resources used within a school, it delegates the actual selection of library resources to its professional school library personnel. The school library professional provides leadership in implementing the selection policy, selecting materials based on official criteria, and following the procedures within the policy.

Selecting school library resources is one of the most critical responsibilities of a school librarian. Selection can be controversial because protection of children and youth is part of the culture of the United States. The school library professional selects a wide range of resources including print, software in many formats (including computer software, DVDs, etc.), and digital/online resources (including e-books, educational games, and subscription databases) along with the equipment needed to support the curriculum and provide for the personal reading and information interests of students (Butler 2015, 31). It is no small task to evaluate and select resources meeting the district selection policy, which may include such broad criteria as:


	appropriate for the age, interests, emotional development, ability levels, learning styles, and social development of the students for whom the resources are intended including students with disabilities and


	depict diverse points of view on controversial topics. (Adams 2008, 40)




Using these criteria, as well as others within the selection policy, may result in the acquisition of resources that will cause an individual or group to express an oral concern or file a formal written request for reconsideration based on protecting his or her child or all children from the information, language, images, or perspectives within the resource. A library professional demonstrates leadership during the selection process by unequivocally using the official criteria to guide selection and, in the event of a challenge, using the policy’s same criteria to defend the selection. Every resource chosen should be directly defensible because it met one or more of the selection criteria prior to purchase, and a conscious effort should be made to match the prospective resource with as many criteria as possible.

During the selection process, the school librarian must remain conscious of the potential for self-censorship. Not selecting a book or other resource because of fear that someone may challenge an item on the basis of its sexual content, objectionable language, or violence, or because of personal bias or religious or political convictions, is self-censorship.

A leader does not engage in self-censorship. During selection how can a school librarian guard against self-censorship? Article VII of the Code of Ethics of the American Library Association counsels that librarians should separate their personal views and opinions from their professional work and not let their viewpoints, biases, and strongly held beliefs influence selection decisions or provision of information to students and faculty (ALA 2008, Code of Ethics). Discuss your concerns with others in the profession as Megan Schliesman, a librarian at the Cooperative Children’s Book Center at the University of Wisconsin-Madison, advises:


If fear is at the root of self-censoring behavior, talk about those fears and weigh them against reality. No matter how certain someone is that a book or other item will offend someone, no one knows for certain when—or over what—a challenge may arise. And no library can function effectively if any member of the staff is fearful of making selection decisions. Everyone responsible for materials selection needs to understand their policy: how it supports and empowers them to serve their community, be it students and staff in a school, or the citizens of a community. (Adams 2008, 49)




“INTELLECTUAL FREEDOM IN ACTION SCENARIO: A SELECTION DILEMMA”

When Alicia began her new job as a high school librarian, one of her first tasks was to assess the collection and identify areas needing development and updating. Using software and core collection guides, her analysis showed weaknesses in several areas, most noticeable were the lack of LGBTQ materials and mature young adult literature. The library had a few novels featuring gay teen protagonists, but there were no biographies or nonfiction materials on LGBTQ topics. The fiction collection was heavy on classics and light YA literature but contained few stories that dealt with edgier topics such as sex, suicide, depression, violence, or racism.

As Alicia looked over the lists of recommended titles on same sex marriage, transgender identity, and fiction award winners with mature themes, she felt uneasy. What if some members of the community did not want these materials in the library? What if a parent complained to the principal? Would teachers in the building think these materials were inappropriate or unnecessary? Who would support her in the face of a challenge, and how would she explain her choices? She wondered if it would just be better to skip purchasing these materials, at least for now.

In a phone call to Charlene, the librarian who had supervised her student teaching, Alicia explained her dilemma. “What does your selection policy say?” asked Charlene immediately. “Everything you purchase for the collection should be guided by the selection policy. If a book in your library is challenged, showing how it meets the criteria in the selection policy is an important part of defending its inclusion in your library.”

Charlene found that the selection policy encouraged a broad and balanced collection of high-quality resources with diverse viewpoints. The selection criteria included materials that support the curriculum as well as materials relevant to students with varied interests, needs, and maturity levels. After reviewing the policy, Alicia realized that it was an important tool for guiding her collection development and provided authority to her purchasing decisions. She began to add LGBTQ materials and included mature YA titles in her fiction orders. At the same time, she decided to talk with her principal about her goals for the library, including updating the collection in accordance with the selection policy.



School librarians who are leaders are proactive and ardent about providing access to a diverse collection. They involve their school community in the selection process. They maintain a cordial, collaborative relationship with the principal. And annually they review the selection policy with the principal, report the current needs for curriculum support, summarize the types of fiction and nonfiction that may be purchased for student personal reading, and encourage the principal to recommend books and other resources for acquisition. When new materials arrive, the library professional alerts the principal and faculty through email, multimedia slideshows of new books, playlists of book trailers, virtual bookshelves of new books using social reading platforms, or via a “new resources” list on the library’s website. She or he arranges for the principal and faculty to preview new items prior to their being circulated to students, offers refreshments, and converses about the new acquisitions. Equally important, the librarian also sets aside personal biases and orders materials containing ideas and viewpoints with which he or she does not agree. To protect against self-censorship, the school library professional uses a tool such as the New York Library Association’s “Self-Censorship Checklist” (Figure 5.1) to remain within ethical selection practices.


Figure 5.1
Self-Censorship Checklist
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If you answered yes to any of these questions, it’s time to review your intellectual freedom practices! Reprinted with permission from the Intellectual Freedom Round Table of the New York Library Association.



LEADERSHIP TO PROTECT ACCESS TO INFORMATION

One of the most serious circumstances in which leadership is required by a school librarian is when an oral or written complaint is made against a library resource. Those who bring an oral concern or formal written challenge have that right to do so, and their opinions deserve respect. Although library and school staff may not agree with the request to remove or restrict the resource, a district’s reconsideration process sets in motion another evaluation of the resource, and one of the school library professional’s unwritten responsibilities will be to help ensure that the process is followed.


Preparing for a Challenge

Leaders plan ahead and prepare for informal and formal library resource challenges. They are proactive and reach out to build a coalition of like-minded individuals and groups who have similar goals. From the first day on the job, the school library professional should begin to take the following steps to prepare for a challenge:


	Inquire whether the district has a school board-approved materials selection policy that includes a formal process for reconsidering challenged library resources.


	Verify that the selection policy is current with respect to selecting the latest type of resources including graphic novels, manga, e-books, streaming video, online interactive Web tools, and educational apps. Talk to the principal about updating the policy if necessary, and volunteer to serve on the committee.


	Discuss and clarify with administrators any steps or responsibilities in the official reconsideration process that may not be clear.


	Post the materials selection policy and the reconsideration process on the school library website. Include downloadable copies of the district’s form for requesting reconsideration of library materials.


	Ensure that administrators, teachers, students, parents, and extended families understand how school library program resources are selected and the criteria used, by such means as staff development, parent presentations, and newsletter articles.


	Add an electronic form to the library website that allows administrators, teachers, students, and parents to suggest new materials for the collection.


	If a selection policy is not in place, work with the principal and other stakeholders to create one and seek its formal approval by the governing body.


	Confer with the principal about establishing a schedule for regular review of all library program and information access policies, such as an acceptable use policy, and identify areas that need revision.




A checklist is a perfect way for a school library leader to prepare for oral complaints or a formal challenge and lay the groundwork with potential allies. School librarians can determine their readiness to respond to expressions of concern and full formal challenges by completing the “Challenge-Proofing Your School Library Checklist” (Figure 5.2).


Figure 5.2
Challenge-Proofing Your School Library Checklist
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Developed by Helen R. Adams and originally published in School Library Media Activities Monthly vol. 26, (4) (December 2009), the checklist was reprinted in Chapter 3 of Protecting Intellectual Freedom and Privacy in Your School Library (Libraries Unlimited, 2013). It is reprinted here with permission from Libraries Unlimited.

Leaders build relationships with all stakeholders through their visibility and participation in school activities. Relationship-building opportunities include serving on curriculum or other in-school committees, collaborating with faculty members on student projects, offering professional development programs, participating in student-focused activities such as homecoming, technology expos, attending extracurricular events, and sponsoring a library open house during parent-teacher conferences. A simple way to establish rapport with teachers is to eat with various groups of faculty members during different lunch periods. The result will be that the faculty become acquainted with the school library professional as a person and professional colleague, and the reverse is also true. Although adding to the library professional’s already long “to do” list, each outreach activity offers a unique opportunity to establish informal exchanges with colleagues, administrators, students, and parents. Those connections over a period of time build a positive professional reputation for the school librarian in the school community and may garner allies, or at least respectful adversaries, if a formal challenge to library resources occurs.



Oral Complaints

Not everyone who has a concern about a book or other library resource wants to remove it from the collection. Some individuals simply want to have the school librarian or principal listen and acknowledge the person’s right to make his opinion known. The school library professional displays leadership qualities by listening respectfully to the complainant’s concerns, whether voiced in person or over the telephone. Acknowledge the person’s complaint; but take care not to signal agreement with it or make promises to take the action desired by the individual. During the conversation, explain that although parents may guide or restrict their own children’s library selections, they must allow other parents the same right. In some cases, an informal discussion between the library professional and the complainant resolves the objections, and the matter ends with that conversation (Pekoll and Adams 2015, 84–85).

If the complainant is not satisfied and insists the item be removed from the library’s collection, explain the reconsideration process and provide the necessary form. It is very important to stress that no action is taken by school personnel unless a written, signed reconsideration form is returned. Some districts have a time period by which this action must be taken.


“INTELLECTUAL FREEDOM IN ACTION SCENARIO: RESPONSE TO AN ORAL COMPLAINT”

Janine, who had been the librarian at Lake Mission School for 12 years, was shocked to learn that a teaching colleague, Beth, had complained about a library book and given it to the school principal. According to the principal, Beth had noticed one of her ninth-grade students reading the YA novel A Bad Boy Can Be Good for a Girl by Tanya Lee Stone and became concerned. After taking it away from the student, Beth flipped through the book and found several passages she found objectionable. Janine asked for more specific information about Beth’s objections, but the principal was unclear what they were and said that he had asked the assistant principal to read the book.

After a few days, Janine sent an email to the assistant principal suggesting a meeting to discuss the book, but she received no reply. She pursued the matter again with the principal, telling him that she thought it was important to have this novel in the library. Janine gathered reviews of the book and also spoke with other teachers about the book, finding two who said they would support its inclusion in the library. Weeks passed and Janine heard nothing further about Beth’s oral complaint.

Although she was prepared to discuss the book with both the principal and the teacher and to provide information on how library books are selected, there was no further communication from either on the matter and no formal request for reconsideration was initiated. Because the book had not been returned, Janine purchased another copy, replacing it as she would any lost or missing book. A resource that has been questioned should remain available in the library until a formal reconsideration process has been completed in accordance with the school’s policy and a final decision has been reached. No formal reconsideration process was set in motion by the teacher or principal, although they still have the option to do so in the future. By replacing the book, Janine ensured continuing access to it by the school community.





When a Challenge Occurs

A school librarian must always be ready for a challenge. It is impossible to know which resource may cause a parent, administrator, faculty member, or student to voice an oral complaint that may end in a formal, written request for reconsideration of the resource. The school library professional must know the immediate steps to take when an individual submits a written request for reconsideration of a library resource. A school library leader will take these initial actions when a library resource is formally challenged:


	Review your institution’s selection policy, including the selection criteria and the reconsideration process.


	Assess what steps have been taken in the reconsideration process and what steps are to be taken.


	Review the complaint.


	Discuss the situation with your administrator.


	Review your profession’s policy statements.


	Gather resources (such as copies of reviews, information on awards and best-of-the-year list distinctions for the title).


	Read or re-read the title in question. (Cooperative Children’s Book Center, “Suggested Steps”)




It is essential to discuss a potential challenge with your principal, if she or he is not already aware of the complainant’s concern. No administrator wants to be uninformed about possible problems and caught off-guard if a parent calls. It is helpful to the principal if the school librarian prepares a brief document including a short summary of the challenged resource, why it was selected, how it matches district selection policy criteria, quotations from reviews, a list of awards received, and the steps included in the reconsideration process (Dickinson 2007, 22–23). The document provides the administrator with an overview of the questioned item and establishes the school library professional as knowledgeable about collection resources. Also it is critical that the principal be familiar with the reconsideration process and the steps that he or she must take to begin it. These may include forming a reconsideration committee to review the challenged resource or, ideally, contacting the standing reconsideration committee.

Some principals do not welcome the reconsideration process and wish to sidestep a challenge. If the principal appears unwilling to begin the process to review the questioned resource, there are ways to give verbal cues about the legal and ethical need to follow district policy. The library professional may suggest that they review the steps together to ensure clarity for both individuals. As part of the conversation, the librarian can explain that the policy and procedures ensure that all challenges are handled in the same equitable manner, no matter who raises the concern. Not following the reconsideration process subverts board policy, and if it becomes known, appears to render school policies and procedures meaningless. The complainant(s) have “won” if no due process occurs, and students are the losers with limited or no access to the item over which a concern was raised. (Cooperative Children’s Book Center, “What IF?” (a)).

If the principal asks the school library professional to remove the item from the collection temporarily or permanently, explain that not following policy may also put the district in legal jeopardy of facing a lawsuit if the challenged item is withdrawn without following the reconsideration process (Dickinson 2007, 22). In reality, the principal is asking an employee to circumvent district policy, and this action can have serious consequences for the individual. It takes courage to ask a principal to follow policy, but consider the alternative. If a book or other library resource is removed outside the district’s official process, where will this type of censorship end?

If a principal will not follow board-approved reconsideration procedures despite diplomatic efforts, a leader will try to clarify exactly what he or she is being asked to do by the principal with possible statements such as “Are you instructing me to disregard the official, board-approved policy of our district? Are you telling me to remove a book from the library without going through the district’s procedures for reconsideration?” (Cooperative Children’s Book Center, “What IF?” (b)). The seriousness of these questions may shock the administrator into rethinking his reluctance to follow policy. However, if the directive remains to remove the item from the collection with no due process, there are two choices: follow your principal’s adamant but troublesome order or not to do so. Both actions have personal and employment consequences and must be considered carefully. If the edict is not followed, the school librarian may face retaliation from the principal or potential loss of a job. After weighing the options, the school librarian may accept that currently she or he has done everything possible; or the second choice is to remain firm and uphold library ethics (Pekoll and Adams 2015, 86).

To protect yourself when taking either action, keep copies of any written exchanges between you and the principal. If all discourse was verbal, make careful notes with dates and file them off school premises. If there is a teacher’s union in the district, report the situation to an association official (Cooperative Children’s Book Center, “What IF?” (b)). If there is a district library director, this matter should be shared with that individual. Lastly, this situation is a blend of employment law, district policy, and professional ethics. Call the ALA’s Office for Intellectual Freedom (OIF) staff for additional advice (800-545-2433, extension 4220).



Other Responsibilities during a Challenge

After ensuring that the principal understands and will support the reconsideration process, the school library professional will have other responsibilities. These include working with the reconsideration committee, soliciting support for retention of the library resource, possibly responding to media queries under district guidelines, and completing the final tasks when the reconsideration process concludes.


The Reconsideration Committee

After the reconsideration committee is appointed, the school librarian will provide the committee with copies of the questioned resource, copies of reviews, and a list of awards, if any. Additionally, she or he will prepare a factual, formal written analysis providing a rationale for how the item meets the district’s official selection criteria and, if not a member of the committee, serve as a resource to the committee during its deliberation. The school library professional should be proactive in explaining minors’ First Amendment rights to receive information and how the courts have viewed this right in notable First Amendment court cases such as Board of Education, Island Trees Union Free School District No. 26, et al. v. Pico, 457 U.S. 853 (1982) and the Right to Read Defense Committee of Chelsea v. School Committee of the City of Chelsea, 454 F. Supp. 703 (D. Mass. 1978) (ALA, Notable First Amendment Court Cases).



Soliciting Support for Retention of the Library Resource

A school librarian need not and should not face a challenge alone. When a formal written challenge occurs, a librarian should seek support locally by contacting other school library professionals in the district. Adding to collegial support, the relationships and local personal network of allies that the school librarian has created through outreach efforts can be helpful. She or he can ask teachers, students, parents, and community members who support the First Amendment rights of minors to write letters to the editor of the local newspaper and to attend the public reconsideration hearing to support retaining the challenged resource in the collection with no restrictions. The school library professional can also seek guidance from the ALA’s OIF. It maintains a challenge support service and will provide assistance with potential and actual challenges to books, magazines, Internet access, and other library resources. OIF can be reached by telephone at 800-545-2433, extension 4220 during business hours or by email (oif@ala.org) on evenings and weekends.


“INTELLECTUAL FREEDOM IN ACTION SCENARIO: FORMAL CHALLENGE TO A LIBRARY RESOURCE”

Mark had more than a dozen years of experience as the librarian at a school for students in grades K–8, but he was still shaken when a parent’s complaint about a young adult romance novel turned into a formal challenge. The parent, Ms. Bauer, had come in to the library early one morning, rather upset. She said she had found her daughter reading a novel from the library that she felt was inappropriate for a school library and that contained ideas that were offensive to her, based on her religious and moral beliefs. Mark assured her that she had every right to guide her daughter’s reading in the way she thought was best and informed her that she could file a written Request for Reconsideration if she wished. However, he also explained that other parents had different views about their children’s reading and that it was his job to make a wide range of materials available in the library to meet the needs of all students. He felt the conversation had gone well, so he was surprised to learn, three days later, that Ms. Bauer had submitted a Request for Reconsideration to the principal.

Mark’s stomach sunk when his principal presented him with a copy of Ms. Bauer’s complaint. The written Request for Reconsideration provided a great deal of detail on her objections. She objected to profanity, sexually suggestive scenes, and discussions of death and God. She disagreed strongly with professional book reviews that called the novel funny and refreshing. Overall, she said, the book promoted lying, suicide, gay sexuality, promiscuity, and devil worship. She felt it was harmful to children and disrespectful to Christian beliefs.

Unsure what would happen next, Mark immediately turned to his Materials Selection Policy for guidance and set up a meeting with his principal that day to go over the policy and process for handling formal complaints. First, the principal would create a committee to review the complaint. The policy specified that committee was to be comprised of a combination of teachers, parents, administrators, and librarians. At the committee’s first meeting, the committee members would receive copies of the complaint and copies of the novel in question. After allowing time for the committee to read the book in its entirety, they would meet a second time with the complainant, Ms. Bauer, to hear her concerns. Finally, the committee would issue its recommendation in writing to the superintendent and school board.

Mark knew he needed to reach out to other librarians for advice. He called a trusted colleague in another district and discussed the situation with her. She urged him to get in touch with their state school library association and the ALA Office of Intellectual Freedom. Both organizations were able to provide Mark with information and moral support. He began to feel better, knowing there were some constructive ways he could be involved in the process. First, he put forth a list of possible committee members from among the teachers and parents who were the most involved in the library. He gathered background information for the committee—book reviews, awards, and recommended reading lists that featured the challenged novel, as well as copies of the ALA Freedom to Read statement and other intellectual freedom guidelines. Next, he reviewed the district’s materials selection policy and wrote a rationale for the book’s inclusion in the library, based on the selection criteria. An English teacher offered to write a letter of support for the book, which he gratefully included with his documents to the committee.

At the second meeting, Ms. Bauer arrived with a small group of friends and spoke passionately about her view that the book was not appropriate for children and contained many offensive passages. After hearing from Ms. Bauer, the committee discussed her specific complaints, and Mark was able to help committee members understand the materials selection policy and the principles of intellectual freedom to which the library profession adheres. Within a week, the committee issued its written report, recommending to the school board that the book be retained and available to students. Their report stated that the book was appropriate for young adult readers, although not for children under twelve. The committee found that the novel explored many typical concerns of teens and that some of Ms. Bauer’s objections were taken out of context or misinterpreted. They noted the book’s mostly positive reviews and that its selection was consistent with the materials selection policy. At their next meeting, the school board voted unanimously to keep the book in the school library.

Mark was relieved to have the challenge behind him. Ms. Bauer’s complaint had tested the district’s selection policy, and overall, he was pleased with how the process unfolded in a thoughtful and transparent manner. He made a few notes on things he would like to clarify in the policy and that he would discuss with his principal and the other librarians in his district. Ms. Bauer had the option of appealing the decision, but the school heard nothing further from her about the book. Mark reported the outcome of the challenge to the ALA Office for Intellectual Freedom.



The school librarian has a lengthy list of policy statements from the ALA on which to draw during a challenge. Carefully drafted by the ALA Intellectual Freedom Committee with input from leaders within the organization and approved by the ALA Council, these statements are the “right words for the right time” and can be used to educate, advocate, and defend. The documents include the Library Bill of Rights and its many interpretations. They are available on the ALA’s website (http://www.ala.org/advocacy/intfreedom/librarybill/).



Managing Media Coverage

Many school districts have a single individual designated as the media contact, and this staff person speaks officially for the district. The media can be a friend or adversary during a challenge, and leaders learn techniques to work with local print and broadcast media effectively. If the district allows the school library professional to comment on the challenge, one of the best sources for media tips is the ALA website. A few of their strategies include:


	Prepare a concise, strategic message of twenty-five words or less.


	Develop a list of difficult questions and practice answering them orally.


	Use common terms to which your audience can relate, not education or library jargon.
Realize that there is no such thing as speaking “off the record”; everything may be repeated and reported (ALA, Office for Intellectual Freedom, “Coping with Challenges, Dealing with the Media, More Tips”).






When the Challenge Is Over

When the challenge has been resolved, whatever the outcome, a school librarian displays leadership by working with the reconsideration committee and the principal to analyze the effectiveness of the reconsideration process during the recent challenge. If there are weaknesses in the policy and insufficient detail in the process, the policy should be revised, depending on whether the time is right politically. The school library professional should also report the challenge and its result to the ALA’s OIF using its online form. All information submitted is kept confidential and is used to determine the ongoing status of intellectual freedom in the United States. Statistics are also used to determine the ALA’s annual list of “Frequently Challenged Books.”



Other Barriers to Access

In addition to the possible removal of resources through challenges, there are other barriers to access to materials in a school library. School library professionals who are leaders speak out against hurdles such as age or grade-level restrictions that limit the number of books elementary students can check out, keep kindergarten students from borrowing books for much of their first year in school, or restrict students to selecting a book only at their reading level. The school librarian also is dedicated to changing school policy that prohibits students with overdue books, fines, or unpaid lost resource fees from checking out materials—sometimes for years by transferring the financial obligations from one level (elementary school) to the next (middle school). These policies make it especially difficult for homeless students and others who are economically disadvantaged to have access to reading and other materials in school libraries.

Fixed library schedules in elementary schools affect access to reading and research opportunities for young students. Inadequate budgets impact the ability of the library professional to purchase new and replacement resources, thereby affecting the usefulness of the collection for students. This is especially difficult for librarians trying to add resources that reflect the diversity of their students. Finally, the increasing elimination of school library professionals results in a leadership vacuum affecting students’ information literacy and access to information. The total effect of all of these barriers to access is monumental, especially for those children or young adults for whom the school library is the only library they can use regularly. Lack of access to resources and the services of a credentialed library professional severely diminish students’ intellectual freedom and their First Amendment right to read and receive information.



INTELLECTUAL FREEDOM ONLINE

At one time, librarians associated intellectual freedom solely with print and nonprint materials located on the shelves of a library; however, the Internet permits access to information never dreamed possible when school library collections were confined to what was available locally, via interlibrary loan, or in limited subscription databases. Despite the Internet’s promise of limitless resources, students, teachers, and school librarians in many schools are frustrated daily when they find legitimate educational websites blocked by their schools’ filters. The filters are the result of the Children’s Internet Protection Act (CIPA), which requires schools and libraries that receive specified federal funds to use filters to block visual depictions of child pornography, obscenity, and material “harmful to minors” (FCC Children’s Internet Protection Act). It should be noted that in addition to the Children’s Internet Protection Act, many states have legislation that requires filtering of Internet content in schools and/or libraries. Information on specific state filtering legislation is available at http://www.ncsl.org/research/telecommunications-and-information-technology/state-internet-filtering-laws.aspx/.

Unfortunately because of state and federal laws, many districts block sites far beyond the requirements of CIPA in an effort to “protect” their students from unsavory content on the Web. Relying solely on filters to keep students safe does not teach students how to be savvy searchers or how to evaluate the accuracy of information. Christopher Harris, Director of the School Library System, Genesee Valley Educational Partnership in western New York State, said, “Filter a website, and you protect a student for a day. Educate students about online safety in the real world environment, and you protect your child for a lifetime” (Harris, “Dealing with DOPA”).

A leader must be aware of the extent to which filtering educational Web sites negatively affects students’ ability to seek information to complete assignments and research personal interests. This information is available in two reports from authoritative sources. In 2012, the American Association of School Librarians (AASL) added questions about filtering to its School Libraries Count! national longitudinal survey to obtain data on the extent of filtering in schools. Of the over 4,200 respondents, 52 percent reported that filters impact student learning by inhibiting student research, 42 percent stated that filters ignore the social process involved in learning, and 25 percent perceive that filters discourage online collaboration (AASL, Filtering in Schools).

Wider in scope, the 2014 “Fencing Out Knowledge: Impacts of the Children’s Internet Protection Act 10 Years Later” by Kristen R. Batch in cooperation with the ALA Office for Information Technology Policy (OITP) and the ALA Office for Intellectual Freedom (OIF) provided a well-researched document about the effects of filtering and the troublesome nature of the filters themselves. It laid out the reasons why overfiltering is occurring as well as concrete examples of the zealous manner in which filters are being used to block content far beyond what is required by CIPA, including constitutionally protected information. The section “Implementation of CIPA in Schools” will be useful to school library professionals arguing for a reduction in the level of filtering (Batch 2014, 21–24).


“INTELLECTUAL FREEDOM IN ACTION SCENARIO: COLLABORATING TO IMPROVE SCHOOL FILTERING”

Teachers at Lime River School were revising their civics course and asked Rebecca, the librarian, to collaborate with them by bringing twenty-first-century skills and technology tools to their new units. The district had recently implemented one-to-one computing, and each student had a laptop for school. As they talked about the unit on voting and elections, they became excited about the possibilities for students to participate in the public conversation. Students could follow and discuss political issues, leaders, and candidates on traditional media, as well as Facebook, Twitter, YouTube, blogs, and podcasts. Students could explore a wide variety of viewpoints, such as reading about U.S. elections and policies in the foreign press. They could hold a mock election at school, use the video lab to create their own campaign ads, and then share them on a school YouTube channel.

Unfortunately, Rebecca and her colleagues quickly ran into several roadblocks related to the school’s internet filtering practices. Facebook, Twitter, and streaming media were blocked on the school network. Blogs on controversial topics such as guns, violence, same sex marriage, abortion, terrorism, and prisons were often (and unpredictably) blocked by the school’s filtering software. The educators began to discuss how to work around these limitations, perhaps by downloading material at home in the evening and then bringing it to share in class the next day. They soon realized, however, this approach created additional challenges and that their students would lose an authentic learning experience—the opportunity to follow issues in real time and to interact with others inside and outside the class.

Rebecca had worked with the district technology director on a few projects and had established a good rapport with him. She offered to discuss the problem of the school’s filtering practices with him and to also bring it up as an agenda item for the next meeting of the school technology committee. Since their principal was also on the technology committee, Rebecca briefed her on the problems that the teachers had encountered as they attempted to integrate new Web tools into the revised units. The civics teachers decided to talk to other teachers and to ask for the support of their department head in developing their units with the relevant twenty-first-century technologies.

During the technology committee meeting, Rebecca praised the district’s digital citizenship curriculum, which was based on an award-winning national program. But she also pointed out that students who cannot access certain sites and tools do not practice their digital citizenship skills in a supported learning environment. Rebecca noted that, outside of school, most students used social and streaming media and that keeping those technologies walled off in school only prevented them from using them in meaningful learning activities. The technology director was open to Rebecca’s arguments but said the filtering policies were based on the school’s official policy that was now nine years old. After hearing this, the principal created a subcommittee to learn about current research and best practices in filtering in schools and to make recommendations about filtering software and settings. Rebecca provided subcommittee members with research and background information on the topic from educational journals and the news media.

It took a few months to complete the committee’s work, but in the meantime, Rebecca and the civics teachers were given permission to develop a pilot unit, incorporating social media tools for students. At the end of the unit, Rebecca and her colleagues collaboratively wrote a rationale for the use of collaborative online tools in the classroom, which was added to the updated filtering policy. The subcommittee decided to update the filtering software so that they would have more flexibility with filter settings. This resulted in removing the broad filters that had applied to all streaming and social media so that content, rather than the mode of content delivery, became the primary criteria for filtering. The new policy also stated that teachers who wanted to incorporate social media must first engage students in creating classroom guidelines for the use of the technology. Recognizing that there would still be filtering issues, Rebecca created a form on the library website where faculty and students could submit information to the principal about sites and topics they were having trouble accessing due to school filters.




Building Support for Less Restrictive Filtering

Since it is unlikely that CIPA will be repealed or changed substantially in the near future, living with a filtering system is a fact of life in K–12 schools. This does not mean, however, that the school library professional should accept that students and faculty are blocked from accessing worthwhile online educational resources. The principles of intellectual freedom should apply regardless of the format or method of delivery of the information. To protect students’ right to access legal online information in schools, the school librarian should provide the principal with specific examples of blocked educational Web resources experienced by teachers and students in the school. If the principal is supportive, request that administrators assemble a group representing all stakeholders—principals, teachers, technology staff, library personnel, and parents—and discuss openly how the school community can use online resources to best support the learning of students while fulfilling its legal responsibility.

The group should discuss what the law really requires and determine how federal and possibly state filtering mandates will be implemented in the school district. While seated together, participants will hear the perspectives of teachers who have useful sites blocked, administrators who are responsible for protecting students in school, technology staff who manage the filters, school librarians who advocate for minors’ First Amendment right to access legal content online, and parents who entrust their children’s safety and education to school staff. The experience will give those present a better understanding of the frustrations and challenges faced by all parties. Through examining the varying points of view represented, it will likely be possible to establish common ground on which to build policies and practices that adhere to the law but do not compromise access to educational resources. Within the discussion, encourage administrators and technology staff to set filters at the least restrictive position. Additionally, work toward creating an effective decision-making process under which teachers, library staff, and students may request erroneously blocked Web sites be unblocked on a timely basis for use in classroom instruction and student research. The group should also determine criteria for staff and student requests to override the filter.

In 2008, Congress passed the Protecting Children in the 21st Century Act as part of the Broadband Data Services Improvement Act, and it was signed into law. The law requires K–12 schools receiving discounted services under the federal Schools and Libraries Program of the Universal Service Fund (the E-rate Program) to include within its Internet safety policy an instructional component directing the education of minors “about appropriate online behavior, including interacting with other individuals on social networking websites and in chat rooms and cyber bullying awareness and response” (FCC, Guidance: CIPA). This legal requirement is the perfect opportunity for the school library professional, as part of the assembled group, to urge the adoption of a comprehensive curriculum as a means of teaching students to use the Internet safely and ethically both in school and elsewhere. The group’s discussion should include the use of online interactive websites and apps, such as social media sites, games, virtual worlds, blogs, video sharing sites, and messaging and chat apps used for academic purposes and students’ personal expression. In recognition of students’ First Amendment right to receive information, it is also appropriate at this time to give consideration to a process for students to request mislabeled websites to be unblocked.

There is strong support in ALA for protecting minors’ rights to receive information regardless of format. In 2014, the ALA revised the “Minors and Internet Activity: An Interpretation of the Library Bill of Rights,” which states:


The First Amendment applies to speech created by minors on interactive sites. Use of these social networking sites in a school or library allows minors to access and create resources that fulfill their interests and needs for information, for social connection with peers, and for participation in a community of learners …. School and library professionals should work closely with young people to help them learn skills and attitudes that will prepare them to be responsible, effective and productive communicators in a free society. (ALA 2014).



For additional advocacy and guidance, the ALA has three strong policy statements: “Internet Filtering: An Interpretation of the Library Bill of Rights,” “Minors and Internet Activity: An Interpretation of the Library Bill of Rights,” and “Access to Library Resources and Services for Minors: An Interpretation of the Library Bill of Rights.” The leadership shown by the school librarian during the group’s discussions of access to and use of online resources and during subsequent implementation of policies and plans will help preserve students’ intellectual freedom online.



PRIVACY

It is the responsibility of school library professionals to protect the privacy of students using resources and services in their libraries and to maintain the confidentiality of students’ library records. There are two sources of support for student privacy. The first is state and federal laws, and the second is policy statements from the ALA and the AASL.

Nearly every state has laws that protect the confidentiality of school library records. Since these laws vary greatly, a school librarian needs to be knowledgeable about his or her state’s library records law and be able to interpret how it affects the confidentiality of student library records. It is important to note that at this time, state library records laws, or opinions from attorneys general, protect the confidentiality of school library records in a majority of states. State library records laws are archived on the ALA’s Web site (http://www.ala.org/advocacy/privacyconfidentiality/privacy/stateprivacy/).

At the federal level, the Family Educational Rights and Privacy Act (FERPA) protects the confidentiality of K–12 and postsecondary students’ “education records.” FERPA guidance lists many types of records to be kept confidential, but it does not list library records. Although the Family Policy Compliance Office, an agency within the U.S. Department of Education, has not issued written guidance on this matter, according to Ingrid Brault, an employee in that office:


Under FERPA, “education records” are defined as those records that are directly related to a student and maintained by an educational agency or institution or by a party acting for the agency or institution. 34 CFR § 99.3 “Education records.” As such, we advise schools that library circulation records as you describe them [records of books and other materials checked out by students with the student’s name attached to the record of each item he or she has checked out] meet the definition of education records under FERPA and cannot generally be disclosed absent consent of the parent unless an exception to the consent requirement applies. (Brault email to Helen Adams).



Brault delineated those exceptions when “education records,” including library records, can be disclosed without parental consent as being:


	to appropriately designated school officials with legitimate educational interest, [34 CFR § 99.31 (a)(1) School Officials] [emphasis added], or


	if all the conditions apply under FERPA’s health and safety provisions [34 CFR § 99.36] …, or


	if any of the exceptions listed under section 99.31 of the FERPA regulations applies such as in compliance with a lawfully issued court order or subpoena. (Brault email to Helen Adams)




Although there are exceptions within FERPA that allow the disclosure of a student’s education record without parental approval, the ALA Office for Intellectual Freedom has provided some clarification with respect to FERPA requirements.


FERPA … permits disclosure of school library records when state library confidentiality statutes and professional ethics would otherwise prohibit such disclosure. FERPA, however, does not require the institution to disclose records under these circumstances nor does FERPA require institutions to create or maintain particular records. (Scales 2009, 75)



The ALA’s Office for Intellectual Freedom counsels schools and libraries to undertake the following actions to protect student library records:


	craft policies that extend additional privacy protection to students’ library records;


	adopt record retention policies that protect students’ confidentiality in regard to their use of the library media center; and,


	where applicable, incorporate state law protections for library records. (Scales 2009, 75)




Beyond state and federal laws, the ALA and the AASL have policy statements related to protecting minors’ privacy rights in libraries:


	The Code of Ethics of the American Library Association states in Article III, “We protect each library user’s right to privacy and confidentiality with respect to information sought or received and resources consulted, borrowed, acquired, or transmitted” (ALA 2008).


	The AASL “Position Statement on the Confidentiality of Library Records” declares, “The library community recognizes that children and youth have the same rights to privacy as adults” (AASL “Position Statement”).


	The ALA’s “Privacy: An Interpretation of the Library Bill of Rights” reminds school library professionals of their obligation “to an ethic of facilitating, not monitoring access to information” (ALA 2014, “Privacy”).




Where legal protections do not apply to school library records, these policy statements provide a strong ethical defense for school library professionals defending minors’ privacy when using a school library.

Every day in school libraries, situations occur in which students’ privacy is either protected or disregarded. For example, when notifying students of overdue library materials, does the school librarian print notices that include the names of the students and the titles of the overdue items and give them to a teacher to distribute? Or does the library professional protect each student’s privacy by folding and stapling or taping the notification and leaving only the student’s name visible, not the titles of late, unreturned materials. In another example, if a teacher asks whether a student has checked out a specific title, does the school librarian answer the question or state that student library records are confidential, requesting that the teacher speak directly to the student? The difference between the outcomes in the two examples depends on whether the school librarian correctly interprets state and/or federal laws, accepts privacy as one of the core values of librarianship, and has the moral courage to act on those principles.


“INTELLECTUAL FREEDOM IN ACTION SCENARIO: LIBRARY MATERIALS OVERDUE NOTICES”

Jim, a teacher in the middle school where Miranda was the librarian, sent an email asking that she share information about students’ overdue books. He asked Miranda to send all overdue notices to a designated teacher who would keep track of which students had overdue materials.

“Please don’t tape or staple the notices closed,” he wrote, “because we need to be able to see the titles and due dates. Responsibility is one of the things we are talking about in our character curriculum, and students with overdue library books will lose points on their grades.”

Miranda took some time to think about how she would respond to Jim’s request. While trying to collect overdue books could be a hassle, it was something to be handled with care by the librarian. Safeguarding patron privacy is an ethical responsibility for librarians. Students have a right to privacy in the school library and that was the reason she taped the overdue notices closed so that only the student’s name was showing.

There are also legal implications. As a school employee, Miranda was subject to FERPA, which protects the confidentiality of students’ educational records. Although under FERPA, school officials who have a “legitimate educational interest” can access a student’s education record, Jim’s rationale of using personal information about overdue books in a way that would penalize students (often for circumstances beyond their control) did not seem like a sufficient reason to release the information. Her state also had a law assuring patron confidentiality that libraries of all types must follow.

Finally, there was the librarian’s discretion in applying the overdue materials policy in a compassionate way that did not restrict students’ access to essential educational resources. Every year, there were a certain number of students who had unreturned books because of special circumstances. Some of them were homeless or living in temporary housing. Others had divorced parents and moved back and forth between their homes or other relatives’ homes during the week. Still others came from families living on so little income that paying to replace a lost library book meant even less money for food. Children in situations like these still needed to use library materials to complete assignments and to develop as readers; penalizing them for overdue materials or restricting their access to the library resources would hinder not help them in achieving success at school.

Miranda wrote a brief email to Jim, and copied it to her principal. She explained that privacy protections in both state law and FERPA require that information about student library use be kept confidential. Miranda also explained that best practices in school libraries discourage penalizing or restricting students because of overdue or lost materials. Finally, Miranda attached some links to information on the state patron confidentiality law so that Jim could learn more about it. She invited him to speak with her if he had questions or concerns.

Jim’s request also spurred Miranda to think about how she could strengthen student privacy and confidentiality in the library. She decided to start sending overdue reminders directly to student email accounts, instead of giving out printed notices that had to be distributed by homeroom teachers. This would be more efficient for her as well as protecting student privacy.




For additional information on protecting the privacy of students using a school library as well as additional information on FERPA and the Children’s Online Privacy Protection Act (COPPA), consult the ALA Privacy Tool Kit on the ALA Office for Intellectual Freedom website (http://www.ala.org/advocacy/privacyconfidentiality/toolkitsprivacy/privacy/). In 2016, ALA also published “Library Privacy Guidelines for Students in K-12 Schools.” In 2010, ALA initiated Choose Privacy Week, an annual weeklong observance highlighting individuals’ privacy rights and assisted libraries beginning privacy education programs. The Choose Privacy Week website “Resources” section has extensive information on students’ and minors’ privacy that will be useful to school librarians.

School library professionals must also be aware of the threats to student privacy schoolwide through increased collection of student data, cloud-based storage, and the access to some information by third-party vendors. Many school districts are using learning management systems that collect a wide range of data about students. Due to growing concern about data collection, use, and security, in 2014 the Data Quality Campaign and the Consortium for School Networking along with other organizations developed the “Student Data Principles” (http://studentdataprinciples.org/the-principles/) to guide use of student data and protection of students’ information. Also in 2014, the Electronic Privacy Information Center (EPIC) introduced the “Student Privacy Bill of Rights” (https://epic.org/privacy/student/bill-of-rights.html) to support students protecting their personal data. State legislatures are adopting laws to provide protection for student information. In 2014, California enacted the Student Online Personal Information Protection Act (SOPIPA). Applying to K–12 websites and mobile applications, the law is considered exemplary and is being used as a model by other states (EPIC, State Student Privacy Policy).

School library professionals can take a wide range of actions to protect the privacy of students in their libraries. Use the “School Library Program Privacy Checklist” (Figure 5.3) to determine the status of student privacy in your library and demonstrate leadership by taking the steps necessary to improve students’ privacy and protect the confidentiality of their information.


Figure 5.3
School Library Program Privacy Checklist
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Developed by Helen R. Adams and originally published in School Library Media Activities Monthly vol. 25, (7) (March 2009), the checklist was revised most recently in March 2016 to reflect new information. It is reprinted with permission from Libraries Unlimited.

Because of the protective nature of American adults toward children, the right of privacy for minors is not easy to defend. However, school librarians often have knowledge of state library records law, federal laws such as FERPA, and intellectual freedom concepts and bear the greatest responsibility to protect the privacy of their student patrons. Students will only feel comfortable to research topics and make personal reading choices if they are confident that their use of library resources will be kept confidential by library staff.



ADVOCACY @ YOUR SCHOOL LIBRARY

Leaders are proactive rather than reactive. They plan ahead and strategize the steps needed to achieve their program and personal goals. They maintain open communication with the administration and all staff in the school. To be an effective advocate, a school library professional must be knowledgeable about current intellectual freedom issues at the local, state, and national levels. Read professional literature; review the ALA’s Office for Intellectual Freedom Web site and blog frequently; subscribe to listservs such as LM_Net, where intellectual freedom issues are discussed; sign up for the ALA’s IFAction electronic news-only list, which disseminates media reports on intellectual freedom issues; and attend relevant conferences, workshops, and webinars. Advocating for intellectual freedom is a continuous process that requires outreach and collaboration with those who can be the school library professionals’ best allies—administrators, teachers, students, parents, and the larger community outside the school.


“INTELLECTUAL FREEDOM IN ACTION SCENARIO: ADVOCACY IN THE SCHOOL COMMUNITY”

In August, when Anna began her job as a new high school librarian, she wondered if she would experience book challenges and oral complaints about library resources. She hoped she would not, but she began thinking about ways to educate those with whom she now worked about intellectual freedom. She put together a tentative calendar that would allow her to highlight various aspects of intellectual freedom throughout the year. As a first step, Anna made an appointment with the principal to review the district’s materials selection policy, and they had a productive conversation about book selection, how Anna would begin to assess collection needs, and how she could involve students and teachers in recommending new resources.

As the school year started, Anna had a brief training period with Hannah, the library assistant, student workers, and parent volunteers to review circulation procedures and to ensure that the confidentiality of students’ library records was protected. She explained why ensuring privacy was important for students using the library. Anna and Hannah also talked through how overdue notices would be distributed to students in a manner that would keep confidential the titles of the materials borrowed by students.

Banned Books Week was coming up toward the end of September, and Anna decided to make a display of books from the collection such as To Kill a Mockingbird and the Harry Potter series that had been challenged in other places. Students buzzed around the display, picking up the books and asking Anna why others objected to them.

During fall parent-teacher conferences, Anna held a library open house and invited parents to look at the new books. As parents entered the library, Anna offered cookies, coffee, and conversation about the new resources and recent student research projects. In one area, Anna had a brief video available describing how she selects new library items.

In December, Anna reached out to social studies teachers to initiate a research project built around Bill of Rights Day. Celebrated annually on December 15, it is the day on which the U.S. Constitution and the first 10 amendments were ratified. She collaborated with teachers to focus on the First Amendment with her contribution being finding resources to help students understand freedom of speech and expression and how that connects to libraries.

In January, Anna set up a new book display for faculty and offered treats as an inducement to attend. During this time, she inquired about curricular resources teachers needed, asking them to help her select the new materials and also to review older resources she had gathered while weeding.

April is School Library Month and also includes National Library Week. Anna talked to the principal and the youth librarian at the local public library about initiating a program whereby all students in her school could access the public library databases, e-books, and other digital resources.

Choose Privacy Week, observed annually during the first week of May, gave Anna an opportunity to educate the principal, faculty, and students about their personal privacy online. It also enabled her to reinforce with teachers and administrators the concept of students’ need for library privacy.

Anna was surprised at how quickly the year passed, but she felt that some initial progress had been made in informally educating the principal, faculty, parents, and students about intellectual freedom.




Advocacy with Principals

Principals set the tone and direction for their schools. Because administrators do not receive training about intellectual freedom in their coursework, it is the responsibility of the school librarian to help the principal understand students’ right to access information in the school library. Use these strategies to inform a principal about intellectual freedom and why it is important in every school.


	Assist administrators in making the connection between intellectual freedom and “growing” future citizens … . Unrestricted access to information in the school library creates a positive academic atmosphere where students learn how to evaluate competing ideas, a skill needed by all citizens.


	Meet with the principal to review the materials selection policy, how materials are selected, and district reconsideration procedures, clarifying any steps that are unclear.


	Initiate a discussion when issues such as the confidentiality of students’ library records arise. (Adams 2013, 201)




The principal can be a valuable ally supporting the library program’s goal of protecting students’ access to information in all formats, providing resources reflecting a broad range of ideas, and maintaining the confidentiality of their library records. An uneducated principal can also be a hindrance, thwarting the efforts of a school librarian to protect minors’ First Amendment and other legal rights. In most cases, the difference between a school climate that is “intellectual freedom friendly” and one where the principal and school librarian are at odds is the knowledge of the principal. An administrator who is informed and nurtured about how intellectual freedom principles are applied in the day-to-day educating of students and their library use will become a partner and support the leadership efforts of the school library professional.



Teaching Teachers about Intellectual Freedom

Like administrators’ training, teacher education courses also do not include information about students’ First Amendment right to access information in the school library or about laws and policies concerning minors’ privacy in a library. Similar to the principal, teachers can be valuable allies. It is essential to cultivate and develop relationships with staff over time to help them understand the purposes of the school library program and its effect on students’ academic and personal growth. Be a “visible” school librarian instructing teachers about intellectual freedom by using these strategies:


	Meet with new teaching staff prior to the beginning of the school year to explain library policies related to materials selection, reconsideration of a challenged resource, privacy of library records, interlibrary loan, and Internet use.


	Plan collaboratively with teachers to provide students with learning experiences incorporating First Amendment speech rights, privacy, evaluation of information, and safe and effective online searching (Adams 2008, 206).


	Review the reconsideration process and its various steps with veteran staff annually because a teacher may be the first person to hear a parent’s concern about a library resource.


	Request faculty meeting or staff development time to explain the library’s materials selection policy, selection criteria, and the need for diversity in the collection.


	Invite teachers to recommend titles or subject areas for purchase.




The time and effort spent in helping teachers understand the legal and ethical aspects of students’ intellectual freedom can produce two benefits. First, teachers will be able to incorporate the information into their instruction as appropriate. Second, if a challenge occurs, because of their knowledge colleagues may oppose the censorship attempt to remove a resource from the school library collection or restrict access to it.



Educating Students about Intellectual Freedom

School librarians play a key role in teaching students about their First Amendment rights in school libraries and laws protecting the confidentiality of minors’ library use—all integral aspects of their intellectual freedom. Students will not be able to understand the principles of intellectual freedom and their legal rights in libraries unless they are taught about them. Students are “citizens in training,” and school librarians build collections that provide them with many perspectives on the issues confronting citizens in a democratic society. Providing access to a wide range of materials is not sufficient. The school library professional must help students make the connection between free access to information and their responsibility as citizens to make informed decisions. School librarians can educate students using these strategies:


	Appeal to students by using “kid friendly” language. Students may not be familiar with the term intellectual freedom, but they can likely identify with the concept of access. In this context, access means having a school library collection that provides them with information reflecting many points of view and in a variety of formats.


	Display intellectual freedom documents prominently in the library including the Bill of Rights of the U.S. Constitution, the Library Bill of Rights, and the Universal Declaration of Human Rights (especially Article 19). Explain their connection to the library, and refer to them during information literacy skills instruction.


	Celebrate Banned Books Week in September. Attract students’ attention by creating displays of books that have been challenged, providing information about the First Amendment and banned books via the school’s public address system, giving away bookmarks promoting the freedom to read, presenting book talks on “banned” books, and encouraging teachers to incorporate the theme of banned books and censorship into their lessons.


	Encourage students to participate in selecting and recommending new materials. Use selection policy criteria such as “reflect the pluralistic nature of a global society” or “free of bias and stereotyping” to teach students about the right of all members of a democratic society, including minors, to view, listen to, and read materials with diverse perspectives.


	Turn ordinary library situations into teaching opportunities about privacy. For example, if a student is looking for a book not on the shelf and asks who has checked it out, library staff can explain that information about who has borrowed the item from the library is confidential, referencing the library program’s privacy policy and their state’s library record law. (Adams 2013, 208)






Reaching Out to Families

Parents, guardians, and extended family members are interested in the education and success of their children and young adults. Every family’s values are different. Some parents or guardians may support the library program’s efforts to offer students a collection on a wide range of topics from varied perspectives. Others may feel all minors, especially younger children, must be protected from library materials they view as incorporating offensive language, sexual explicitness, violence, positive portrayal of homosexuality and transgender issues, and religious or political points of view at odds with their own. Parents have the responsibility and right to guide their children’s reading and information-seeking choices; however, those who challenge books or other library resources to “protect” all youth take away the right of other families to decide for themselves.

Like others outside the library profession, parents and community members may not be familiar with the term intellectual freedom; therefore, the best approach may be to speak about “choice” and how the school library provides a wide range of materials to support the curriculum and meet students’ interests, taking into consideration their social development, emotional maturity, and reading levels. The school librarian shows leadership by proactively describing how library materials are selected. To support this effort, the board-approved materials selection policy should be posted on the library’s Web site. New library materials can be highlighted through a school or library newsletter sent to families. It is equally important to explain the district’s reconsideration process, rationale for the process, and the steps involved. The school library professional can become acquainted with parents and other family members through presentations about the changing library program, hosting a library open house, or soliciting library volunteers. Every contact should be considered as an opportunity to build a positive relationship and advocate for students’ right to read and find information in the school library (Adams 2008, 213–215). The trust and respect built through the relationships may over time develop into support for the program during a challenge, district financial crisis, or library staff reductions.



CONCLUSION

Intellectual freedom is one of the core values of librarianship, and this chapter has outlined the many opportunities for school librarians to increase and preserve intellectual freedom in school library programs. School library professionals provide leadership and advocate for intellectual freedom when they:


	Maintain a high level of personal knowledge about current intellectual freedom issues at the local, state, and national levels;


	Encourage the creation and regular review of a board-approved materials selection policy;


	Select library resources without succumbing to self-censorship;


	Build positive relationships with teaching colleagues, administrators, students, and parents through participation in professional and student-centered activities;


	Prepare for a future challenge to a library resource by developing supporters of minors’ First Amendment rights among those within and outside the school community;


	Treat those with concerns about library resources respectfully and acknowledge their right to voice personal opinion;


	Work with the principal to ensure that the reconsideration process is followed;


	Provide members of the reconsideration committee with the information needed to complete the review process;


	Solicit support for retaining a challenged library resource;


	Seek to eliminate economic and other barriers to access to school library resources;


	Provide rationale for why students’ access to quality Internet educational resources and interactive Web tools should be increased;


	Protect the privacy of students using library resources and services and maintain the confidentiality of students’ library records;


	Establish strategies for informing the principal and teachers about students’ First Amendment rights;


	Teach students about their intellectual freedom and First Amendment right to access information in the school library; and


	Reach out to parents and the community to explain how materials are selected and the need for a collection with diverse points of view.




The responsibilities related to intellectual freedom are integral to being a school librarian, and leaders keep them in the forefront of their daily work. By taking a leadership role in promoting students’ intellectual freedom, school library professionals are able to encourage sustained positive change.
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Literacy Leadership and the School Librarian: Reading and Writing—Foundational Skills for Multiple Literacies

Judi Moreillon


DEFINING LITERACY

School librarians have always focused their teaching on information literacy—broadly defined as the ability to locate and use ideas and information and produce new knowledge (AASL 2009). Lessons taught in the school library get students involved in using the library’s online catalog, subscription databases, and search engines to locate information. School librarians also teach students to access information within resources, evaluate it, and then organize it in order to make the information useable. Librarians teach students how to synthesize and interpret information to produce new knowledge. Today, with the proliferation of information and communication technologies (ICTs), school librarians can help learners share their learning beyond the classroom and school community with a wider, more authentic audience. Information literacy is increasingly recognized as an essential literacy for future-ready students.

During the early days of the World Wide Web, Jay L. Lemke wrote “literacies are legion” (1998, 283). Now well into the twenty-first century as our understanding of literacy practices continues to evolve, educators, scholars, and business leaders have added more literacies to an ever-growing list: computer literacy, cultural literacy, digital literacy, financial literacy, global literacy, health literacy, media literacy, technological literacy, and more. While all of these literacies are important for today’s learners and tomorrow’s leaders, preK–12 students build their ability to make meaning, which is the goal of all literacies, on the foundation of reading and writing. Regardless of the content and whether ideas and information are communicated in print, digitally, or in multimodal texts, students begin and progress on their literacy journeys by learning and developing their ability to effectively read and write.



THE LIBRARY COLLECTION AND MAKING CONNECTIONS

Providing access to resources to support literacy development and information seeking is a primary responsibility of school librarians. With the most varied collection of resources in any school building, the school library is the central hub for reading materials. School librarians collect resources to support teaching and learning that align with the taught and published curricula. They provide an expanded collection of materials to satisfy students’ independent reading selections. They purchase professional and personal development resources for educators, administrators, and families. Through the school library Web presence, school librarians link to the vast resources of the Internet.

Ensuring that all learners and members of the school community have physical access to resources before, during, and after school and 24/7 access to online resources is a guiding principle of school librarianship. School librarians must be aware of how to organize print resources, hard-copy media, and realia in the library to ensure that users have the least restricted access and to maximize library users’ ability to locate what they need. (See AASL’s Position Statement on Leveling in the School Library.) Signage, shelf height, and positioning displays to attract the attention of all learners are essential concerns. School librarians must provide support and assistive technologies to ensure that blind, deaf, and physically or emotionally disabled library users have equal access to the collection. They must also organize the virtual library for ease of access through well-designed navigation and resource organization.

However, literacy leadership for school librarians does not stop with ensuring physical and virtual access. Since the World Wide Web began providing access to connected library users, school librarians have put more and more stock in their responsibility to ensure intellectual as well as physical access to information sources. With ICT devices offering anytime-anywhere access to information, it is essential that school librarians step up to work with classroom teacher and specialist colleagues to guide student as they navigate this vast information network and comprehend what they find.

Providing physical access to information can be described as the “librarian” part of the school librarian’s job. Working with classroom teacher colleagues and families to ensure that students are able to understand and use ideas and information and produce new knowledge can be described as the “teacher” part of the job description. Many have noted that school librarians should spend more time teaching and less time librarian-ing. R. David Lankes put it succinctly when he wrote, “it is time for a new librarianship, one centered on learning and knowledge, not on books and materials, where the community is the collection, and we spend much more time in connection development instead of collection development” (2011, 9).

Figure 6.1 shows the four areas in which librarians can make connections and further develop their practice in order to lead the literacy program in their schools.

From reading promotion to aligning reading and writing with inquiry learning, school librarians’ ever-expanding roles as literacy leaders have grown alongside the explosion of information and the development of the technological devices used to access it. This chapter focuses on school librarians as leaders who connect classroom teachers and curricula to the library program in order to ensure students’ intellectual access to ideas and information. It is through collaborating with members of the learning community and coteaching with classroom teachers and specialists that the school librarian’s literacy leadership role can be fully realized.


Figure 6.1
Literacy Leadership and the School Librarian
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READING PROMOTION

Reading promotion is an essential piece of the school librarian leadership puzzle. Advocating for free choice and independent reading are aspects of the American Library Association’s (ALA) “Library Bill of Rights” and “The Freedom to Read Statement.” The National Council of Teachers of English (NCTE) has a parallel position statement: “The Students’ Right to Read.” These tenets of librarianship and English language arts education provide a framework for the school librarian’s reading promotion, literacy program, and advocacy.

Providing in-person book talks and online book trailers are strategies for promoting reading. Local literacy events, such as author/illustrator visits, family literacy nights, and poetry slams, are ways to hone the learning community’s focus on reading (and writing). Promoting and participating in national or international literacy initiatives such as Multicultural Children’s Book Day (http://multiculturalchildrensbookday.com), Teen Read Week (http://teenreadweek.ning.com/), or International Children’s Book Day (http://www.ibby.org/1494.0.html) can increase students’ interests in literature and reading and provide focal points for collaborating with classroom teachers and specialists.

Kelly Gallagher, author of Readicide: How Schools Are Killing Reading and What You Can Do about It (Stenhouse 2009), defines readicide as the “practices educators employ to raise scores that actually kill students’ love of reading” (cited in Clark 2011, 10). In the interview, Gallagher noted that every school needs a “discussion director” who keeps reading in the forefront of faculty conversations and supports schoolwide reading incentive activities. The discussion director advocates for reading by addressing students’ needs for recreational or independent reading as well as curriculum-focused reading that includes authentic materials such as newspaper editorials, magazine articles, blog posts, and tweets. A leader school librarian can be that person.


SELF-ASSESSMENT QUESTIONS FOR SCHOOL LIBRARIAN LEADERS


	How can I find out who can be most effective in readers’ advisory—classroom teachers or librarians, or are student-to-student recommendations the most effective?


	How does collaborating with a team of classroom teachers or specialists help ensure the success of the library program’s various reading promotion strategies?


	How does involving families, the parent-teacher organization, or community members in literacy initiatives help build a culture of readers and reading?


	How do technology tools, including social media, improve reading promotion and literacy initiatives?








BEYOND READING PROMOTION

While reading promotion has long been a cornerstone of school library services and should continue to be a focus, it should not limit how school librarians contribute to student learning outcomes and to the academic programs in their schools. Leadership requires a bigger role—one that has broad implications for all students’ literacy learning and all classroom teachers’ and specialists’ literacy teaching. Through coplanning and coteaching with classroom teachers, school librarians can ensure that students have opportunities to respond to literature, engage in critical discussions, and pursue authentic inquiries related to the fiction, nonfiction, and informational texts they read.

“Stories are much more than a book or narrative—they are the way our minds make sense of our lives and world” (Short 2012, 9). School librarians understand the role stories play in the lives of children and youth. School librarians at all instructional levels can advocate for students’ access to stories—in many genres and multiple formats. This attention to story may include face-to-face and online book clubs and literature circles in which readers share responses to the stories they read. It may include stepping outside traditional resources to include texts such as Web-based human interest stories for elementary children, picture books for high school students, or oral storytelling for all ages.

Recent revisions to various state-level standards have placed a greater emphasis on literary nonfiction and informational book reading. Literary nonfiction includes autobiographies, biographies, essays, and speeches, and informational texts focus on specific topics. The rationale for this shift is that it reflects the types of expository texts adult readers access throughout their lives for work and for personal information seeking. Awards such as NCTE’s Orbis Pictus and the Association for Library Service to Children Robert F. Sibert Medal acknowledge exemplary authors and illustrators who make real people and events come to life through their books. The National Council for the Social Studies’ Notable Social Studies Trade Books for Young People and the National Science Teachers Association’s Outstanding Science Trade Books for Students K–12 offer lists of topical informational book selections. Pairing fiction, nonfiction, and informational books can be an effective way to address curriculum as well as showing multiple entry points into ideas and information. Collaboratively determining, testing, re-assessing, and advocating for an appropriate balance of fiction, nonfiction, and informational texts is a leadership role for school librarians who serve with classroom teacher colleagues and specialists on curriculum and other leadership committees.


SELF-ASSESSMENT QUESTIONS FOR SCHOOL LIBRARIAN LEADERS


	How do I integrate fiction, nonfiction, and informational texts into my teaching?


	How do I advocate for “story” through contemporary and Web-based resources as well as classic fiction reading when coplanning with classroom teachers and specialists?


	How do I maximize my role as a coteacher in order to ensure that students have authentic conversations about and uses for the books and other resources they read?


	How do I build a diverse collection that includes a wide variety of multicultural and global literature resources with various points of view and at multiple reading proficiency levels and ensure that these resources are thoughtfully integrated into classroom curricula?








READING COMPREHENSION STRATEGY INSTRUCTION

Since the 1990s, correlational research studies have indicated that the presence of a school librarian is correlated to student achievement in reading. Recent studies by Keith Curry Lance and Linda Hofshire (cited in Scholastic 2016) have conducted time-series studies that go one step further. Their study of fourth-grade students’ National Assessment of Education Progress (NAEP) scores suggests that students in schools that gained librarians between 2005 and 2009 had “significantly higher increases in fourth-grade NAEP reading scores than schools in states that lost librarians” (9). In their study of 3rd- to 10th-grade students’ reading scores on the Colorado Student Assessment Program, Lance and Hofshire found that schools that gained librarians between 2005 and 2011 were “significantly more likely to have advanced reading scores and higher increases in advanced scores (49%) than schools that lost librarians (33%)” (10). The presence of school librarians in every school is a first step toward providing students with an appropriate education; the quality of the work school librarians contribute to student learning is the next phase to assess.

For the past 20 years, the International Literacy Association (formerly the International Reading Association) has been publishing the results of the annual “What’s Hot in Literacy” survey. Survey respondents are leading researchers, scholars, and educators in reading education. Each year, they are asked which literacy topics are “hot” in terms of receiving attention in the field of reading and which topics are “not hot.” Respondents also indicate which topics should or should not be hot. In the 2015 results, more than 50% of respondents noted that “comprehension” is “hot,” and at least 75% were in agreement that it should be hot (Cassidy, Crote-Garcia, and Ortlieb 2015, 12). Seventy-five percent also agreed that “informational/nonfiction texts,” “struggling readers (grade 4 and above),” and “vocabulary/word meaning” should be hot; and one-hundred percent agreed that adolescent literacy should be hot. All of these results point to opportunities for classroom-library collaboration for instruction.

“Reading is a foundational skill for 21st-century learners. Guiding learners to become engaged and effective users of ideas and information and to appreciate literature requires that they develop as strategic readers who can comprehend, analyze, and evaluate text in both print and digital formats” (AASL 2007b). This quote from the AASL Position Statement on the School Librarian’s Role in Reading clearly directs school librarians to focus their teaching on helping students become strategic readers. While it is most appropriate for classroom teachers and reading specialists to teach and monitor individual students’ abilities to decode texts, school librarians have an essential role in teaching students strategies to make sense of the texts they encounter. The ability to comprehend ideas and information requires readers to apply thinking skills as well as decoding skills.

School librarians can use a “reader’s workshop” framework that targets their instruction more broadly by teaching students to apply reading comprehension strategies to make meaning from texts. (This may be particularly useful to learners because they inevitably encounter difficult texts above their proficient reading level when they are conducting inquiry or checking out library resources of personal interest.) Student engagement and interaction with texts is the focus of reader’s workshop. There are seven reading comprehension strategies that can be integrated into library lessons to support students’ on-going reading development (Keene and Zimmermann 1997; Moreillon 2007, 2012, 2013a; Zimmermann and Hutchins 2003). Table 6.1 shows various ways these seven strategies are aligned with AASL’s Standards for the 21st-Century Learner and suggests how they can be taught or cotaught by school librarians.

For an alignment matrix that includes the Common Core State Standards, AASL standards, phases of the inquiry process, reading comprehension strategies, and learning applications, see “A Matrix for School Librarians: Aligning Standards, Inquiry, Reading, and Instruction” (Moreillon 2013b, 29–32).



LEARNING TO READ IS A LIFELONG, MULTIMODAL PROCESS

While a great deal of emphasis has been placed on “learning to read” in the early grades, becoming literate should be considered a lifelong process because readers of all ages will encounter information throughout their lives for which they have no background knowledge. At the middle and high school levels, “[s]ome 70 percent of older readers require some form of remediation. Very few of these struggling readers need help to read the words on the page; their most common problem is that they are not able to comprehend what they read” (Biancarosa and Snow 2006, 3). These striving readers need to learn and apply reading comprehension strategies in order to understand content in all of their courses regardless of the formats in which that information is delivered.

Strategy instruction gets educators involved in sharing their thought processes while interrogating texts. Coteaching reading comprehension strategies offers educators opportunities to use think alouds to demonstrate each educator’s unique responses to what they read. Classroom teacher-school librarian partnerships can be especially effective when fine arts, math, science, social studies, and other non-English language arts and reading (ELA-R) content area educators coteach. Many discipline-focused educators may have had little or no training in teaching these strategies and may not realize how reading strategies can be applied in their content area. Combining the discipline expertise of the classroom teacher and the reading comprehension strategy and resources knowledge of the school librarian can help students become more literate as they build content knowledge.








	Table 6.1
Reading Comprehension Strategies and AASL Standards for the 21st-Century Learner Alignment Matrix





	Reading Comprehension Strategies*

	Indicators from Standards for the 21st-Century Learner**




	Background Knowledge

	Use prior and background knowledge as context for new learning. (1.1.2)

Read widely and fluently to make connections with own self, the world, and previous reading. (4.1.2)

Recognize when, why, and how to focus efforts in personal learning. (4.4.3)

Connect ideas to own interests and previous knowledge and experience. (4.1.5)




	Sensory Images

	Read, view, and listen for information presented in any format (e.g., textual, visual, media, digital) in order to make inferences and gather meaning. (1.1.6)

Read, view, and listen for pleasure and for personal growth. (4.1.1)




	Questioning

	Develop and refine a range of questions to frame search for new understanding. (1.1.3)

Find, evaluate, and select appropriate sources to answer questions. (1.1.4)

Display initiative and engagement by posing questions and investigating the answers beyond the collection of superficial facts. (1.2.1)




	Predictions and Inferences

	Use prior and background knowledge as a context for new learning. (1.2.1)

Read, view, and listen for information presented in any format (e.g., textual, visual, media, digital) in order to make inferences and gather meaning. (1.1.6)




	Main Ideas

	Organize knowledge so it is useful. (2.1.2)




	Fix-up Options

	Monitor own information-seeking processes for effectiveness and progress, and adapt as necessary. (1.4.1)




	Synthesizing

	Make sense of information gathered from diverse sources by identifying misconceptions, main and supporting ideas, conflicting information, and point of view or bias. (1.1.7)

Continue an inquiry-based research process by applying critical-thinking skills (analysis, synthesis, evaluation, organization) to information and knowledge in order to construct new understandings, draw conclusions, and create new knowledge. (2.1.1)

Use strategies to draw conclusions from information and apply knowledge to curricular areas, real world situations, and further investigations. (2.1.3)




	All Reading Comprehension Strategies

	Read, view, and listen for information presented in any format (e.g., textual, visual, media, digital) in order to make inferences and gather meaning. (1.1.6)

Respond to literature and creative expressions of ideas in various formats and genres. (4.1.3)




	*Reading Comprehension Strategies from Zimmermann and Hutchins (2003) and Moreillon (2007, 2012, 2013a)




	**Excerpted from Standards for the 21st-Century Learner by the American Association of School Librarians, a division of the American Library Association, copyright © 2007 American Library Association. Available for download at www.ala.org/aasl.standards. Used with permission.







SELF-ASSESSMENT QUESTIONS FOR SCHOOL LIBRARIAN LEADERS


	How do I access class-level data that shows which reading comprehension strategies students most need to learn and practice?


	How do I reach out to coteach reading comprehension strategies with ELA-R as well as non-ELA-R classroom teachers and specialists?


	How do I collaborate with colleagues to identify difficult print and digital texts and coteach strategies to help readers comprehend and use the information in these texts?


	What kinds of in-service workshops can support educators in my building in developing a shared vocabulary and shared processes related to teaching reading comprehension strategies?







READING AND WRITING GO HAND IN HAND

Reading and writing have been described as two sides of the same coin. Many schools that focus on “reader’s workshop” and teaching reading across the curriculum also stress “writer’s workshop” and writing across the curriculum. School librarians can hone their own skills in teaching the writing process by learning from the work of writing educators who offer workshop strategies, such as Nancy Atwell, Lucy Calkins, and Regie Routman as well as from the seminal works of Donald Graves and Donald Murray. The writer’s workshop model involves students in writing in various genres, for various purposes, and for themselves and authentic audiences beyond their teachers and classmates.

While many technology tools have made it physically easier for writers, the fundamental ability to clearly communicate one’s ideas using an alphabetic system have not changed. Writer’s workshops provide a framework or process for students and teachers to follow. These are the steps in the writing process: prewriting, drafting, revising, editing, reviewing, and publishing. School librarians are well positioned to coteach writing as a process because it aligns with librarians’ other process-oriented teaching responsibilities such as teaching the inquiry process. In addition, school librarians and other literacy professionals can help classroom teachers by lowering the student-to-teacher ratio while they cofacilitate individual writing conferences, which can be most effective in helping students improve their writing.

In her book Read, Write, Lead: Breakthrough Strategies for Schoolwide Literacy Success (2014), Regie Routman offers educators a guide to effective practices in reading and writing instruction. She bases her work on the “optimal learning model,” in which the educator first models reading and writing with think alouds. This is followed by guided practice in which the educator(s) and students do the task together as in shared reading, shared writing, and shared readalouds. Then the educator(s) release responsibility in which individual students or groups of students lead guided reading or other types of guided experiences. Finally, students or groups of students independently read, write, and solve problems.

Routman notes, “Reading and writing are reciprocal processes. Research demonstrates that competence in one discipline positively influences the other” (2014, 290). In Appendix D in her book, What to Look for in the Highly Effective Reading and Writing Classroom, she provides an outstanding summary of the environment, instructional practices, interventions, and supports literacy educators should offer preK–12 students. School librarians can follow these guidelines as well.


Technology Tools to Support Writing

Similar to reading texts in multiple formats, today’s writers use various tools with which to draft, revise, and share their ideas and learning. School librarians have knowledge of Web 2.0 tools, social media, and technology devices and how to use them in the service of learning. Helping students and classroom teachers capitalize on the potential of these tools and identifying authentic audiences for students’ writing can be two of the librarian’s important contributions to writing workshops. Table 6.2 aligns various graphic organizers and technology tools with the steps in the writing process.

While some of these tools may be integrated more seamlessly in schools that have undergone a digital conversion, all students need learning experiences using technology tools and devices. School librarians can be instrumental in coplanning with other educators to make sure that learners have opportunities to practice reading and writing online and to use tools to create and disseminate their learning in the digital environment. They can also lead efforts to write grants and secure the necessary funding to provide students with the tools they will need to be future ready. This responsibility is of primary concern if school librarians are to strive for equitable access and opportunity for low-income students, in particular.


SELF-ASSESSMENT QUESTIONS FOR SCHOOL LIBRARIAN LEADERS


	How do I integrate writing into lessons taught through the library program?


	How do I contribute graphic organizers and assessment measures to the writing rubrics used in my school and how do I use and/or adapt the graphic organizers and rubrics used by my colleagues when I assess students’ writing?


	How do I work with ELA-R as well as non-ELA-R teachers and specialists to support students in writing across the curriculum using a variety of tools and devices?


	What kinds of in-service workshops can support educators in my building in developing a shared vocabulary related to teaching students to write more effectively?







Aligning Reading and Writing with Inquiry Learning

Students who are strategic readers and effective writers can become strategic inquirers and producers of ideas and information. School librarians can emphasize the alignment between inquiry learning and helping students improve their reading and writing skills. For decades, school librarians have taught students to identify and define their information need, seek information from multiple resources, determine the credibility of the information they find, interpret and synthesize it, and document their learning. In librarianship, we have called this process by various terms with nuanced meanings: the information-search process (Kuhlthau 1985), research process (Stripling and Pitts 1988) or research cycle (McKenzie 2000), guided inquiry (Kuhlthau, Maniotes, and Caspari 2007), and more.









	Table 6.2
Writing Process Steps, Graphic Organizers, and Tools



	Writing Process Step

	Graphic Organizers

	Sample Tools





	Prewriting

	K-W-L-Q Charts
Brainstorming Webs
Storyboards
Outlines
Story Starters

	Cacoo.com (and app)
Mindmeister.com (and app)
Padlet.com (and app)
Popplet.com (and app)
Word-processing (outline feature)
PowerPoint (outline feature)




	Drafting

	Assignment Guidelines
Writing Rubrics

	Evernote.com (and app)
Google Drive Docs
Oral Telling
Podcasts
Turnitin.com (and app)
Vodcasts
Webpages
Wikis




	Revising

	Peer Feedback Sheets
Teacher Feedback Sheets
Writing Conference Forms

	Google Drive Docs
Turnitin.com (and app)
Wikis
Word-processing Track Changes Feature




	Editing

	Most Common Errors Handouts

	Word-processing Spelling and Grammar Checking Feature




	Reviewing

	Peer Feedback Sheets
Writing Rubrics

	Google Drive Docs
Turnitin.com (and app)
Wikis




	Publishing

	Publishing/Presentation Rubrics

	Blogs
Book Creator (app)
Podcasts (with printed script)
Storybird.com
StoryKit (app)
Vimeo.com (and app)
VoiceThread.com (and app)
Webpages






Inquiry puts students at the center of the learning process by giving them ownership in the questions and problems they pursue and the learning products they produce. One strand of the AASL Standards for the 21st-Century Learning (2007a) is “inquire, think critically, and gain knowledge.” Twenty-first-century texts include print, sound, images, and video. Inquirers will need support for making meaning from all types of texts and must have guidance and experience in choosing the best resources for answering their information needs. Students’ database and Internet navigation skills play a role in students’ ability to access information. Shoring up students’ comprehension must include strategies to help “students read their worlds,” including “the worlds made of diverse disciplines and filled with media-rich texts” (Sipe 2009, 20).

The study of online reading comprehension is a relatively new area of research. Online reading comprehension


consists of a process of problem-based inquiry across many different online information sources, requiring several recursive reading practices: (a) reading online to identify important questions; (b) reading online to locate information; (c) reading online to critically evaluate information; (d) reading online to synthesize information; and (e) reading online to communicate information. During these elements, new online and traditional offline reading comprehension skills are both required, often in complex and interrelated ways. (Leu et al. 2011, 5)



Online readers’ ability to think critically about the information they find and to make meaning from it has not changed. Educators “should provide explicit instruction in how to read and think when using technology” (Ziemke 2016, 33). Educators must model how to apply formerly print-based reading comprehension strategies and writing skills to shore up students’ ability to negotiate an increasingly wider range of information sources and technology tools.



Strategies to Support Inquiry Learning

Throughout the inquiry process, classroom teachers and school librarians provide graphic organizers to scaffold learning. “These graphic organizers support students in making meaning from text while helping them document the new information they are learning as they engage with resources to answer inquiry questions” (Moreillon 2014, E4). In addition, inquiry learning requires that students reflect on their search throughout the process. This type of reflective writing helps learners see their thinking “on the page” and supports metacognition, thinking about thinking.

One way school librarians and classroom teachers can work together to help students apply these traditional strategies and skills while conducting inquiry learning is to systematically integrate reading comprehension and writing into the inquiry process. Table 6.3 shows some examples of how seven reading comprehension strategies and writing activities can provide support for inquiry learning.

School librarians who are connectors who see the alignment of these strategies and processes across disciplines and grade levels can make important contributions to their schools’ literacy teams. Using a global perspective, school librarians can help others learn about the strategies their colleagues in other classrooms or disciplines are using to scaffold student learning. They can help students connect the processes used in one classroom or content area to support them as they learn in another. With their ability to make connections, school librarians can help students, classroom teachers, specialists, and administrators put the pieces of the literacy learning puzzle into place.


SELF-ASSESSMENT QUESTIONS FOR SCHOOL LIBRARIAN LEADERS


	How do I coplan with colleagues to integrate reading, writing, and inquiry learning into lessons taught through the library program?


	How does my teaching reflect a holistic model of literacy?


	How do I teach and assess comprehension and critical thinking while students engage with traditional and multimodal texts and multiple resources in various formats?


	What kinds of in-service workshops can support educators in my building in developing a shared model for literacy learning and teaching?
















	Table 6.3 Reading Comprehension Strategies and Writing Integrated into Inquiry Learning



	Sample Type of Text

	Reading Comprehension Strategy

	Possible Writing Activity

	Inquiry Focus





	Unfamiliar Culture

	Building Background Knowledge

	Use an advanced organizer to identify gaps in background knowledge

	Pose questions and inquire into the gaps in knowledge




	Poem or Poetic Narrative

	Using Sensory Images

	Compose a personal response to word choice and imagery

	Pose questions and continue investigation into other works by the poet/author or on the theme presented




	Editorial Cartoon

	Questioning

	Record before, during, and after questions

	Pose and record questions and continue investigation into cartoon topic




	Historical Fiction or Primary Source Document

	Making Predictions and Drawing Inferences

	Use an advanced organizer to document background knowledge on the topic plus predictions and inferences related to the text under investigation

	Pose questions, draw inferences, and continue investigation into historical time period, historical figures, or event




	Informational Text

	Determining Main Ideas

	Record notes on a graphic organizer and sort main ideas and supporting details

	Pose questions, determine main ideas, and continue investigation into text topic




	Complex Text

	Using Fix-up Options (to recover lost comprehension)

	Tally strategies on a fix-up options graphic organizer showing various ways to recover lost comprehension*

	Pose questions and continue investigation into text topic, keeping track of fix-up options used




	Multiple Resources in Multiple Formats

	Synthesizing

	Record discrepancies uncovered among various sources

	Pose questions, continue investigation into text topic, and interpret discrepancies




	*See Moreillon, Chapter 8, 2012, 2013









SYNTHESIS: DEFINING LITERACY

An interdisciplinary team-oriented approach that includes ongoing professional development and involves content-area teachers as well as specialists has a greater chance of improving students’ literacy levels (Biancarosa and Snow 2006). In their roles as instructional partners and information specialists, school librarians can take a starring role in leading this team approach. Administrators who enact a distributive leadership model that positions leaders everywhere throughout the learning community can capitalize on the expertise of school librarians. This type of leadership model is one way to weave high-performance elements, such as a systemic team approach with a shared emphasis on learning and student achievement, into every aspect of the daily culture of the school (Edwards 2016, 6).

In “Building Literacy Capacity: The Conditions for Effective Standards Implementation” (2015), the National Center for Literacy Education identified professional learning as one of five strategies that support schools that effectively implement new curriculum standards. According to the report, “schools making the most progress with standards invest in professional learning, and particularly in time for structured teacher collaboration” (3). In partnership with principals and other administrators, school librarian leaders can use their global view of the learning community to help design and deliver professional development opportunities. Through their work as instructional partners who coplan, coteach, and coassess student learning, school librarians can also be key teacher leaders who, as part of every school day, develop their own and their colleagues’ ability to collaborate effectively to solve students’ literacy learning challenges.

“The degree to which students can read and understand text in all formats (e.g., picture, video, print) and all contexts is a key indicator of success in school and in life” (AASL 2007a, 2). It is true that today’s readers make meaning in ways that are increasingly multimodal. Still, the importance of the foundational skills of reading and writing can support or hinder a student’s ability to negotiate meaning in both print and digital texts. In this environment, “school librarians can do more than promote reading. We can accept the role as instructional partners in teaching reading [writing, and inquiry] and thrive in performing it” (Tilly 2013, 7).


Literacy Leadership and the School Librarian: Practical Examples

Three school librarians, classroom teacher or specialist teams, authored vignettes that show how educators are coplanning and coteaching to improve reading comprehension strategy instruction on their campuses. Each team’s work provides a unique view into how two or more collaborating educators can provide a supportive learning environment to help students improve their literacy skills. These three vignettes also demonstrate how coteaching can help build a collaborative mindset that can spread to create a culture of collaboration throughout the school.

Angie Enlow and Jaimie Goodwin, the elementary team, have been collaborating for five years. In this piece, they describe how they cotaught a series of lessons that integrated writing with activating or building background knowledge, a reading comprehension strategy. Sparked by third-grade students’ connections with a character in a literary text, the educators encouraged students to make more connections related to agriculture and farming. Educators provided students with modeling and a graphic organizer to investigate informational texts. In order to further increase comprehension, Angie and Jaimie helped students investigate the products produced by local farmers. Each student wrote a postcard to a farmer. Throughout this integrated language arts and science unit, Angie and Jaimie maximized the impact of two educators by jointly facilitating, monitoring, and assessing students’ learning.

Middle school librarian Kelsey Cohen and literacy coach Lisa Ramos-Hillegers had a goal to help create a school culture in which students’ questions are valued. They set out to influence classroom teachers’ use of questioning strategies to improve students’ engagement with and comprehension of texts. Together, they approached the science team members who involved students in creating questioning word walls. After inviting students to analyze their questions, the team realized that students would need more educator and peer modeling and regular practice in order to develop authentic open-ended questions. Kelsey and Lisa created a series of recommendations for classroom teachers to help them better integrate student questioning into their daily practice. Kelsey and Lisa continue to strive toward the goal of using questioning to make learning relevant and more rigorous every classroom in their school.

Kelly Hoppe and Jessica Wilcox write about the on-going collaborative work they conducted over a two-year period with ninth- and tenth-grade Pre-AP English language arts (ELA) students. Their “Literacy Push Project” (LPP) began when Jessica asked Kelly how she could involve her students more meaningfully in reading literature and using the resources of the library. Using multiple copy text sets of classic and young adult (YA) literature, this team began by facilitating literature circles. When the educators determined students needed more help comprehending complex text, they cotaught a close reading comprehension lesson. Kelly and Jessica used planning time throughout the first and second year of LPP to monitor, adjust, plan, and expand their initial collaborative work. Their coplanning and coteaching has inspired other members of Jessica’s ELA teaching team to meet and plan as a group with Kelly.

All three of these vignettes show what can be accomplished when educators collaborate to improve students’ learning outcomes. Situating their literacy work in ELA and the disciplines, educators can help ensure that learners will have multiple opportunities to learn and practice reading comprehension strategies and writing across the curriculum. This whole-school approach can begin with just one school librarian leader and a collaborating classroom teacher agreeing to work together to solve a literacy learning problem. By sharing students’ successes and advocating for classroom-library coteaching as an effective practice, educators can set their learning communities on pathways to literacy excellence.


Elementary School

In the first example, Angie Enlow, elementary school librarian, and Jaimie Goodwin, third-grade classroom teacher in the Pine Grove Elementary School, Richland One School District, Columbia, South Carolina, show the best of both worlds: librarian and classroom teacher coteach.

At Pine Grove Elementary School, the teacher librarian and classroom teachers are always striving to create an eternal flame for seeking knowledge within students. When the school librarian and a classroom teacher begin to collaborate and coteach, sparks can fly and ignite that flame. Angie and Jaimie have had numerous collaborative experiences ranging from a Veterans’ Day play to numerous video conferences with authors. These collaborative and coteaching experiences would not have happened if the teacher librarian did not have an understanding of the classroom teacher’s curriculum and if the classroom teacher did not have an understanding and confidence in what the teacher librarian has to offer.

When Jaimie’s students had a strong understanding about food chains from lessons previously taught by their science teacher, the team discussed building on students’ prior knowledge and coteaching a unit that addressed two South Carolina English Language Arts standards:


	South Carolina Writing Standard 6: Write independently, legibly, and routinely for a variety of tasks, purposes, and audiences over short and extended time frames.


	South Carolina Reading Informational Text Standard 6: Summarize key details and ideas to support analysis of central ideas (http://1.usa.gov/1oVoFX4).





Letter Writing

The first lesson on letter writing was led by the classroom teacher and conducted in the classroom; the librarian served as a facilitator in small groups during the lesson. It is important for students to understand that they can use writing in many ways throughout their lives. It is also important when teaching students that they are able to make real-world connections. With the assistance of the librarian, the third-grade students engaged in a real-life writing experience, but they first needed to experience going through the writing process for letter writing.

The students and classroom teacher began with a discussion and analysis of reasons people write. This led to a discussion about how and why people write letters to each other. Next, using the writing process and student involvement, the teacher modeled how to write the parts of a friendly letter with the students. She demonstrated this by writing a letter to their principal about the school’s vegetable garden.

Then it was the students turn to practice writing their own letters. The students used their background knowledge about the food chain to practice writing a letter to a character from their literary text in the reading unit. This sparked students’ interest because the character in their story was living in a place very different from students in terms of agriculture and farming. After working through the writing process and gaining experiences in letter writing, students were ready for the next activity facilitated by the teacher librarian.



Making Connections with Informational Texts

The second lesson was how to use a graphic organizer when reading informational text. The graphic organizer selected for this lesson focused on making text connections. In this lesson, the librarian took the lead and the classroom teacher assisted by facilitating during small group practice. The teaching team used two informational texts for the session: “Agriculture” and “Food Chains.” Both are articles from the Britannica School Online Encyclopedia. Students used the making text connections reading comprehension strategy before, during, and after reading the agriculture article. This lesson was conducted in the library to allow students to spread out in their small groups.

The librarian demonstrated the strategy by having the students complete the graphic organizer before they began to read the article. She taught students that there are three ways to make text connections. Text-to-self connections are when reading a text triggers a student’s personal connection. Text-to-text connections involve students in making a connection from the current text to a text they have previously read. The third way, text-to-world, is when the student makes a connection to larger life issues related to historical or current events.

Students shared their connections in small groups that were monitored and facilitated by both educators. Through classroom teacher and teacher librarian teamwork, educators are better able to fan the flames of knowledge and elevate the level of students’ engagement because of the improvement in classroom management while coteaching. (Note: The students were given the food chain article as homework and discussed those results in the classroom.)



Making Connections in the Community

The third classroom-library lesson concentrated on text-to-world connections and the importance of agriculture in our society and how it affects the human food chain. Students built on what they had learned in the previous lessons related to food chains, lessons on letter writing, and the knowledge they had gained from the articles on food chains and agriculture. In this lesson, the librarian used her background in agriculture to encourage students to write thank-you postcards to local farmers. She shared information from her 4-H Club experiences and her college studies using a Prezi (http://tinyurl.com/zbykgqp).

The educators then led a discussion of how farmers are important in people’s lives. Each small group of students came up with five ways agriculture impacts their lives. Both educators monitored and assisted the small group work. Again, having two educators in this collaborative lesson greatly enhanced the quality of learning because classroom management issues were minimized.

The classroom teacher then took the lead and showed the students the difference between writing a postcard and a letter by comparing postcards to Twitter tweets. The educators used vintage 4-H and agriculture cards (see Image 5.5) created by the South Carolina State Library as examples. Students selected a local farmer they wanted to write to by using a state-certified farmers’ website(https://www.certifiedscgrown.com).

As a follow-up activity, several farmers wrote back to the students. One farmer in particular that produced honey sent students several different bottles of honey (see Image 5.6). The librarian and classroom teacher hosted a tea party with breakfast tea and tea biscuits to give students the opportunity to taste the different honeys. Educators and students discussed why the different honeys had different tastes and how the food chain played a part in the differences.



Coteaching for Student and Educator Success

The coteaching relationship between this librarian and classroom teacher has developed over five years and has been strengthened through successful collaborative experiences. Building coteaching relationships works best when they are not forced but encouraged through positive experiences. It is much more effective at first for the librarian to work with a handful of daring and innovative classroom teachers. Sharing successful coteaching will demonstrate to more timid educators how natural the coteaching experience can be when creating and implementing a lesson together. They will also want their students to have that eternal flame of seeking knowledge stoked through classroom-library coplanning and coteaching.



Middle School

In our second example, Kelsey Cohen, Middle School Librarian, and Lisa Ramos-Hillegers, Literacy Coach, are teachers in the Hommocks Middle School, Mamaroneck Union Free School District, Mamaroneck, New York. Together they created “Using Questioning Strategies for Reading Comprehension: Collaboration to Change Classroom Teachers’ Practices.”

Walk into most middle school classrooms and ask the students, “Who asks the questions here?” They will most likely answer, “the teacher, who else?” Often, there are defined roles when it comes to questioning in traditional schooling. The teacher asks them and the students answer them, that is, if they have listened and studied. In this school, the school librarian and the literacy coach asked themselves this: What if students did as much questioning as teachers did? What if students did most or even all of the questioning? For example, instead of answering questions at the end of the textbook chapter, what if students asked questions based on what they learned? How would student-led questioning change or enhance the students’ reading comprehension and learning?

Why is questioning such a powerful student tool for reading comprehension, inquiry, and learning in general? In questioning a text or source, students are engaging with the text. This is a very different reading process than merely reading the words on the page. When questioning involves allowing students to think more about a text or to wonder how and why, they are creating meaning. As they interpret information and work to create meaning, they open up the possibility of increasing understanding. Stephanie Harvey and Anne Goudvis (2013) explain, “Comprehension begins when we merge thinking with content … where kids use thinking strategies so that understanding takes root” (435). Questioning is one of those key strategies that has a significant impact on student learning. Because of this, Kelly and Lisa decided to focus their professional learning with classroom teachers in their middle school on powerful student questioning. Clearly students must be able to make use of many strategies at once to make sense of text, but we decided to begin by helping classroom teachers explicitly teach questioning. While the context for our work is inquiry across the disciplines, it cannot be separated from its potential impact on students’ proficiency at reading comprehension.

An important step in supporting the type of student questioning that helps build understanding is to work with teachers to help create opportunities for students to question and wonder throughout their reading experiences. Naturally, the science teachers they meet with regularly were intrigued by this idea. The teachers were already engaging students in exciting, hands-on experiments and were open to embracing another way to make their students active learners.


Professional Development

In a series of professional learning sessions with teachers, Kelly and Lisa discussed student-generated questioning as an opportunity to engage students by piquing their curiosity, to monitor their own understanding of a concept or comprehension of a text, and to release some of the responsibility of learning from the classroom teacher to the student. Teachers saw the potential for questions to help focus student learning and prompt students to learn more by stretching their understanding of content. By giving students opportunities to ask authentic questions, teachers are helping them actively engage with content. When students can raise the level of their questions, and then seek out information to address their questions, they are constructing knowledge and developing new understandings themselves. The challenge was how to support teachers in considering how content and authentic student-driven questions could work together in the context of everyday classroom learning to help students construct knowledge.

As librarian and teacher started to plan how to support student questioning as a common practice in science classrooms, more concerns surfaced. Science teachers wondered how to balance their content while fostering each student’s individual inquiry journey. They wondered if student-generated questions would veer from the curriculum or be too literal or too easy to answer. They wondered what to do if students did not have any questions. Kelly and Lisa realized that students would need many teacher and peer models and consistent practice.



Implementing Questioning Strategies

Each of the teachers created a wonder wall in their classrooms that was dedicated to their students’ questions. These questions arose naturally as a part of classroom conversation and while students read curriculum-based articles, their textbooks, and other trade books in the classroom libraries. After a month or so of adding to the board, teachers felt like they needed to develop instruction that would strengthen the students’ questions. They took down the questions from the wall and had students analyze and note what they noticed about them. Then they used students’ noticings to push students to develop open-ended, more compelling questions about what they were learning.

Below are a few ways Kelly and Lisa used to help students take a questioning stance as they learned content.

Honor all questions.

• All questions have their purpose. At times, an easily answered question is the stepping stone to more complex ideas of questions. Consider meeting new people and making friends. You might be begin with simple questions like,

• What is your favorite song?

• Who is your favorite athlete?

• What sport team do you follow?

• These questions may then turn into:

• Why do you like that music?

• How does it make you feel?

• Why is that sport so addictive to follow?

• Model authentic questioning for students. (These questions are especially important to achieving deep comprehension.)

• When you are teaching, pause to think and wonder aloud, posing a question or questions along the way. Have a place where you stop to jot that question, such as a wonder wall, notebook, or class chart.

• Model a few ways to seek out answers or address questions.

• This could be by looking it up using a trusted source, by consulting an expert, by conducting an experiment, or by any other means.

• Model ways to revise your questions to reflect new thinking or new understandings.

• Show students how a question might change when new or conflicting information arises. Show students how to broaden or narrow their focus when the amount of information they find becomes overwhelming or too scarce to move forward.

• Kelly and Lisa are still in the process of implementing these practices with their teachers and students this school year, but they are confident that they will create a culture in which student questions are valued and used to make their learning relevant and rigorous. This is not a shift that is going to happen overnight in any school, but rather a mindset that needs to be nurtured across disciplines and grade levels in all students and staff members. As Albert Einstein, arguably the most famous questioner, said, “The important thing is not to stop questioning.”



High School

The Literacy Push Project (LPP) was developed by Kelly M. Hoppe, High School Librarian, and Jessica Wilcox, ninth- and tenth-grade Pre-AP English Language Arts Teacher at the Palo Duro High School, Amarillo Independent School District, Amarillo, Texas. About two years ago, Jessica asked to meet with Kelly in order to see what sort of plan they could come up with to encourage her students to become more adept at using the library. In addition, she wanted to discuss what they could do to encourage a love of the library and reading in their students.

That initial discussion led to a collaborative process that has now spanned two years and covering a range of topics from using library resources such as the OPAC, databases, eBooks, and such, understanding how to tackle difficult texts, research, and even presentation skills. (This particular group of students was part of their school’s iPad 1:1 initiative; transitioning from paper research and products to digital presentations was a part of the process as well.)

Since Jessica is an English language arts teacher, the foundation of each activity was to be either a classic or YA text. They initially strategized ways for students to have broad access to multiple copies of a wide range of titles. Since they belong to a consortium, they explained to students that they have access to hard copy books and eBooks at both school and public libraries. They also showed students how to get classics in the public domain using tools like iBooks and the Gutenberg Project. They provided additional titles on the library’s Nooks and pulled in books from the school’s “literature closet.” During year two, eBooks were added to the library collection, providing yet another avenue for students to acquire texts.


Year One: Building a Literacy Foundation

In the first year, Jessica and Kelly wanted students to have exposure to a variety of texts. The focus was on quantity, so students alternated between classic and YA texts for their monthly assignments. What was initially to be an outside independent assignment quickly morphed into class literature circles when it became clear that the students needed more guidance and support to complete their tasks well. In response to this need, one specific lesson that they cotaught was a modified version of Lesson 8.2 from Judi Moreillon’s book Coteaching Reading Comprehension Strategies in Secondary School Libraries: Maximizing Your Impact (2012). The goal was to help students understand the classic literature they were reading. While teaching the close reading lesson, they used the Gradual Release Model (I do. We do. You do together. You do independently.) to make sure students were familiar with the reading comprehension process. They wanted to equip students with strategies to tackle and break apart difficult texts and wanted students to achieve comprehension and not just completion.

Throughout this year-long process, they used collaborative planning times to discuss what was working, what was not, and what could be tweaked. Initially, their plan had been for students to complete an independent assignment outside of class such as posting on the library blog or other activities. As the year progressed, however, they realized that students were not able to meet the lesson objectives. They noticed that even though these were pre-AP students, they were not ready for such a hands-off approach to learning, so Kelly and Jessica turned to literature circles as a multidimensional way to help students achieve. This allowed students ample opportunities to learn and practice collaboration, organizational skills, critical thinking, group responsibility, accountability, independent learning, and leadership skills as well as apply reading strategies. They cotaught lessons in the library, and lit circles were carried out in the classroom.



Year Two: Building on a Foundation for Independent Learning

In the second year, Jessica was reassigned as a sophomore pre-AP teacher with this same group of students, which afforded the opportunity to build upon the solid foundation created during year one. During this year, they decided to narrow their focus because they wanted to take students deeper into fewer texts allowing them to build their own context using library resources. Additionally, in the second year, they were able to move students forward in the technology realm by using Google Docs for all aspects of their assignments. This included assignment information dissemination, collaboration, and product creation.

Furthermore, students were expected to be more responsible for all aspects of their assignment projects. Librarian and teacher took a very hands-off approach after the initial introductory lesson or explanation—serving as guides or coaches instead of classroom commanders. This allowed students the freedom to become independent learners in a safe environment. By giving students a zone of comfort necessary to explore and possibly make mistakes, they were able to engage in authentic learning. Also, the increase in rigor of activities as well as a research project meant that students needed more library days. Kelly and Jessica were able to make scheduling and instructional adjustments along the way.

The research element consisted of reading a classic text of the students’ choice, researching the historical context, analyzing the text, and creating a group presentation to share with the class. Even though Kelly and Jessica had been heavily relying on technology for the process, they specifically went “old school” with this oral presentation allowing no electronic presentations, thereby compelling students to think outside of the box with their supplemental presentation materials. For example, one group made an origami mouse to represent Algernon, and another group played ragtime music during their The Great Gatsby presentation to provide an appealing auditory experience for their audience.

Throughout this process, Jessica and Kelly talked off and on about including a nonfiction text so they wrapped up the school year with a nonfiction book review assignment containing a briefer research element. Students read a nonfiction title of their choice, used the databases to locate a nonfiction book review for comparison, and wrote a book review of no more than 250 words, which compelled them to be thoughtful and concise in their critique of the title. Librarian and teachers concluded both years with anonymous student surveys designed to provide them with honest feedback and the information they needed to shape and grow the program moving forward.

Finally, in order to broaden students’ awareness and foster a positive high school library to academic library connection, they brought in a guest speaker. One of the librarians from the Cornell Library at West Texas A&M came and spoke about what students could expect while attending college and using an academic library. This visit really built some exigency for the students about why they are pushed so hard for reading and library skills. Several students spent time visiting with the guest and asking about college life.



Educators Professional Growth

Continued professional growth is critical for all educators. Jessica and Kelly did not want their coteaching endeavors to end so they stretched their collaborative wings by writing and receiving the LPP grant to acquire additional literature titles. They also wrote about their coteaching experience in an article entitled “High School, Reading and Collaboration: Mix, Stir, Repeat” published in the August 2015 issue of Voices of Youth Advocates magazine and provided a short video about their collaboration process, which they posted to YouTube for library science graduate students (https://youtu.be/d9WHb8i8v5I).

Each of these activities forced them to think outside of the traditional collaboration box and gave them the opportunity to share experiences with the larger educational community. Beyond the growth and positive milestones Jessica and Kelly have experienced through this whole process, their impact and leadership as classroom teacher-school librarian collaborators is spreading in their school. Their efforts have been validated by the fact that two additional ninth-grade ELA pre-AP teachers asked to begin their own version of the project during the second year, and they continue to meet and plan as a collaborative group.
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The Teacher Librarian as Curriculum and Instructional Practitioner and Leader

Anthony Tilke


INTRODUCTION

Managing an effective school library, the teacher librarian will exhibit a significant curricular role, providing pedagogical and teaching interventions and specialist support. However, this may not look the same in different schools, and even schools that may exist in a similar geographical area have a similar socioeconomic base and school structure, even with a common curriculum. What makes it different is that school circumstances, management, teachers, and, of course, learners are all individual, so that it is essential that the teacher librarian relates her/his practice to the specific school community. There are, however, some general features or building blocks that should be considered when looking at developing the teacher librarian role as curriculum practitioner and leader. This chapter is arranged so that the theoretical factors are briefly identified, while a variety of specific examples are then presented and analyzed.

The instructional role of the teacher librarian has been well identified in the AASL (American Association of School Librarians, 2009) guidelines, as “a teacher, instructional partner, and information specialist” (19). As may be expected, such roles are identified in other guidelines from Library and Information Science (LIS) organizations, and while the International Federation of Library Association’s (IFLA) school library guidelines also do so, there is a slightly different take on such roles, as they focus on literacy and reading promotion, information literacy, inquiry-based learning, technology integration, and professional development (PD) for teachers (Schultz-Jones and Oberg 2015).



CURRICULUM BUILDING BLOCKS IN AND FOR THE SCHOOL


	The curriculum.
The curriculum is stated or written, while all that the school does is regarded as the hidden, wider, or unstated curriculum (Horn 2003; Villa et al. 2005). Although the curriculum is interpreted, an effective school library is one where the teacher librarian leverages connections between it and learning in the school. Various schools now use technological curriculum-mapping tools to turn their real curriculum into a written one, and access and involvement in such a tool and process can be a helpful building block for the teacher librarian.


	Subject/content curriculum.
Curriculum statements that are written by a government or state agency or other body, such as a curriculum/accrediting organization (e.g., the International Baccalaureate), can be helpful to the teacher librarian for identifying what is to be taught in a school. However, where options are built into the curriculum, liaison with individual teachers is necessary, in order to relate to what is taught in reality.


	Infrastructure.
Having a librarian named in the curriculum infrastructure of the school is a good practice, and especially helpful in schools where a common but sophisticated understanding of the role of the school library has not yet been fully developed. Being named means that the administration has thought about the role of both library and librarian and realized that such a building block is helpful for curriculum development or it could mean the librarian or library department had some role in developing that curriculum and thus is included. This has practical application in terms of meetings system and structures, together with the status of both librarian and library.


	Pedagogical approach of the individual school.
If there is a drive to develop a preferred approach to pedagogy, for instance, using inquiry or differentiated instruction (Tomlinson and McTighe, 2006; Villa et al. 2005), such a drive could be assisted by the librarian. However, effective change comes from a groundswell of support for change in the faculty, which should include the librarian.


	Planning time and opportunity.
Given access to the infrastructure for developing fruitful curriculum development, there needs to be opportunities for meeting with teachers and common time to do this. Nevertheless, there are alternatives, such as using googledocs or other means of sharing online documentation to identify curriculum support and involvement from the library and teacher librarian.


	Professional development (PD).
While individual PD opportunities for the librarian are important as they enable her/him to be aware of latest developments in the specialty, access to more general school-based PD is also important as it provides a visible message that the librarian is a curriculum colleague and also provides opportunities for fruitful dialogue with teachers about curricular issues which, arguably, is what school-based PD is focused on. Additionally, school-based PD can also focus on the curricular role of the school library and teacher librarian.


	Academic integrity.
Given the overall importance of academic integrity or honesty or other relevant positive terms (for plagiarism) in schools today, focus on this in a school should involve the teacher librarian and be a factor in curricular development (Tilke 2016).


	Assessment.
A school focus on assessment practices, both formative and summative, is beneficial as this can open up a conversation about what is assessable in terms of the library and librarian involvement in curriculum.


	Achievement, access, and improvement.
The political dimension about equity in educational matters creates opportunities and responsibilities for school districts and individual schools to take action about school improvement (Harvey 2008) and reflect wider changes or emphases, for example, STEM initiatives (Subramaniam et al. 2012). Inevitably, this will involve curricular change. Allied to this is a focus on the learner, how we learn and think (Hattie and Yates 2014) together with creativity and learning (Robinson and Aronica 2015; Zhao 2012).




All these suggest an environment of change in a school institution, which provides opportunities for curricular leadership by the teacher librarian.



CURRICULAR DEVELOPMENT BUILDING BLOCKS FROM THE SCHOOL LIBRARY PERSPECTIVE


	School library policies.
Being clear about what the library and the teacher librarian can contribute to the curriculum is helpful, whether focused on resources or skills. Moreover, a common understanding of the mission, aims, and function of the school library and its manager will be a helpful building block in developing the curricular role of the school library and its librarian(American Association of School Librarians 2009; Tilke 2002).


	Information literacy.
An understanding of information literacy may exist in subject documents, but is this term the lingua franca of grade and subject teachers? There may well be terms that are relational, which are used more generally in education, such as digital literacy or critical literacies. Skill-based development is a common aim and function of the school librarian. A useful step might be to be involved in an audit of information literacy skills (or vertical curriculum mapping) that exist in the curriculum and what opportunities exist for development.


	Standards rubric.
Such documents may be helpful in explaining and identifying a school librarian’s role, and how they may contribute to a school’s own developed written curriculum.


	Scope and sequence.
Thought should be given to whether a separate library scope and sequence should be part of the library program or whether the library and teacher librarian’s role is totally integrated into unit plans. It may well be helpful in some circumstances, while, in others, may sideline the library from true curricular involvement.


	Inquiry models and approaches.
The use of proprietary inquiry models could be helpful in assisting with authentic inquiry and research, for example, the Big Six (Eisenberg and Berkowitz) (Heath 2015) and Guided Inquiry (Kuhlthau 2010; Schmidt 2013), as well as in more general, philosophical approaches to authentic inquiry, for example, International Baccalaureate (IB) programs (Tilke 2012).


	Curriculum mapping.
In terms of collection development, a curriculum-mapping exercise can assist in developing a collection that is relevant to the curriculum. While such a technique may be more related to the print collection, attempts should be made so that the librarian is aware of what technological resources, such as subscription databases, are available through the school library, and whether their particular strengths match curriculum needs. This will arguably be more important as the balance of library budget spending moves from mainly print-based resources to a greater digital presence.


	Reading promotion and appreciation and literacy.
Promoting voluntary, recreational reading as part of the wider (hidden) curriculum of the school has been a traditional focus of the role of the teacher librarian, and the emphasis continues (Dominguez et al. 2015). This function could well be linked to concern about reading, literacy, and language abilities generally (Harvey 2008) and appear in the written curriculum; indeed promoting a reading culture is also part of the role of teachers (Miller 2009) and seen in approaches, such as Readers and Writers workshops.


	Teacher librarian working base.
Where the teacher librarian works in the school perhaps should not be seen as a factor in curriculum development. Nevertheless, where the teacher librarian works in classrooms and other learning spaces can help feed a perception that the teacher librarian is a flexible instructional colleague.


	Fixed, block, and flexible scheduling and access to the library space.
Identifying what access the library can offer, both physically and digitally, can be a factor in curricular development of the library. This applies both to scheduling and simultaneous use of the library for different classes and other functions, such as makerspace facilities or study space for older students.


	Learning commons, study hall, and/or makerspace focus of the library space.
A common understanding and perception of the library’s function is helpful in order to develop a curricular role for the library. Sometimes, teachers can hold views about the library based on their own school experiences. Such views need to be updated in order to generate fruitful curriculum connections. Using the space of the school library as a third teacher feeds into the movement of using learning environments as a third teacher (Remake your class, 2013). This is where the physical space of the school library is used flexibly for learning, such as enabling students to discuss topics, using equipment in the space, such as white boards and technological aids (Subramaniam et al. 2012; Sullivan 2015).




Two other issues need to be considered next: collaboration and technology.



COLLABORATION BETWEEN TEACHERS AND THE TEACHER LIBRARIAN

Collaboration is a significant term in the LIS literature and at professional events for teacher librarians. In that literature, it is a given that collaboration needs to happen in order for curriculum development to occur. Sometimes, though, collaboration is used without necessarily appreciating what that involves. One study about teacher and librarian collaboration (Montiel-Overall 2005, 35–37) identified four facets of collaboration:


	Coordination, where both librarian and teacher are aware of each other’s activities in a given curriculum area, and so this level of collaboration is more focused on communication.


	Cooperation, whether both teacher and librarian work on a project or unit, with each maintaining their own specialized functions.


	Integrated instruction. Here both librarian and teacher work together in an environment of “interest,” “commitment,” and “trust” (35).


	Integrated curriculum. Here librarian and teachers work together in an environment where such collaboration is the norm. Indeed, the role of the principal is important in this level of collaboration, not least in providing resources and time.




Understanding these levels or different manifestations of collaboration can be helpful, indeed liberating, for the teacher librarian, in using collaboration, in its different guises, as a useful strategy or technique. Nevertheless, as Robinson & Aronica (2015) points out, “we are social beings. We live and learn in the company of others” (138). His interpretation of collaboration is flexible, as it includes cooperation and using strengths and specialisms in the group. Therefore, being flexible in our understanding and use of collaborative techniques can assist in developing a curricular contribution from the teacher librarian.



TECHNOLOGY USE IN THE SCHOOL LIBRARY AND BY THE TEACHER LIBRARIAN

The adage about the servant and master role of technology is well known. However, technology, right from the days of the first printed book, has influenced the role of libraries; technology continues to do so. Technology is an information tool to use in our library service and programs; it aids our processes and services and is a creativity and social tool. It aids the curricular function of the teacher librarian, and indeed takes it to another level, as the librarian can provide content and pedagogy through technology, whether proprietary programs or webpages, online modules or other tools (Bergmann and Sams 2012; November 2008; Prensky 2010).



LIBRARIAN AS TEACHER AND INSTRUCTIONAL PARTNER

The teacher librarian is a teacher and a specialist (American Association of School Librarians 2009). The most obvious distinction seems to be to say that the teacher librarian supports teaching by providing resource and information expertise. The other way is by supporting direct learning through pedagogical interventions and strategies.



LEADERSHIP SKILLS—WHAT DOES IT LOOK LIKE FOR THE TEACHER LIBRARIAN?

As a curriculum practitioner and leader, the teacher librarian exercises some skills and aptitudes, as seen through the examples outlined above:


	Prioritization


	Management


	People skills


	Flexibility


	Creative thinking


	Customer focus


	Problem solving.




Added to these, the librarian as curriculum leader shows the ability to understand and operate in two paradigms: the LIS sector and the educational institution in which she/he is a teacher. These are added to education and experience as an educator and librarian. Arguably, it is the practice of the skills of prioritizing, managing, working with people, creative thinking, and flexibility that enables a teacher librarian to evolve from a practitioner into a leader.

What do these specialist roles, teaching, and leadership skills look like for the school community? The community, of course, includes the teacher librarian, library support staff, teachers, students, administration, and parents. This may be best seen through the following examples in a K–12 environment, which were all experienced by the present writer in various schools of employment:


	Stories with early learning classes in a social-constructivist early learning environment, specifically the Reggio Emilia program.
Here the librarian visits the young children regularly in their atelier, a central artistic area of the children’s regular learning environment and a philosophical aspect of the Reggio Emilia curriculum for young children (Strong-Wilson and Ellis 2007). Story reading also includes rhythm and group involvement, with stories chosen in consultation with the children’s current interests, and each story may involve some discussion or comment, for example, have the children done what the characters in the story do, such as walking in the park. If so, did they see what the characters see in the story. Other possibilities include looking to see what is included in the pictures/illustrations, but not in the read-aloud text. Prior to the story session, the librarian typically joins the children and early learning teachers for juice and fruit during the children’s break.
Analysis and comment: The teacher librarian develops the traditional story-telling/reading role by recognizing the importance of the learning space for the age group of students, being aware of current student development and having a relationship with the students, such as visiting them in their break time, and discussing the stories with them. As such, the curricular intervention by the librarian contributes to contextualized learning experiences of the young children. The children can see the librarian as a regular part of their educational world.


	Visit of grade 1 class to the elementary library.
A class visits to the library to listen to two stories that reflect the theme of the unit of study for the International Baccalaureate Primary Years Program (IB PYP). Stories were chosen after liaison with class teachers and the teacher librarian participated in the planning meeting for the unit of the grade teachers. The librarian used various technology: one “big book” and an ebook, shown on a screen, accessing a multiuse ebook of the story from the online library catalog. After each story, discussion took place with students so that they could make connections with the stories, and what particular elements can be incorporated into their inquiry of the central theme of the unit. The teacher was present, to help guide questions and comments and to take the discussion forward when back in the classroom. One particular example was a unit on recycling and reusing materials; another example is communication. Stories chosen reflect aspects of the theme. For wordless books, wonder, inquiry, and comment were developed as the pages were turned. For stories with text, the story could be stopped so that children could predict what would or would not happen next. Other texts benefit from being read in their entirety, and the children invited to comment or suggest a connection, sometimes through specific questions by the librarian.
Analysis and comment: Again, the teacher librarian seemingly offers a traditional role. However, this is transformed into a relevant curricular experience through being aware of the curriculum that the students are experiencing, choosing resources that could match and extend student learning, and understanding and using instructional strategies to make this learning overt. The relationship is between librarian-teacher-students and not simply librarian-students. Although passive in this example, the teacher has a role in the teaching and learning situation in the library. Technology is used as appropriate, and to extend learning, and assists with the needs of different types of learners, for example, more visual learners.


	Advertising unit, grade 4.
At a grade-level planning meeting on the unit, the librarian suggested a table activity in the library to assist with the start of a class inquiry into advertising. Various prompt questions were developed at the planning meeting with the grade 4 teachers; the teacher librarian suggested an activity with resources to help develop lines of authentic inquiry for students. The teacher librarian then sourced various advertisements from books, magazines, leaflets, and some digital sources. The students moved around the tables at timed intervals, looking at the resources with their guiding questions, which they had before the activity started. The students wondered, made comments, and sometimes made predictions. The librarian managed the learning situation, with the teacher monitoring and assessing process, inquiry, and group dynamics.
Analysis and comment: The benefit of advance collaboration between grade teachers and the teacher librarian is seen in this learning situation, which only really works where it reflects the aims, content, and assessment of the unit of learning; it also means that the teachers have a sense of ownership of the library contribution to the unit, so that teacher librarian involvement is seen as an integral part of the unit, and not merely an add-on. While in the library, the role of class/grade teachers may be as passive or active as the individual wishes, the real involvement for them is both prior to and after the library event.


	Exhibition, grade 5.
At the conclusion of the IB PYP, each student is part of a group having different lines of inquiry on a common theme. As a precursor to this large project, the librarian provides individual class input about recording (referencing) of research. The librarian also offers—and gives responsibility to students, thus helping them to model aspects of learning qualities, known in IB curricula as the Learner Profile—to meet with the librarian so that resource support can be given, from the library collection, electronically, and from people, to each student group. Finally, the librarian works with one group (in a similar way in which other teachers work with other small groups) tutoring, encouraging, questioning, and monitoring the group’s line of inquiry. This culminates in a presentation to other grade 5 students, teachers, and parents, which the librarian attends.
Analysis and comment: Here the teacher librarian blends a specialist approach with being an instructional team member. There are specific teaching roles, but also supporting wider aims of the program and indeed philosophical aspects of the curricula, that is, the Learner Profile. The librarian thus models learning qualities and aptitudes identified in curricula. Authentic inquiry and differentiation are supported through individual support by the teacher librarian. Finally, in celebration of a significant culminating project for students of the PYP, the teacher librarian is firmly present as an integral member of the team—the importance of ceremony, and the visible presence of the librarian in such events, should not be underestimated.


	Integrated humanities unit, grade 6.
In a large school with ten classes of grade 6 students, there was a particular challenge when a specific unit on child labor was developed. Print resources were at a premium, so the librarian worked with the lead teacher, tasked with developing the unit, to create a collection of materials that were located in a central classroom space for the life of the unit—classroom space was physically at a distance from the library, so this meant that the mobile collection could be used by the ten classes in rotation (the classes were scheduled at different times) and time was used optimally (lesson times were 35 minutes). The librarian also created a LibGuide to identify electronic means of information, such as subscription databases and high-quality websites. The librarian also liaised with the departmental chair to identify the future of the unit, and this helped to guide future collection development.
Analysis and comment: Here the librarian worked with a teacher who was keen to maximize support in the school for the unit. The librarian responded flexibly to physical limitations and also created a digital means of providing advice and information. The role of the teacher librarian was because of specialized expertise. Although not an ideal example, by any means, it shows the realpolitik awareness of the librarian and the ability to respond flexibly to infrastructure limitations. Looking to the future, the librarian used management skills to improve resource provision for this curricular unit for the future.


	Memoir unit, grade 9.
Classes in the English language program had free choice from a preselected multicopy Literature Circles collection of memoir or biography texts, housed in the library. After studying such texts, students returned to the library to choose more freely from the library’s extensive biography/memoir collection. To aid selection, the teacher librarian examined the collection and identified a smaller collections of materials, which were themed and placed on face-forward display on tables in the library (each category being recorded on a resource list on the library’s computer catalog). The librarian book talked the selection during class visits to the library, though students were also able to choose freely from the biography/memoir collection itself. Then the librarian, generally with the teacher of each class, helped students to make choices.
Analysis and comment: The main focus here was on the specialist role of the librarian. The emphasis was on making elements of the collection available to students. However, the needs of the students were also identified. Memoir or biography reading was not something that students were experienced in and needed support, encouragement, and advice from adults in the library situation. The librarian worked flexibly with colleagues in different ways, as the teachers had individual and preferred ways of working when in a library situation. The librarian was aware of the need for differentiation, in terms of reflecting interests of students, together with reading ability and stamina. The librarian also created a temporary learning space, picking up the idea of “space as the third teacher, through a bookshop approach”: front-forward displays on individual tables, enabling students to both easily walk around and sit and browse various categories of material.


	Extended essay support, grade 11.
This project for all students completing the International Baccalaureate Diploma Programme (IBDP) is a major achievement for students. It can affect a cohort of students and, at the same time, is an individual response, as each Extended Essay (a 4,000-word research paper) needs to be an individual inquiry for each student. The whole process lasts about four months and involves several stages. The librarian team taught with the IBDP coordinator in a number of sessions in a regular classroom. They used visible learning and other relevant techniques to help develop the thinking process to arrive at topic areas and investigate questions to aim authentic inquiry. The librarian also invited students to make individual appointments to talk about specific needs and support, such as tailored searches of databases and citation and referencing enquiries, which supported a strong requirement of the IB for academic honesty principles. The librarian also developed an online resource, using a proprietary webpage-making product (LibGuides) so that students could access a resource that provided tutorial information and advice at times when students needed such information.
Analysis and comment: Instead of being called in simply to talk about the research process and referencing skills, here the librarian was seen as a firm member of the teaching team, by being present at each session where students were developing ideas for their Extended Essay. As such, specific elements (research and referencing) were able to be addressed in a natural way at the specific time when questions were raised, and the librarian was also able to contribute to other aspects of the process. For students, the benefit was that the librarian was seen as an integral member of the support team who could help them, because the librarian was seen operating in the school’s classrooms, and not purely in the school library. Therefore, students were more likely to take responsibility for making individual meetings with the librarian. Finally, through the use of online knowledge products (LibGuides), with content created by the teacher librarian, students were able to access information when they needed it (sometimes very late at night), which contributed to a flipped classroom type approach. Overall, students saw the librarian as an educator who could help them throughout the learning and inquiry process, and not just someone who could help fix small issues (e.g., referencing) at the end of the process. Given the specific inquiry nature, which is typical of this project, the focus was on the librarian, rather than the library per se, as the help agent, shown through advice, guidance, and support, whether given in person or virtually.


	Grade 12—supporting AP poetry unit.
A teacher approached the librarian to help support an individual choice project for an AP literature course. The teacher provided an extensive list of poets for each student in the class to choose. Once chosen, the student reads, studies, and analyzes poems and researches the life and critical viewpoints, before providing a response in the required form. The librarian’s role was to assess the holdings of the print poetry section, both for individual poets and anthologies (which included making added entries in the automated catalog and creating a resource list for the project) and in the ebook collection. Holdings were indicated on a GoogleDoc, which was then incorporated into the teacher documentation given to each student. The librarian then helped students with locating materials when the class was booked into the library, and on subsequent, more informal visits to the library by students during the course of the project. (This project also informed collection selection choices for the following year’s project.)
Analysis and comment: Here the librarian responded to a specific teacher request, which was extended using technological tools. The librarian used planning skills, to anticipate needs in the future year (through collection development) and information management skills to ensure that the catalog records contained relevant information, especially for anthologies. The aim was to support the teacher and to ensure that the students had successful experiences in navigating both print collection and online catalog. The teacher librarian provided nonthreatening support and the role here was as a specialist.
These examples of the curricular role of the library are both real and everyday experiences. There is not and should not be anything dramatically innovative about them. They are simply good practice. Certainly, innovative practice and special projects can be helpfully reported at conferences and in the professional literature. Nevertheless, the move to an integrated curricular collaborative approach can generally only be made realistic and manageable by utilizing mainstream library activities that have a curricular focus.
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Taming the Technology Leadership Dragon

Kristin Fontichiaro


PROLOGUE

In Paolo Uccello’s circa 1470 painting St. George and the Dragon, St. George sits high astride his white horse, armor shining, and lance thrust downward into the recoiling dragon. We are meant to believe that St. George is the hero here (and, after all, this act did win him sainthood). But look again … who is the mild woman standing off to the side, hands at her waist? What is she doing in this homage to testosterone? And what is that in her hand? It is a leash lassoed around the neck of the dragon. With slack in it. So who is really in charge of this dragon? The fierce and brave knight? Or the calm female? It depends on who you ask, I suppose. (See the painting for yourself at https://www.nationalgallery.org.uk/paintings/paolo-uccello-saint-george-and-the-dragon.) But one thing is for sure: St. George is not doing this alone.

Sometimes, school librarians remind me of this unknown damsel, for she influences the world around her not by force or the authority of weaponry but through her quiet but insistent personality. After all, nobody grants authority to a school librarian: he or she must build relationships and prove himself or herself worthy of continued service. Despite being entrusted with one of the largest discretionary budgets in a school building, librarians are not administrators. We lack the authority of a curriculum director, yet we can have profound impact on instructional practices. Most librarians have completed significant additional course work beyond that required for a teaching certificate, yet they are the peers of their classroom colleagues.

Technology leadership is a particularly multifaceted challenge, wrapping into it instruction, collaborative practices, hardware, software, and assessment. Traditional technology hardware and infrastructure are getting cheaper but are still costly and very public expenditures. As a result, missteps or bobbles in decision making are expensive and can draw more attention than other acquisitions. A book that never circulates still decorates the shelves; a crate of unused technological thingamajigs, on the other hand, is a continual reminder of a wasteful purchase. On the other hand, some new technologies, like a $35 Raspberry Pi minicomputer or Arduino microcontroller, now rival the price of a library book, making technology almost disposable.

Whether you see technology as servers and networks or as bundles of sensors and LED bulbs, technology arouses strong emotions among those who use it and who build and safeguard it. Often, school librarians find themselves in the middle of a tug-of-war, a skirmish between educators who want access to a wide range of tools and resources and system administrators who prize security by controlling access. As we look at low-cost technologies in the makerspace model, the tension may be between those who want a makerspace and those who want a justification for what purpose it serves or what educational objectives are fostered. Technology integration is also a challenge, as educational institutions have a responsibility not only to teach how to navigate a particular piece of hardware or software but also to teach how to use it to serve the larger purpose of student learning and content understanding. Despite these many challenges, however, we should be honest: it is fun.



MY PERSPECTIVE

Until five years ago, I was a practicing elementary school librarian in an upper middle-class district. We received more per-pupil funding than many surrounding districts and had budgets that allowed more resources and greater numbers of staff. Most of our students and teachers came from technology-rich households: even at height of the recession (which hit our state of Michigan harder than the national average), they had access to high-speed Internet connections and cable television. Even our youngest students hit the ground running with technology: in five years, I had only one kindergartener who did not intuitively know how to use a computer mouse. We had in-house technology support. In a small, neighborhood school within a stable, relatively homogenous community, we had remarkably low shifts in enrollment, high daily attendance, robust parent participation, and a culture that cared about academic achievement. My university workplace today has a robust technology infrastructure, highly skilled support staff, high-tech colleagues, exceptional WiFi, and updated equipment. In terms of technology, I have been more fortunate than many of my colleagues. I admit this bias up front and beg the reader’s indulgence in understanding that I can speak only from my own experiences.



CHANGING THE PARADIGM

Here is the joyful core of technology leadership: deciding on an adventure, envisioning it, and then empowering others to see and share that vision. It is the pleasure of discovering how new technology tools can solve existing problems or excite teachers and students into new ways of learning and demonstrating understanding. Whether it was the CD-ROMs and Microsoft Office suites of the past, the Web 2.0 read/write Web revolution of 10 years ago, or today’s low-cost, high-performance microcontrollers and robots, the discovery never ends. It is the thrill of emailing or tweeting colleagues from your seat at a conference because you cannot wait the few hours that might pass before you see them to share what you have learned. It is the pleasure of discovering, side by side with staff or students, a new tool or a new way of doing things. And those pleasures come when school librarians are willing to shift their outlook.

In past years, when computers were constrained to computer labs or school libraries and few had Internet access or even computers at home, it was easy for the librarian to perceive him- or herself as the competent keeper and trainer of the equipment. Generally, the librarian would be trained first and then pass on that training to the staff in the building. Professional development may have consisted of getting teachers to use and master preselected tools. Technology was relatively static and masterable, though poor dial-up connections or corrupted floppy disks were common vandals of an otherwise-stellar lesson. Success depended on being able to execute the proper series of keystrokes so that the desired result would occur. Acquired at great financial cost, hardware and software tools were likely to be used for years.

As a result, getting teachers to adopt those tools was of great importance. Librarians felt they had to master a new piece of hardware or software before sharing it with students or staff, making themselves a mediator between user and tool. Many librarians felt like pioneers in this era, and their confidence was built on the sense that they could achieve and then maintain a working knowledge of one piece of software at a time.

With the influx of technology in homes, that once-firmly established informational waterfall from librarian to teacher to student began to change. The proliferation of Web-based information and free online, shareware, and open source programs knocked that paradigm off of its pedestal. Teachers began coming to the librarian having heard about tools or having tried them on their own. Increasingly, they bypassed the librarian altogether. This represented great strides in democratization of access, as well as the opportunity for educators to select more specialized tools to meet student learning needs. At the same time, it raised new problems: an uptick in color printing and corresponding ink budgets, a desire to use sites that required newer (or older!) animation plug-ins that were incompatible with district hardware, hacking noneducational tools for “educational” purposes, and signing students up for online accounts without reading privacy or use policies.

School librarians were jacks-of-all-trades, and we still are. It is just that now we are more Miles Davis than Mstislav Rostropovich: more improvisational than committed to a classical canon. We are now generalists: we prioritize breadth over depth. We may have an ambient understanding of a wide range of Web resources, hardware, and software, but perhaps not the in-depth knowledge that a classroom teacher would have.

The students have changed as well. They are no longer passively waiting for the teacher to introduce a new tool. They now come with much greater prior knowledge and informally gained expertise (or “expertise”) on technology operations. Technology information no longer flows in a linear path from the technical services department to media specialists to teachers and finally to students. Now, the playing field has been leveled; the formal training hierarchy has collapsed.

One of the great joys of working with the teachers in my school during this time of change was watching adults relax and allow students to teach students or for staff to learn from one another. While I was still relied upon as someone who kept track of the big picture of technology changes, I was no longer the gatekeeper. It took courage to say, “It’s okay if we share in the learning” and to share in the sense of discovery with staff and students. When a staff member asked for help with a new tool that I did not know, I learned to ask, “Would you like me to learn it in advance and then teach you, or would you like to learn side by side?” Imagine my surprise: some staff members actually preferred that we learn simultaneously! School librarians and classroom educators can explore and learn together, celebrating one another’s findings and “aha!” moments. Similarly, the traditional technology model is for the librarian or classroom teacher to model step-by-step instructions on how to use a tool or piece of software. But in today’s world, many students know how to use these tools already. Having the courage to step aside and let children teach children is awkward at first and awakens internal worries: “Aren’t I supposed to be doing the teaching?” But soon, that worry is replaced with a new revelation: “Wow! Now that they are teaching each other how to make slide transitions, I am free to focus on their cognitive processes, synthesis, and self-reflection,” quickly followed by, “Oh. That means I need to focus again on synthesis … that’s hard!”

I should be clear here that learning alongside one another is not the same thing as putting something we know little of before our students. I do not believe, as some have advocated, that educators need not know the technology before they have introduced it to students. When I hear a librarian say, “I had no idea what an Arduino was, but a kid said we had to have one, so I bought it!” I cringe. (I love Arduino microcontrollers, but our collection development heritage should caution us against spending instructional money on “I had no idea” investments.) There has been plenty written on blogs and in lofty educational technology keynotes about teachers getting out of the way so that students can soar. This perspective, unfortunately, assumes that all technology is equally good (and therefore any tool choice is as good as another to thrust, untested, onto novices), that all students are equally invested in and capable of self-driven learning, and that teachers are impediments to true student success. In no way am I endorsing an approach by which teachers strip themselves of the curriculum responsibilities their profession gives them. Willy-nilly technology selection—whether in an after-school makerspace or in a middle school social studies class—can never be a substitute for thoughtful professional judgment.

In the past, we considered ourselves leaders because we learned about tools before others did. But today’s leadership does not require that we be the conduit between the user and the tool. Leadership can be the willingness to let others share in or take turns leading the journey instead of insisting that we always pave the way first. Serendipity can occur when colleagues learn together. Classroom teachers and the school librarians can see the same tool or resource through different eyes, and we not only learn the tool together, but together, we brainstorm uses for the tool, and I discover new avenues I had not previously considered. Leadership need not mean guarding the tech kingdom; it is reveling in the camaraderie of shared ownership.



KEEPING UP

The dragon’s lair of technology is difficult to navigate. Fire leaps from wall to wall, and it is hard, in the dark, for our eyes to differentiate glittering heat from pulsing treasure jewels. How do we keep our eyes sharp? Deborah Levitov (2007) identifies five roles for the school librarian: professional learner, visionary, leader, connector, and teacher. Nearly a decade later, those roles continue to resonate. School librarians who see their work as a profession, not “a job,” know that they must continue to seek new knowledge and best practice. Recognizing professional learning as an ongoing core job function means embracing persistence as a lifelong habit and one’s career as an ongoing journey.

Persistence is also essential when working with teachers, especially those who are reluctant to move forward with technology. They may feel more secure remembering the past instead of looking at the future. Often, our administrators entrust us with moving these colleagues forward. With reluctant technology adopters, progress tends to come in baby steps, not leaps. Embracing the persistence model means that we are “in it for the long haul” and will not give up if the first, second, or third effort fails. Patiently, we recognize that if we stay calm and focused on the end result, we sustain the energy needed to continue to nudge colleagues forward (Fontichiaro 2009), recognizing and celebrating small victories.

These small victories also give us the gift of time to watch for potential unexpected and unwanted consequences of a technology tool. Sometimes, a technology innovation that seems promising proves to be less effective than anticipated. A few years ago, when digital video came on the scene, it seemed to deliver so much bang for the buck in our school: all the benefits of podcasting plus eye-catching visual footage! As time went on, however, video’s larger file sizes bogged down legacy computers, causing server problems and maxing out students’ file storage. Cloud-based storage has solved this problem in many schools, as has the bring-your-own-device (BYOD) movement, but that was not the only unexpected hurdle. My colleagues and I noticed that students behaved differently when recording video versus audio. With audio, they often hunkered down over their keyboards. Recording was a cozy, intimate experience that focused kids on what they were saying. It favored introverts as much as extroverts. With video, however, introverts shied away from the camera while extroverts clowned around for it. There was significantly less focus. Kids were less productive, less focused on the academic content at hand, and harder to manage behaviorally. Newer was not always better. Because we bought a handful of devices, we had enough for small group projects, but boy, was I glad we had not gone 1:1 with cameras!

The Japanese have a term in industrial practice for this outcome: kaizen, a term generally translated to mean continuous improvement. What is education, if not the process of continuous improvement—or kaizen—for students? School librarians have a responsibility to mentor colleagues and model for students what continuous improvement looks like. There are many paths to continuous improvement, including the following:


	Membership in state, national, and/or international library and technology associations and online communities.


	Professional reading in library journals, educational technology magazines, curriculum and content area publications, blogs, and Twitter feeds.


	Attendance at face-to-face and virtual professional development workshops or conferences.


	Parents. Some high-tech parents with flexible daytime schedules would love to come in and help you, your staff, and students use new equipment or software. But working parents can help, too. They often use some of the same tools used in schools. While volunteering during the workday can be difficult, some are eager to pitch in if they can evaluate tools, software, or Web sites after work. The maker movement offers opportunities for working-class parents to contribute their expertise in building electrical circuits, creating graphic designs, or programming electronic sewing machines.


	Time for experimentation. These days, one is more likely to get a computer virus than to wreck a computer from making a mistake. Go ahead! Take a new tool or software for a whirl! Many high-end software packages, such as Microsoft Office or Adobe products, are available for 30-day trials.


	Colleagues and fellow travelers. Gather the thinking of valued technology-focused practitioners in your RSS feed so you have regular insight into how others are implementing, evaluating, questioning, and revising technology use in your libraries. For makerspaces, try high school librarian Colleen Graves at colleengraves.org, elementary librarian Andy Plemmons at expectmiraculous.com, Duxbury Free Library’s team at librarymakerspace.blogspot.com, or the author’s work at http://michiganmakers.si.umich.edu and http://makerbridge.si.umich.edu. For technology and curriculum, consider White House honoree Carolyn Foote (http://futura.edublogs.org), or Richard Byrne (freetech4teachers.com), or KQED’s MindShift blog (http://kqed.com/mindshift).




Start small: attend a single conference, or fire up Feedly or another RSS aggregator to expose yourself to others’ thinking. Kaizen does not require an about-face or revolution. Gradual baby steps are okay if you commit to one after another. Rather than pitching out old practices, think about making changes that keep the best of what has been happening in your school library and refining from there. Kaizen is not always about swapping out one practice for another. It can also be about improving what is already successful, like polishing a diamond (Economist.com, 2009). Persistence is the staying power that lets us polish that jewel. It helps the school librarian see new challenges as polishing opportunities, not as negative drags on one’s energy. Do not resign yourself to the status quo; keep moving.



GATHERING DIVERSE PERSPECTIVES

Pride can be the Achilles’ heel of a school librarian. Be careful that you are not putting on proudful armor when you travel through your building. The diverse ecosystem of student and staff needs means that a successful school librarian cannot make decisions alone, lest he or she remain blinded to all opportunities. Technology leadership means gathering feedback and input in multiple ways: formal and informal, observed and discussed.

Observation can be a powerful way to gather feedback, as school librarians have a unique global perspective on how technology is being used. During study time in our libraries, where students can sometimes feel they are less watched than they feel in classrooms, we can observe student technology use in the wild: are they using Wikipedia in lieu of the suggested Opposing Viewpoints in Context database? We can wander over and leverage our positive relationship with students to query why. We are often the first to observe the latest strategy for working around blocked social media networks or Web sites.

However, we must be careful that the ambient knowledge our profession had in past years, when classes came to computer labs that often adjoined library spaces and we could gently spy on lab activities and lab schedules, may no longer be reliable. We no longer have continuous abilities to watch computer usage if we constrain ourselves to our libraries in the era of BYOD or near-ubiquitous devices deployed in classrooms. We may need to walk the hallways, poke into classes, ask if we can observe how computers and devices are being used, and more. By going where the learning happens instead of waiting for it to come to us, we are able to observe that multiple teachers are engaging students in eerily similar projects: country and state reports, biographies, and slideshow presentations being common culprits.

All of these observations can inform the need to celebrate growth, revisit policy, rethink the types of technology mini-lessons students need, consider additional subscriptions or hardware acquisitions, or update professional development offerings. Information can be collected from the school’s mission statement and district curriculum. Knowing the school’s values and vision for successful students as reflected in the mission statement is the starting point for great program design (Zmuda 2007), which leads to better lesson planning with colleagues. Ask colleagues how they see the school library and the school librarian as meeting the mission and the curriculum.


Seek Input

Some librarians tell you they seek staff input by convening technology committees, sending emails, or hosting online surveys. In my building, many of these strategies would be seen as impositions on busy classroom teachers, who were more likely to say, “Why can’t she just figure it out?” than “Thanks for including me!” Find the strategy that works for your school curriculum.

Leadership means some tough decisions will come along with that increased input. For example, if many teachers request a tool, does that mean the school librarian is obligated to purchase it, even if it does not meet district curriculum or tech network standards? Consider this in advance and structure the requests for input so that teachers do not interpret your requests for information as a blank check! Teachers tend to manage only very small materials budgets for their classrooms and often do not know the time it takes to navigate and organize book fair fund raisers, district versus building funds, or acquisition policies. They may not realize the size of restrictions placed upon your budget—or software licensing agreements. Structure queries carefully, and consider developing policy in advance, so as not to dash false hopes. Have grant proposals at the ready and offer to coapply if teachers’ desires exceed existing finances. Be aware that it is human nature for your classroom colleagues to say they want whatever the next building over has. Sometimes, technology tools are status symbols, a sign to educators that they are valued and working in an up-to-date environment. Whether it is the craze of interactive white boards of five years ago or a 3D printer today, teachers may ask you to help acquire the latest gadget without fully considering why. Why do they want it? What learning challenge is solved by this tool? How will it improve student learning for your students, in your school? Asking these tough questions not only helps you to determine how critical a purchase it is and how much priority you should give to it, but it also helps focus educators’ instructional goals. You do not want to spend thousands of dollars on a tool only to find out it was a minor wish, not a major goal. Additionally, my work with makerspace development has shown me over and over that maker visions that are not accompanied by a sense of purpose and purposefulness struggle to gain traction with funders and the community. It is in the why that we gain important talking points and elevator speeches.

Of course, sometimes the reverse happens: teachers demand a particular tool. There are some fantastic proprietary tools out there, from makerspace support software to high-end graphic design tools. Just as a reference interview proceeds so that the librarian can clarify the patron need and meet it appropriately, consider technology requests as a similar opportunity. What is really needed? A tool, or that tool? In gathering data, do not forget your own collection development expertise. Consider your own experiences and instincts. Your accumulated expertise will help you decide whether you should buy many inexpensive (flimsy) headphones or fewer high-quality pairs, just as you decide whether you should buy paperbacks or hardcover books.



SKEPTICISM

Today’s school librarians know that asking thoughtful questions is one pathway to deeper understanding in their students. Questioning leads to learning. This is true for both adults and children. Librarians have special resource evaluation skills that can aid in decision making. It may be tempting to unquestioningly follow every technology trend or decision, but those who simply embrace everything that comes down the pike, without having a strong pedagogical foundation that connects those trends to instructional goals, may find reduced support from classroom colleagues. Technology leadership is not about blind admiration or worshiping technology or newness. Students do not benefit from sycophantic, unquestioning support.

School librarians can show leadership by questioning how a tool might be used, what potential problems could arise, and whether the benefits outweigh the concerns. In my tenure as a school librarian, podcasting was just shifting from being a niche tool to being an almost-mainstream possibility. In those early days, I was excited about the possibilities of how podcasting could awaken a sense of voice and playful theatricality in students (Fontichiaro 2008b). But to adopt this beta tool meant I needed to evaluate potential bandwidth and storage (local student space and online hosting space), reflect on potential classroom integration, consider which students might benefit most, determine whether to buy a single high-end license or use the free and open source software Audacity, and decide whether to buy a few expensive but more durable headsets or amass a huge quantity of inexpensive, less robust ones.

Today’s school librarian may be facing the question of whether or not to buy a 3D printer (Fontichiaro 2016a, 2016b). Some questions to consider include:


	How much can I afford to fundraise/spend?


	Which model is most reliable? Has best online support? Where can I find out this information?


	Where should the printer live? Where are the available outlets?


	How will files transfer from iPads, laptops, and other devices to the printer? Do I need an extra laptop to be connected in order for the printer to run, or can I use memory cards or USB drives instead?


	What modeling software is age appropriate for my students and truly shifts them from being consumers to creators of 3D models?


	Do I need a 3D scanner? If so, how will I minimize copyright violations?


	What kinds of policies have other schools and libraries adopted?


	What Web sites may need to be unblocked?


	What budget do I need to set aside annually for ongoing expenses like repair and new filament?


	Will students run the machine themselves, or will I?


	Where will the needed print time come from? If it can take an hour to print something the size of a Matchbox car, and all 90 students in third grade will need to print, how can I stop this from taking over my work life?


	How will we prioritize student printing needs?




Only through questioning the benefits versus the costs at media meetings, at staff meetings, and in informal conversations can a confident decision be reached. Sometimes, relying on the professional resources in the earlier section will get you important data. Questioning leads to more thoughtful decision making. “What if we?” “What would change if?” or “What is the best/worst thing that could happen if?” are all typical questions that might arise. In asking such questions, the school librarian models inquiry and curiosity, foundational practices of the profession. And as a result, schools spend less money on untested “wonder products” and instead focus more time on using those tools effectively with students.

Healthy skepticism is an asset for a school librarian. Merely embracing everything because it is new or novel belies the collection development expertise of the school librarian. Making wise and strategic choices is part of the job. If a tool or resource does not improve teaching and learning, do not use it. If you do not say it, who will?



EMPATHY AND INTERCONNECTEDNESS

The Greater Good Science Center at the University of California, Berkeley, writes that “Emotion researchers generally define empathy as the ability to sense other people’s emotions, coupled with the ability to imagine what someone else might be thinking or feeling” (2016). In the case of technology, empathy is represented by user-centered design. User-centered design articulates that technology resources should meet the needs of the user as much as possible, rather than the user adjusting his or her needs to fit what the technology can accomplish. User-centered design in technology can focus on either hardware (e.g., computer mice adjusted for the size of a child’s hand or adjustable-height monitors) or software (such as Grolier’s elementary-friendly interface that has larger fonts and removes the too-difficult Encyclopedia Americana from the search results).

One pioneering technique for user-centered design is Contextual Design and its Contextual Inquiry methodology for using in-context observations and interviews to shape the design of products and services (Beyer and Holtzblatt 1998; Holtzblatt and Beyer 2015). They write:


Product design is really about the redesign of the user’s work and life, given technological possibilities—designing a new and better way for users to live their lives, achieve their intents, touch the people that matter to them, and perform their activities by introducing better tools and systems. This understanding has only become more compelling as smartphones, tablets, and other devices continue to infiltrate our lives. Because life and technology are so closely knit, users must be understood in their own context. Usability testing, focus groups, and questionnaires—any data gathering technique with fixed questions and predefined tasks—takes the user out of the context of his or her life. Without the rich context of the user’s real life, these methods cannot reveal the most important design issues: the users’ motivations, values, emotions, strategies, workarounds, real-time interruptions and interactions with others, and the constraints imposed by real-world conditions. The core of Contextual Design is to understand users in their own setting, using that understanding to develop and applying that insight to a design problem. (Holtzblatt and Beyer 2015)



As an example or poor user-centered design, many of America’s classrooms are populated with awkward one-piece desk-chair combinations. These seats are rarely adjustable to fit various students’ frames. A more user-centered design might allow students to adjust the height of the pieces and to move the chair separately from the desk.

School librarians are ideal ad hoc user-centered design researchers because they spend so much time watching how students navigate their intellectual, online, and social worlds. Each day, they observe how students work and see how elegantly some hardware and software meet those needs and, in other cases, how students work around systems that are incompatible with their work methods. What librarian has not watched students groan that a search engine inside a database does not work as easily as Google does? What elementary school librarian has not seen technology-based lessons grind to a halt when a room full of second graders cannot remember their assigned nonsense passwords? Librarians see how technology works in the context of learning, and while they may not go back to their offices to design hardware or software themselves, they use that contextual information to make smarter choices about what they buy and offer to their school communities.

User-centered design is not easy: it can be politically difficult to advocate for students’ and teachers’ needs with administrators and technology departments who do not prioritize student-centered practices. But librarians are often the champions of users! Empathy also means respecting the professionalism and expertise of colleagues, even those who are different from oneself. School librarians have a responsibility to tread lightly and respectfully when dealing with all teachers and students. Different users interact differently with technology, and meeting users where they are preserves their dignity and respect. For example, some adults prefer that you purchase an extra copy of a manual so that they can learn privately; others prefer face-to-face support; others want a few links to YouTube videos that demonstrate the tool in use. Teachers are at different points on the technology competency continuum. It can be frustrating to invest time teaching someone how to upload an attachment when you would prefer designing online activities in a learning management system. But just as teachers are being asked to differentiate their instructional methods and resources to meet a diverse student body, we must be patient and differentiate with our staff. I wish I could say that this was easy.

Librarians are busy, and often these interactions take up a disproportionate amount of time. Try shifting lenses and asking what you can learn about that person or from that person during the transaction. As you sit together as Dropbox syncs between their home computer and their school laptop or as photos upload to Flickr or Facebook, you may discover that the colleague you are supporting has a great classroom management suggestion or can bring you an idea from a colleague at the other end of the building. Remember Jimmy Fallon’s recurring role on “Saturday Night Live” as Nick Burns, the sarcastic computer guy who blamed the user for all problems before braying, “MOOVE!” and fixing the problem? (For a sample, visit http://www.hulu.com/watch/19050.) No one wants to work with Nick Burns!

Empathy is intrinsically linked with interdependence. Schools are unique environments where real success comes when the weight of the needs of everyone is balanced by everyone. Interdependence asks staff to lock hands instead of standing alone. As a school librarian, maintaining that fragile position can be difficult, especially when technology budgets are limited and it may not be possible to meet each person’s request each year. Interdependence leads us to consider whether to purchase a single license of premiere software or a site license of less expensive, less robust software that can be accessed on every computer in the building. Interdependence is what helps the school librarian keep track of the big picture so that all students and teachers have equal access. Being part of an interconnected, district-wide supply chain in which the school is in the middle between tech services and classroom practice requires tact and strong communication. Too often, this role of “go-between” is laden with stress. In fact, at a Lumosity Labs-sponsored conversation at SXSWedu in March 2016, both classroom teachers and vendors identified central administration as the largest barrier to integration of new digital tools. However, librarians have a responsibility to bridge the gap, as they are at the center of the inevitable priority struggles that arise: teachers’ need for customization and intuitive interfaces and the tech department’s need for network security and identical machines.



WALKING THE TIGHTROPE BETWEEN RESPONSIBLE INNOVATION AND FOOLISH RISK

School librarians walk the line between embracing innovation responsibly and acting impulsively to grab the latest novelty. External pressure comes from professional journals or fellow librarians to hop on the latest bandwagon and adopt the latest gadget. But today’s innovation can quickly turn into tomorrow’s reject. (Do not all libraries have a storeroom Corner of Obsolescence where the wonder tools of the past—opaque projectors, old computer microphones, PalmPilots, two-megapixel cameras, and external floppy drives—reside?) School libraries rarely have extensive budgets and must make selections carefully, in consultation with the technical services department, classroom teachers, building leadership, and even students, in some cases. School librarians may also need to weigh the overall tensions and stresses of the school building. Too much innovation and overstressed teachers may tune out. Too little innovation and the culture of continual growth and experimentation can weaken.

In the age of ubiquitous social media, there has been a perceptible acceleration in educators’ sense of urgency that they will be seen as “behind” if they do not adopt the latest trend. Adoption cycles have been shortened significantly: no longer do we wait for our colleagues to run a pilot, evaluate it, and make decisions about next steps. Everyone is piloting simultaneously. Nowhere is this more apparent than in the makerspace movement. In webinars, workshops, and presentations, school librarians hunger for a list of what to buy, sometimes actively dismissive of suggestions that they study their building’s culture and needs first. Sometimes, it is a single teacher pressuring a librarian to adopt making. In some schools, librarians have been told to shed portions of their collection to make room for maker activities even before finances have been secured and curriculum connections made. The tense hurry is palpable. As with earlier waves of technology adoption—early Apple IIe labs, Internet adoption, iPads, and more—early adopters often had clear reasons for why they felt a new tool or strategy was effective, and they had time to make and repair mistakes before sharing their findings at conferences or in practitioner publications. Yet in this era of simultaneous national piloting, the mistakes of early adopters—and I count myself among them—have sometimes been trampled in the stampede to be seen as relevant. Are Makey Makey kits a one-off or a sustainable tool? How long do students stay interested in programming robots like Ozobot, Dash and Dot, and Fitch? Many of us do not know because we have not been doing it long enough. To return to the introduction’s discussion of the St. George painting (and misquote Teddy Roosevelt), Keep calm and carry a big leash (just in case).



KEEPING THE “EDUCATIONAL” IN EDUCATIONAL TECHNOLOGY

Since entering the library profession about 15 years ago, I have seen a shift in the way librarians approach technology. We have gone through roller coasters: excitement about the latest invention, and then disappointment that in the end, it has not had a significant impact on student learning. The culprit is no longer whether teachers integrate technology but whether or not it is deployed effectively. The number one suspect, even in the era of ubiquitous Web 2.0 tools, seems to remain PowerPoint, where cut-and-pasted text and three bullet points whiz by, complete with sound effects and animations. Had the student turned in the text as a paper, the total output might have comprised 15 to 20 sentences at the most. But it is not merely the quantity of learned content that concerns us: it is that the bullet points barely move beyond a regurgitation of facts. There is little synthesis or conceptual understanding. Judging from the glazed-overlooks of the students in the audience, the class knows the project means little and does not merit their attention.

While most district technology plans have been updated from those of the mid-1990s and 2000s to prioritize learning over mastery of discrete tools (e.g., ability to communicate via technology vs. ability to add animations), instructional practice can sometimes remain mired in that skills-based approach. Far too often, a day was spent on research plus two weeks in the computer lab to create the PowerPoint. But is the project a success? No. What has the student learned? What has the student thought about and considered? What new understandings are present? Alas, none. What did the project end up demonstrating? With a heavy heart, you wonder if the project demonstrates little more than a student’s ability to follow the directions on the PowerPoint tips sheet. This scenario (adapted from Fontichiaro 2008a) is unfortunately too familiar in America’s schools. Some adults become so enamored with the visual appearance of the PowerPoint that they do not realize that little has been learned. How, with instructional time so limited, has it happened that so much time was wasted on so little learning?

A school librarian who wants to be a technology leader is strategic about shepherding in changes in instructional practice that up the ante for student learning. Doing so means stepping outside the “quiet zone” of the library and finding opportunities to advocate for higher quality learning experiences. We can request staff meeting time to discuss that merely using technology is not the goal any longer; using technology as a tool to support quality learning is the new objective. Here are some questions that might be discussed at a staff meeting:


	How does the technology tool help students learn and/or express their new understandings?


	What new understandings will be demonstrated as a result?


	If we transferred this student’s information into pencil-and-paper format, removing the digital bells and whistles, would we consider this to be quality work?


	If it is great work, what attributes demonstrate that excellence? If not, how can we improve it?


	How could we use time differently to maximize the number of hours spent learning inquiry, problem-solving, or critical thinking skills versus having time to “make things pretty”?


	Are the technology learning outcomes important to student growth? To future employment and personal creativity? Or merely “treading water” without making progress?


	Imagine that the student is going to a job interview. In his or her portfolio is the project under discussion. The interviewer asks, “What did you learn from this project that can contribute to our company?” How would your student answer?


	Is the current tool the best tool? Why? What new Web-based or software-based tools might be even more effective (that did not exist when this project was envisioned)?


	Are we helping students use technology effectively to speak to an authentic audience? How would bringing “audience” into the instructional conversation change the result?




These can be tough questions for everyone in a school setting, but technology leadership is more than hardware and software. Technology leadership in a school setting travels hand-in-hand with instructional leadership.



SAVING TIME FOR SELF-REFLECTION

Reflection is a powerful way to plan for the future, even as the day-to-day life of the school librarian is busier than ever. Whether teaching, collaborating, circulating, repairing, shelving, rebooting, book talking, planning, troubleshooting, unjamming, or supporting, it is understandable that some librarians merely want to go home and put their feet up at day’s end.

To do so would be to cut oneself off from a far greater sense of satisfaction, one that can come through reflection. Carve out some time to reflect on what has been happening. What trends have you noticed? Which tools are no longer as motivating as they once were? What should go on the technology wish list? What does the tech services department need to know about a pattern of errors that has been emerging? What training do you need to move forward? What do the teachers need? What do the students need? How can parents be involved? Are students learning what they should be?

Linda Darling-Hammond (2008) points out that metacognition, or thinking about one’s own thinking, is one of the three key components to meaningful student learning. As professionals, we can lose sight that it is also one of the three keys to our meaningful learning. Reflection must be consciously slotted into practice. Some school librarians find that revisiting their lesson plan book and notating how the lesson actually evolved can be useful. Some use passing time between classes to scribble a note. Others use their media center blog for public reflection. Some keep professional journals. Some use writing for publication as a pathway to reflection. Some put on New Age music and use the commute home to unwind and reflect. However you do it, make time to do it. Regular reflection will help you find patterns sooner, consider needed action steps, and be proactive rather than reactive in a shifting world.



CONCLUSION

St. George took on adversity by donning heavy armor and wielding a sharp weapon. The damsel, by comparison, took control through calm, deliberate action. School librarians, as technology leaders, have precious passengers—students, staff, and administration—who have lent them the leash. Technology leadership, like dragon slaying, is a team sport. It is only through empowering others’ work—whether that be through creating a vision, acquiring necessary equipment or software, or jiggling the recalcitrant power plug—that we truly emerge as leaders. Being a leader means that the ultimate goal—using technology to maximize student learning—takes priority over who does what. Being a leader can mean wielding the lance or heeling the dragon.
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From a Foot in the Door to Being There: Leadership Along a Professional Development Continuum

Debbie Abilock

Over the past two decades, research on cognition and behavior, augmented by the vibrant insights and experiences of educators, has helped reimagine effective professional development (PD). Learning, of course, happens throughout a person’s life in both formal and informal contexts. In addition to the everyday interactions among teaching colleagues, schools organize formal workshops, study groups, peer observations and coaching, collaborative planning, and action research so that teachers can learn the very skills and attitudes that they want to teach.

Professional development is always circumscribed by the initiatives, policies, and strategies that administrators support and control. In order to build economical and sustainable teaching and learning capacity in their schools, many administrators are using local leadership to help them nurture collective responsibility for continuous learning. In an atmosphere of “trust, mutual respect, a recognition of instructional expertise, and an openness to interpersonal learning,” teachers will embrace new practices and reflect on their teaching and the school’s instructional capacity will grow (Jaquith 2012, 2).

In response to local needs and/or administrative encouragement, librarians have ramped-up their expertise, marketed new skills, and embraced new relationships so that their schools will embrace them as site-based professional learning leaders. This chapter examines and analyzes lessons learned in practice within three areas of librarianship: curation, technology, and information literacy. When school librarians apply the scholarly research on effective professional development reported in this chapter to the format, focus, and instruction of their PD, they can develop powerful learning opportunities for the adults in their schools.


CURATION: A FOOT IN THE DOOR

Collection development is typically characterized as warehousing of resources. While the library’s virtual and physical “storeroom” cannot be the end goal, a renewing and responsive school library is a pipe dream in the absence of a strategic collection development process with thoughtful selection, maintenance, procedures, and policies (Bishop 2007, 3).

A strategy that exploits curation as a means to professional development (Figure 9.1) progressively augments the initial impulse to gather and preserve by adding purpose, audience, and the curator’s “argument” that can become the librarian’s staging ground for professional development within a school. Negotiated curation, the librarian-faculty conversation around these resources, is conceptually aligned with the Association of College and Research Library’s information literacy threshold concept, “Scholarship as a Conversation,” in which “communities of scholars, researchers, or professionals engage in sustained discourse with new insights and discoveries occurring over time as a result of varied perspectives and interpretations” (2016). Indeed negotiated collaboration in knowledge curation holds promise for both wisdom and innovation.


Figure 9.1
A Curation Strategy for Professional Development
[image: image]

Adapted from Valenza, Boyer, & Curtis, 2014, pp. 13, fig.2.2. Original material used with permission.

Librarians interested in supporting faculty learning cast a wide net to develop professional collections. They select and accept faculty requests for popular education titles and materials that support school goals. Brenda Boyer (Kutztown Area Senior High, PA) cocurated extensive professional resources with her “audience”:


My LibGuide (http://kasd.libguides.com/KAHSteach) was borne out of the dual needs of administrators and faculty. The guide serves as a place for administrators to provide resources and links of various kinds that they want faculty to have easy access to, such as data portals. It also is a place where great resources shared among faculty are available to everyone, as well as a spot where foundational education tools reside for quick reference. For example, the “Curriculum and Instructional Design” page that contains information on writing objectives, depth of knowledge, Bloom’s taxonomy, UbD [Understanding by Design], and rubrics and feedback, serves as a toolkit for teachers, whether new or seasoned. As this LibGuide’s value has developed and my expertise in digital curation and instructional design has grown, I am being sought for in-service training of new teachers and by those developing online courses. Currently an administrator and I are exploring micro-credentialing (badging) to track professional learning.



High school librarian and technology trainer Cathy Jo Nelson (2016) at Dorman High School, Spartanburg County School District, South Carolina, has built Destiny OneSearch as her antidote to Google. Her “one-stop shop” offers teachers (and students) “a list of not only print resources from my collection but also relevant links to all the subscriptions I have invested in to match their research needs” (24). Assembled through many conversations, requests, and surveys of her faculty, her catalog reflects thoughtful curriculum-focused acquisition decisions in support of school learning. Beyond stewardship, Bruce Cummings at Davis Senior High School, Davis, California, describes his curation process for a Dust Bowl unit (http://dshs.djusd.net/dustbowl) as amplifying faculty awareness: “They provided a shorter list of sources and I expanded it, with annotations to model the sources that could pass the CRAP test (although I use a different set of terms for evaluating sources).” When trade-offs become necessary, Janice Pellegrino at the Foran High School, Milford Public Schools in Milford, Connecticut, has learned that it must be a transparent process of acknowledging teachers’ needs and offering compelling alternatives as in this example with her Psychology Department (https://docs.google.com/a/milforded.org/document/d/1BB1lPpWrrKj2xJjTU_xlvfnUE44SPMUU69IItmDr5Jg/edit?usp=sharing). Collection development, done well, is “Ground Zero” for professional learning.

Artful curation of finely-grained “text sets”—collections of mentor texts—depends on the librarian being part of an ongoing learning community. Anne Stokes (2012), a teacher librarian participating in “Lesson study: should you include the school?” reports that her district’s current focus has shifted to the writing curriculum and the faculty is examining lessons from Teacher’s College Reading and Writing Project (http://readingandwritingproject.org/). Her continued involvement in the school’s central initiatives informs that selection process. The common lens that Stokes and her teachers share from their previous lesson planning, implementation, and revision cycles elucidate their current work. They share “a way of looking at curriculum as a group and talking about the effects of our teaching on children,” which enables them to clarify “what we like or dislike about the writing lessons and what we might modify for next year.”

Often teachers are not explicitly aware of their own professional development needs. For example, they expect librarians to guide students in finding and using appropriate, relevant, and credible resources, but this may camouflage their own lack of clarity about source quality. According to an exploratory study that surveyed both classroom teachers and librarians regarding student use of Wikipedia, of the 91% who responded that their school did not have a policy about using Wikipedia for research, 41% said a policy was needed—all of whom were teachers. Clearly teachers also need guidance, albeit expressed as wanting a policy (Polk, Johnson, and Evers 2015, 101).

Based on her coteaching throughout the year with the upper school faculty, librarian Lauri J. Vaughan at The Harker School in San Jose, California, mounted a LibGuide to explain the deep web and suggest subject-specific examples for each department (http://library.harker.org/DeepWeb/links) to accompany her workshop. Her judgments about faculty knowledge resulted in a curated workshop concerning what she realized was a perplexing information literacy concept. Still other curators may target the faculty’s instruction. For example, during a “teachers teaching teachers” day at the American School of Doha in Qatar, Linda Hoiseth, high school librarian, focused on note-taking strategies, engaging her faculty in evaluating and organizing physical note cards as part of her curated presentation (https://docs.google.com/presentation/d/1yIMbP-gXDACpMLUgsub3YlDGPjRTFnfAk8TEh-J0fNc/edit?pref=2&pli=1#slide=id.p) and LibGuide (http://asd.qa.libguides.com/note-taking). Hoiseth regularly archives her lessons to promote teachers’ reuse: “Since I knew I couldn’t get to ten geography classes when they needed me - I prepared a combined lesson on Web site evaluation and note-taking with some suggestions (https://docs.google.com/presentation/d/1ZMk5M6bSIkBQibKNs1O2TM6Ot5y3D064a4f7CXTqZHY/edit?usp=sharing) so that the 9th grade faculty could teach their students directly.”

As a consequence of leading the AP Capstone program in her school, head librarian Robin Cicchetti, Concord-Carlisle Regional High School in Massachusetts, has been added to a K–12 committee to review the Social Studies curriculum and look into enhancing inquiry and research skills for all students. “As a member of the team I will be providing collegial support and professional development to build the skills of teachers and curriculum coordinators in searching for scholarly sources and selecting quality content.” By taking primary responsibility for long-term, student investigative research that culminates in a final product (i.e., History Day essay or project, International Baccalaureate extended essay, Advanced Placement Research and Capstone), school librarians can become respected curation mentors for their faculty.

Curators select to support and augment professional learning. While they describe the value of curation in terms of improving professional reading, modeling authentic research practices, and even training teachers or promoting the library brand, they do not intentionally build the bridge to deeper professional development. Jole Seroff, Director of Library and Information Services at Castelleja School in Palo Alto, California, characterizes curation as collaborative professional “discernment,” a negotiated give-and-take that a strategic librarian will shift to multilayered professional learning over time whether it is one-to-one peer coaching (Costa et al. 2016) or peer-group mentoring (Geeraertsa et al. 2014). Strategic curation situates the school librarian at the center of professional conversations about learning.



TECHNOLOGY LEADERSHIP: OVER THE THRESHOLD

In every school, there are some early adopters who readily incorporate technology and social media into their classrooms. Others are hesitant to learn new tools because they feel that they are already teaching effectively. Still others, faced by an unending torrent of tools, devices, and software, actively rebel against app overload. School librarians who teach in technology-rich spaces are likely to tackle the challenge of technology leadership by responding to teachers’ reactions as opportunities—to collaborate, support, enlighten, and lead their peers (Mardis and Everhart 2014).

School librarian Janice Pellegrino, identified earlier, describes how she honed her digital expertise, and then developed reusable training chunks accessible as needed via the library’s virtual space.


Whenever possible, I try to create step-by-step directions, since that’s what I like to use when trying out a new technology. When I know that my instructions will be consulted often by students and staff (e.g., how to set up your document in MLA format), I’ll incorporate screenshots with the step-by-step directions.

Although I’ve done training during professional development days, I find that teachers feel overwhelmed with too much information in such a short timeframe. Therefore when our school chose to be a Google Apps for Education (GAFE) District and I became a Google-certified educator, I decided to create and share weekly Google tips about things that I think may benefit our staff (and students) from online collage creators, websites to teach coding, timeline creators, SAT prep tools, Socrative, Kahoot and alternatives to YouTube. Sent out each week as a “Google Tips” email, these are also organized online in a faculty-accessible folder. Teachers can go back to consult the tips when they have time and a need to know.

When staff reported that these tips were helpful, I expanded from Google tutorials to other technology tips. Same process: I have a folder of tips from my “Tech Tip Tuesdays” emails. Each one describes a technology tool along with specific suggestions of how it could be used to support teaching or benefit student learning (https://drive.google.com/folderview?id=0BwsIR3LDGWu3NG1wbEVjNTBldjA&usp=sharing). I also send quite a few emails about specific Web sites and databases directed to specific departments. I’ve found that written tips, accessibly archived, remove the stress of being obliged to use a resource or tool immediately—needed or not—just because they were trained during an official Professional Development meeting.



Librarians who create how-to online “cookbooks” uniformly agree that training nuggets should be short, focused, and needs based. In response to recurring questions from her faculty, Janet Kenney at the Bristol Eastern High School in Connecticut adds weekly video clips to her YouTube playlist (https://www.youtube.com/playlist?list=PL7FRYILeczDR6E1shxC6fW3Z1HVjjKdp8). She demonstrates each tool in a conversational tone, troubleshooting on the fly rather than editing out what she calls “blunders.” Kenney maintains that her transparent style encourages her novice teacher-audience to teach through mistakes as they work with students. In her blended role of library media specialist, webmaster, and instructional technology coordinator, she is positioned to help “every teacher on almost anything when they express interest in integrating a tool into their teaching.”


JANET KENNEY’S PLAYLIST CREATION TIPS


	Record and edit to 4 minutes or less


	Capture in high resolution to show details


	List steps, if appropriate, in the video description


	Upload in advance, set as Private


	Make the clip public on the same day each week


	Use e-mail function in YouTube to announce each new clip to faculty


	Reuse videos, where appropriate, on the library Web site






Michelle Luhtala, library department chair, New Canaan High School in New Canaan, Connecticut, mounts her lessons to students online, “often with print, slide show, and video options,” and then makes herself available after school hours to “respond to text or email messages in order to help learners access what they cannot find, or answer questions about my lessons.” When teachers are able to view technology “recipes” along with lessons and presentations to students, they acquire an enacted view of technology in teaching.

In large districts where cohorts of teachers need systematic training on a group of tools, librarians are asked to design and implement PD sessions. Librarian Craig McFeely in the Hamilton Heights Elementary School, Chambersburg, Pennsylvania, designed an online course through Edivate, a professional learning platform from the School Improvement Network, as part of the new teacher induction program for his district in Franklin County. According to Joanne Hammond, head librarian also in the Chambersburg Area School District (CASD), “This online PD affords new teachers the opportunity to learn all the technology that will be part of their job in a self-paced manner instead of a rushed face-to-face session before the start of their teaching.” Hammond notes that evidence of successful training has resulted in expanded opportunities for school librarians in the district: “CASD will be rolling out a classroom management system called Sapphire and a number of librarians have been recruited to attend ‘train the trainer’ sessions in April so that every teacher in the district will get trained in Sapphire use before next school year begins.”

Face-to face informal technology sessions can also overcome initial barriers to use. Teacher librarian Cathy Andronik at the Brien McMahon High School, Norwalk Public Schools, Connecticut, argues that there is a special synergy when novice technology users “play” together:


One of my favorite PDs is an App Playground Day. I take over my library computer lab for an entire day. I register myself for ten educational apps (because it’s time-consuming and takes time away from teachers actually exploring the app itself) and have them running on the lab Chromebook computers in “pods” of two or three (since I love to see people of any age teaching each other). Some of the apps I’ve included are Powtoon, Haiku Deck, Padlet, Tagxedo and Wordle, Quizlet, Thinglink, Edpuzzle, Duolingo, and Historypin. And I just invite teachers to stop in during their preps or lunch to play and discover while I make myself available for questions. It’s easy, it’s go-at-your-own-pace, it’s non-threatening for our tech newbies, and it’s got lots of choice.



Open-ended, self-directed learning, supported by administration and followed by teachers sharing their successes and failures, is a low-pressure form of satisfying professional development (Ahlfeld 2010). However, just as some cooks never get past following the recipe, novice technology users may simply settle into accessorizing (Brighton and Hertberg 2004) a technology tool as part of what they already do, rather than leveraging it to refine their teaching or reimagining student learning. A steady diet of informal play and video clips could result in a series of add-on practices where tools are predominantly used as “motivators” or for low-level thinking tasks (SRI International 2011, 19–20). Candid critics like Alfie Kohn (2016) maintain that merely using new technology gives teachers a false sense of being cutting-edge educators while it may actually support efficient but simplistic teaching:


(They) … help to perpetuate, traditional teacher-centered instruction that consists mostly of memorizing facts and practicing skills. Tarting up a lecture with a SmartBoard, loading a textbook on an iPad, looking up facts online, rehearsing skills with an “adaptive learning system,” writing answers to the teacher’s (or workbook’s) questions and uploading them to Google Docs — these are examples of how technology may make the process a bit more efficient or less dreary but does nothing to challenge the outdated pedagogy. To the contrary: These are shiny things that distract us from rethinking our approach to learning and reassure us that we’re already being innovative.



Brian Collier at the Marist School in Atlanta, Georgia argues that, as a teacher of teachers who use technology, his role is guided by library rather than technology standards:


Using ISTE standards to describe librarianship is like playing basketball in a water polo court. ISTE standards are not really meant to describe the role of a librarian any more than they’re meant to describe the role of a Social Studies teacher. They come from the International Society for Technology in Education, so that’s an understandable perspective on their part, and you can operate within that framework by using their Standards for Teachers to show how a librarian models digital-age work and learning, etc., but it’s really only showing how librarians are important in that particular realm. I want to work within a framework that points out how vital a librarian is to a school’s curriculum and improving student performance by using AASL Standards first. If anyone had a problem with that, I’d turn to my state’s standards, which include plenty of references to information skills that I can use to my advantage. If someone wants to talk Common Core, there’s an AASL to CCSS translator at http://www.ala.org/aasl/standards-guidelines/crosswalk. Whenever possible, play on the home court.



Without modeling, analysis, and discussion that uncovers the “fit” between education goals, instructional strategies, and tools, implementation may be misguided. Software engineers, marketing people, and even IT professionals make it easy to select delightful new tools that, as yet, have not progressed far enough through tested educational applications to reveal their long-term benefits for learning (Figure 9.2)

To enrich professional learning about instruction with technology, teachers usually need formalized discussion and reflection in which “ongoing groups of teachers … meet regularly for the purpose of increasing their own learning and that of their students” (Lieberman and Miller 2008, 2). The focus must be on improving their teaching practices by examining student work, an instructional strategy, or an issue or problem from the classroom related to technology. Structured guidelines called teaching protocols (Easton 2009) enable teachers to participate in meaningful, efficient, and sometimes difficult discussions about student learning. Andy Plemmons, school library media specialist, one participant in such a technology-focused professional learning community (PLC) at David C. Barrow Elementary School in Athens, Georgia, describes a session:


When a teacher asked her students, "How has technology impacted your learning?" she was surprised by their answers. Many of them described low-level kinds of tech use such as looking up a word or researching info. She had been working a lot on leadership in her classroom and how we can use technology to support our leadership, so she thought she would hear more about that.

She presented this dilemma to us with as many facts and descriptions as possible. Using the “Peeling the Onion” protocol (http://schoolreforminitiative.org/doc/peeling_onion.pdf) designed to uncover the complex nature of a dilemma rather than jump to solutions, we worked to peel back layers of her problem while the teacher listened and took notes. At the end of the protocol, the teacher shared what she had heard and what she thought some of the real pieces of the dilemma might be. Our hope is that the teacher will realize some aspects of the dilemma to actually address by listening to the group talk through the layers. The group can also brainstorm a next step.




Figure 9.2
The Gartner Hype Cycle
[image: image]

Gartner Inc. Reprinted with permission.

The PLC teachers meet in advance with that month’s facilitator to select a protocol that fits the work that will be considered. During the two-hour PLC, the facilitator keeps track of time and poses each question or prompt to the group. Everyone actively listens and responds. According to Plemmons, “the facilitator makes sure that the feedback being offered matches what the presenter asked for — and redirects the group as needed.” Now that there is mutual ownership of the group process, Plemmons, who originally facilitated almost every protocol, is able to participate as a co-learner in this multiyear collaborative community built on inquiry.

Librarians who collaboratively plan and teach with faculty are in a position to diagnose instructional problems and support growth. Teachers who are just beginning to use technology find it difficult to simultaneously assess students’ content knowledge, their product design, and use of technology. Connie Williams, teacher-librarian at Petaluma High School in California, suggests uncoupling the evaluation sequence: First evaluate the student’s knowledge of the topic, and then assess the visual product (Williams 2014, 11). This avoids the “devil’s bargain” in which a teacher assigns the technology but only assesses the content. If the librarian teaches and assesses the technology product alone, the opportunity to build the teachers’ capacity for integrating technology is lost.

Since technologies have different affordances and constraints suited to some kinds of thinking and learning and not others, shrewd digital pedagogy can shift attention to the learning goal. Lauri Vaughn models how she has repurposed presentation slides to teach the process of revising a paraphrase of a subject-specific text:


Specifically, to teach paraphrasing, I demonstrate how to put the text I want students to paraphrase on the first slide. Then individual paraphrase responses are inserted below - one slide per student. We discuss and evaluate each of the paraphrases as a class. This practice exercise is followed by a graded paraphrase assignment – either stand-alone, or embedded in writing – where students are asked to demonstrate that they can apply what they’ve learned.



Similarly, during a professional development day in Fairfax County Public Schools in Alexandria, Virginia, Anne Applin, head librarian at Thomas Jefferson High School for Science and Technology, targets how tools within the NoodleTools research platform can “progressively build support for academic integrity in the teacher’s classroom.” Her focus on instructional strategies that support reading comprehension and original writing is in response to teachers’ rising concerns about plagiarism. By offering a proactive approach, systematically applied through the use of district-wide technology, she reaches teachers who might not consider this scaffolded use of technology tools as a solution to plagiarism (Figure 9.3).


Figure 9.3
Noodle Tools and Bloom’s Taxonomy Tools
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©2016 Anne Applin, PowerPoint presentation March 16, 2016, used with permission.

Although New Canaan Public Schools librarians also record tutorials, send out updates about new resources and software, and facilitate many technology-related “activities” during dedicated professional development time, Michelle Luhtala, previously identified, argues that their most effective professional development “occurs organically through co-teaching, which includes planning, teaching, assessing, and reflecting about student learning.” An analysis of how Luhtala distributed her time over the course of 37 school days reveals almost 40 percent coteaching (Figure 9.4). To underscore her dual role in PD and student learning, she shares the infographic with her administration and faculty.


Figure 9.4
Analysis of Time Spent Over 37 School Days
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©Michelle Luhtala, used with permission.

This embedded stance of professional development is evident throughout New Canaan’s curriculum documents, as well as in instruction. According to Luhtala, “We don’t write generic library or technology lessons. Our lesson plans include the disciplinary knowledge in which we plan to instruct and the technology that will facilitate student learning.”

Librarians understand that when they have both aesthetic and cognitive goals for products, rather than what Patricia Louis at the Aliamanu Elementary School, Honolulu, Hawaii calls “beautiful nothing” (Fontichiaro 2014), more student time must be devoted to the analysis and evaluation of content prior to designing or “storyframing” a suitable visual product (Abilock and Williams 2014). This emphasis on thinking versus training time pervades Luhtala’s instructional tutorial (https://www.youtube.com/watch?v=kSSLeP02mgg&feature=youtu.be) on how to compare the causes of societal collapse (Diamond 2005) in a particular civilization using a Pictochart infographic. By modeling tool use and instruction strategies in specific disciplinary goals (Koehler, Mishra, and Yahya 2007), Luhtala gains respect as a teacher among teachers, while garnering social capital as a professional development expert in both technology and pedagogy.

In summary, effective technology-focused PD shifts from learning about to learning with technology. As they test, adapt, and reflect on their teaching, educators can collectively and individually learn when to apply their knowledge of how to choose and use technologies—new forms of literacy—to augment student learning within specific disciplinary content (Niess 2007, 2011; Doering et al. 2009). As you design professional learning for your teachers, the TPACK framework (Figure 9.5) can guide your thinking about Content (CK), Pedagogy (PK), and Technology (TK).


Figure 9.5
TPACK Framework
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Reproduced by permission of the publisher, © 2012 by tpack.org

Systematic TPACK design enables educators to gradually “rethink and refine their pedagogical strategies to maximize the power provided by the tools used interdependently and interactively” (Niess and Gillow-Wiles 2015). Once you have begun doing PD in technology, invite one or more of your adult learners to walk with you through your own cycle of learning, such as a “Cooperative Inquiry Cycle”:


Cooperative Inquiry Cycle (adapted from Mardis and Everhart 2014, 6)

• Plan: What was my PD goal in presenting this [instructional practice], [content], and [technology] mix?

• Do and describe: What learning happened during my PD as teachers integrate [instructional practice] and [technology] with their content?

• Review: How well did this mix [instructional practice], [content], and [technology] support the learning goal I had for teachers?

• Did teachers apply what they were learning?

• Where might I see transfer of that learning later?

• Redo plan: What have I learned for my next PD?

• What worked?

• What needs to change?

• Wonder: What I do not know …?

• Who can help me learn …?



As we have seen in this discussion of technology training, the most successful school leaders are learners who wonder transparently about teaching and learning goals, and instruction.



READING, WRITING, AND RESEARCH: INTO THE ROOM

Although common practice in school libraries less than a decade ago, fewer and fewer school librarians today see lasting value in solo teaching of a generic information-literacy process. Cathy Rettberg, head librarian at Menlo School in Atherton, California that serves grades 6–12, describes her efforts at professional development within the context of iterative planning, implementing, and assessing student work with a particular department on a specific project:


We review and tweak the previous year’s project each year before we roll out the sophomores’ current year’s assignment. We tend to have on-the-fly assessments of progress as the project unfolds—we discuss what is working well and what is not, particularly where changes from the previous year are involved. I really value a postproject debrief. This is where I take notes about how things went, and we use those notes the following year for project updates. Of course the degree to which all of this happens depends on the teacher! With three or four Modern World History teachers involved, some will be methodical about this process and others will be much more interested in letting things turn out however they turn out. Fortunately, they have to work as a team, so I really only need strong buy-in from one of them to have a reasonable effect on all of the classes.



She sees the negotiated process of evaluating sources and citations as a bridge to shared learning:


The “Do-it-Yourself DBQ” juniors choose a question on which serious historians disagree—one the class has not yet explored in their World War II unit. They curate and edit 4-5 sources, each paired with guiding questions essential to interpreting the DBQ question. Faculty and I have assessed students’ annotated bibliographies together—that way we can look at the types and quality of the sources that students selected, their analysis of its usefulness, and I can pass on my knowledge about citation mechanics and information literacy. Generally, the teachers know more about the historical content (and thus the nature of the sources) than I do, while I can speak to source authority, variety, and accuracy of the citation. What I am finding is that some teachers have become much more capable and confident in their own ability to assess the citations independently, which is an important goal for me.



Progression from department-specific to school-wide PD necessitates administrators’ sanction and, indeed, collaborative support. After her ineffective multiyear attempts to develop consistency in Middle School’s information literacy teaching, Marion van Engelen, the Upper School Librarian at the International School of Luxembourg, joined forces with Nancy Squiccarini, Director of Curriculum, to consult and involve faculty in a teaching and learning process in order to get faculty buy-in about the importance of consistently embedding these skills into the curriculum. Armed with a colleague’s list of suggested grade-level skills coordinated to each “step” in the Big6 process (http://big6.com/pages/about/big6-skills-overview.php), the two leaders used the first 20 minutes of a series of regular staff meetings to have tables of teachers from the three grades (6, 7, and 8) and different disciplines discuss each of the Big6 steps—where and why skills might be introduced (I), practiced (P), or mastered (M). An example of one week’s work (https://docs.google.com/document/d/1jCS3v8OFNVTRzl0GzZxcVQ-TSEYrECpJ9jsN5AH1ls4/edit?pref=2&pli=1) shows skill-level differences and “Exit Slip” learning responses submitted by the group at the end of the session.

At the end of each meeting, the instructional leadership team gathered and reviewed their data about the PD process, which were then used to refine their design of subsequent meetings. Distinctions between brainstorming versus mind-mapping analysis of tiered skills and plans for scaffolded instruction by grades were accompanied by questions about assessment and mastery (Figure 9.6). By discussing the skills necessary at every grade level, a sense of agreement was created in which everyone felt represented and consulted.


Figure 9.6
Teachers’ Comments—International School of Luxembourg
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Reprinted with permission.

In assessing their progress, van Engelen reports, “At the moment PD consists of informal peer-to-peer 5 minute ‘tips and tricks’ in which colleagues showcase their teaching and I do some training (e.g., Google advanced search) during regular TTT days (Teachers Teaching Teachers).” However, at the same time, a draft of the skills levels is being written by her and Squiccarini with the understanding that it may be adjusted over time “since some skills are more suitably taught in certain units.”

In the broader picture, a school-wide redefinition of research and a consensus on the value of embedding information literacy into disciplinary learning is emerging and has faculty acknowledging that they need additional learning. The initial leadership pair has asked ICT to join them in planning additional PD. Librarians will focus on content-specific instructional strategies and ICT will support learning with technology as they drive the vertical articulation of information literacy throughout the Middle School.

A similar initiative was begun six years ago at The Harker School (mentioned earlier) initially by a steering committee, then divisional leadership committees (upper, middle, and lower), and finally department-level leadership (Smith 2012). With a stable faculty and ongoing efforts to embedded information literacy instruction department-by-department throughout this K–12 school, individual groups of faculty can now design professional learning more organically. As faculty and librarians grew comfortable with their common vocabulary and collaborative work, they began to recognize how disciplinary information literacy (Vaughan, Smith, and Cranston 2016) added nuance to their teaching.


Figure 9.7
Harker’s Science Department’s Initial Brainstormed Notes Responding to Questions About Disciplinary Epistemology
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Reprinted with permission.

In the 2015 returning teacher orientation session facilitated by the librarians, each department was asked to consider “How do you know what you know in your discipline?” and then “How do you make your students aware of these distinctions between your discipline and others?” Teachers in departmental groups brainstormed and discussed, and then informally shared their notes (Figure 9.7). From insights about room arrangements (e.g., lab tables convey the importance of experimentation, while circles of chairs signal discussion and negotiation) to the meanings of subject-specific words (e.g., original work, proof), they had unearthed distinct disciplinary values.

They learned that the commonly used term “close reading” had different connotations: English teachers wanted students to scrutinize the artful use of language and nuances in the cultural context of a literary work; history teachers described a process of unpacking, contextualizing, and corroborating multiple primary sources in tandem; and science teachers saw reading as closely evaluating raw data sets and experimental results devoid of analysis. Just as MLA, Chicago, and APA citation styles were being chosen to serve disciplinary writing, the faculty and librarians would need to teach students that finding and using “evidence” was very different in literature, science, and history. Led by the librarians, the faculty has moved into deeper professional learning according to Susan Smith, library director: “An honest conversation among faculty about how we expect students to communicate in our disciplines ultimately resulted in greater clarity about how to cue students as they move through their day, while raising consciousness about the unique disciplinary lenses needed for information literacy instruction across the curriculum.”

While these schools have developed their own institutional capacity for professional learning using school librarians as leaders, others reach out to organizations to help them build that capacity using site-based librarians and faculty. At Albany High School in Northern California’s East Bay, librarian Sarah Oremland is learning to become a teacher-leader for her school’s professional development inquiry initiative. Guided by Mills Teacher Scholars (http://millsscholars.org), a teacher learning program out of the Mills College School of Education, three teacher-leaders including Oremland meet four times over the course of the year with other teacher-leaders and Mills Teacher Scholars’ staff to develop and deepen the skills and dispositions required to support peers to have thoughtful and productive conversations about student learning. “We learn about how other schools/districts in the Mills network are implementing inquiry professional learning. At these meetings, experienced teacher-leaders model the process, sometimes about our own inquiries, sometimes about inquiry implementation.”

Mills Teacher Scholars initiates a long-term relationship with each school that hires them. In the case of Albany High School, the Mills Teacher Scholars’ representative is Claire Bove, the Associate Director and a Carnegie Scholar with a research focus on developing teacher leadership. During the first year, she facilitated the faculty’s inquiry meetings at AHS. Currently in their second year (2015–2016), Bove meets with Oremland and two teachers to transition more group responsibility to them. At the same time, she meets one-to-one with the other members of the group to serve as a thinking partner as the teachers grapple with their own dilemma of practice as the basis for individual inquiry. She also offers to serve as a data collection assistant in the classroom (to interview students, or to collect audio or video data) if the teacher chooses. In the third year, Albany High School will become a sustaining school and, with Bove in a supporting role, the teacher-leaders will plan and facilitate the professional development inquiry, and meet one-on-one with peers for thinking conversations and data collection assistance. Sara explains the process in which she both participates and facilitates:


We start with a “dilemma of practice” and, through a conversational protocol, learn to think through what it is we really want students to learn. Together we think about how to identify and gather long-term evidence of the learning we want by systematically analyzing a “routine data source” (e.g., exit tickets, reflections, audio recordings, or journals) that we already collect. The goal is to determine which changes in our teaching are most successful in students’ learning.



Under certain conditions, unique disciplinary expertise can garner social capital within a school, becoming the professional developer’s bedrock authority. Although a number of school librarians have shared on LM_Net that they had previous careers in journalism, engineering, nursing, and legal and environmental consulting, in and of itself that expertise does not translate into influence. In contrast, Linda Swarlis, who wears multiple hats including Director of Information Services and Library at the Columbus School for Girls, Columbus Ohio, FIRST Robotics Advisor, and AP Coordinator, has leveraged her dissertation expertise in spatial ability to spearhead some of her school’s Science, Technology, Engineering, and Mathematics (STEM)-related initiatives. According to research studies, most girls and women have gaps in spatial skill development, especially in the area of mental rotation, but success in STEM depends on strong spatial thinking.

Swarlis began her graduate studies in 2004 and began speaking about it with school administrators at that time. Since the mission statement of the PreK–12 School references the “distinctive potential” of girls to “strive for excellence,” Swarlis reasoned that it was imperative that the curriculum directly address deficits in spatial skill. Spatial skill development was added to the school’s strategic plan in 2007. Swarlis presented the research and fruitful interventions that could improve STEM performance to her elementary- and middle-school faculty (2008, 2010).

Swarlis works with individual teachers to incorporate spatial skills into their curricula. She points to many instances of integrated spatial skill building using maps and navigation in multiple subject areas. She teaches a ninth- and tenth-grade elective on spatial visualization, using material from an introductory college course. Due to its success, the methods and content are being incorporated into the sixth-grade curriculum. She curates a LibGuide to showcase some of the projects, research articles, and resources that can support classroom teachers and administrators who want to extend their interventions http://columbusschoolforgirls.libguides.com/Spatialskilldevelopment. Linda’s expertise, strategic alliances, and leadership have helped shape the school’s institutional focus and professional development priorities.



INSIGHTS FROM RESEARCH

We have examined three areas of librarianship in which school librarians demonstrate that they can consult, collaborate, coach, and facilitate professional learning. We recognize that sustainable learning is an active, constructive process in which the adult learner self-identifies a goal important to his or her students’ learning. If the school librarian plans professional learning to build four types of knowledge (Anderson and Krathwohl 2001) applied to their discipline or content, this adult learning is likely to stick and transfer:


	Factual knowledge—the basic elements used and understood in a discipline


	Conceptual knowledge—the principles, models, groups, and structures in which the basic elements function


	Procedural knowledge—how to do something: skills, algorithms, techniques, and procedures


	Metacognitive knowledge—self-awareness about one’s thinking, behaviors, and heuristics




Effective professional development always involves growth and change. All learners go through evolving stages of concern about change (Hord et al. 2006) during which learners’ needs for information, assistance, and support differ and their capacity to change varies. When you are doing professional development and sense problems or questions, attempt to diagnose at what stage your learner is operating so that your response is relevant and your intervention is useful (see Table 9.1).








	Table 9.1
Potential Concerns and Possible Responses



	Concern

	Possible response






	I don’t even know about this. (Awareness concern)

	Acknowledge that lack of awareness is reasonable – it doesn’t mean you’re ignorant.
No questions are foolish or stupid.
Involve teachers in discussion and possible implementation.
Share enough information to arouse interest but not overwhelm.
Encourage unaware faculty to talk to people who already know something.
Respond to neutrally correct inaccurate information.




	I have heard the term or idea but don’t know much about it.
(Informational concern)

	Provide clear and accurate information.
Provide information in various ways – verbal, written.
Provide time for sharing in small and large groups.
Have a teacher who has used it a little share – not the “expert.”
Talk about others who have been doing it.
Help faculty reflect on what they are already doing, then tease out similarities and differences.




	I’m not sure I can do this
(Personal concern)

	Legitimize personal concerns – you’re not an oddball.
Affirm that the teacher is capable.
Connect the teacher with someone whose concerns have diminished and is likely to be supportive.
Develop sequential baby steps or a plan for implementation.
Encourage and support with the expectation that this is attainable.




	How do I organize and teach/implement this?
(Management concerns)

	Clarify the steps and components.
Provide answers to the small, specific “how to” issues.
Show concrete logistical solutions to practical problems.
Coach teachers in sequencing specific activities.
Focus on the immediate demands of the change – ask them to park their worries about what will happen in the future for the moment.




	What’s the outcome of this?
(Consequence concerns)

	Provide opportunities to see it in action.
Give positive feedback.
Celebrate accomplishments no matter how small.
Invite sharing of attempts and accomplishments.
Brainstorm what it might look like at first – and then a month later.




	Is this the only way?
(Refocusing concerns)

	Respect out-of-the-box efforts as a creative assimilation process.
Channel ideas in productive directions.
Encourage teachers to act on concerns for improving it.
Support access to what they need in order to refine behavior to accommodate the change.




	Adapted by Debbie Abilock from Hord, Rutherford, Huling, & Hall, 2006)






Learners are individuals and learning is dynamic. It is natural for faculty to exhibit a wide range of competencies and varied speeds of learning, a fact that is often ignored in one-size-fits-all PD. Not so long ago, professional developers used “Stages of Change” as a fixed set of steps modeling the process of change (see, for example, Brown-Chidsey and Bickford 2016, 102–104). However, this linear progression from awareness to action—which initially emerged from a model to explain smoking addiction—has been discredited as simplistic. While it does recognize different response to change, psychologists argue that it does not dynamically model the “moment-to-moment balance of motives” including impulses and drives, inhibitions and emotional states, and beliefs and intentions (West 2005, 1036) that individuals actually experience. Instead the current synthesis of research on change theory uses the acronym PRIME to represent an individual’s experience in which “capability, opportunity, and motivation all interact with behavior” (West and Brown 2013, 192):


Plans—conscious mental representations of future actions, plus commitment

Responses—starting, stopping, or modifying actions

Impulses/Inhibitions—urges toward or away

Motives—feelings of want or need

Evaluations—beliefs about what is good or bad (adapted from West and Brown 2013, 195).



Let us apply PRIME to explain why and how an adult decides to make changes after professional development:


During a workshop a teacher comes to believe (E) that he could teach note taking differently (I) in order to significantly improve students’ reading comprehension (E) but he does not feel he has either the stamina or a strong incentive (I) to modify his teaching in May (I). Instead he offers to help (R) one struggling reader develop and organize his note cards (P) for a capstone project in order to test out a few teaching strategies on one student (P) that might work with the whole class in the fall (P).



Or, in this PRIME scenario, let us imagine why and how a librarian decides to implement a curation strategy:


A site-based librarian who believes she could lead professional development (I) is strongly interested (M) in observing teachers and initiating professional discussions with them (R) in order to gain first-hand insights (E) about their readiness and capabilities (P) to co-teach with her (E). She worries that teachers might distance themselves from her as a flashy self-promoter (M) but decides (R) after reading this chapter (I) that she feels that it’s important enough to try (M) to plan departmental curation coaching workshops (P) even if only a handful of learners attended (E) because she had heard faculty repeatedly ask for help gathering materials (M).



Try applying PRIME to “diagnose” your own scenario; it may help you clarify your own motivations and anticipate the negative and positive responses to change that you’ll likely encounter among faculty.

This chapter is filled with instructional gems you can use in your adult learning efforts. For example, you can apply what Oremland learned about gathering routine evidence of your PD’s effectiveness:


	Checklists to capture before-and-after evidence of changes in teachers’ skills, knowledge, or attitudes


	Rubrics in which teachers place themselves on a learning progression based on your PD goal


	Reflections or exit tickets in which teachers provide you with information about their process or insights about your PD


	Portfolios of teachers’ work such as assignments and related student work samples (adapted from Todd 2003)












	Table 9.2
Continuum of Professional Development



	Design Considerations

	Training

	Professional Learning





	Purpose

	Develop individual teacher’s skills

	Develop school-wide instructional coherence




	Focus

	Activity focus: Filling learners with knowledge of technical tool use, consumption of materials, and fragmentary experimentation with techniques that are loosely connected to or disconnected from disciplinary content

	Capacity focus: Deepening intellectual work involves knowledge creation of content and pedagogy simultaneously through integrated experimentation, intentional modeling, and transparent reflection over time




	Participants

	Educators from different schools or unrelated individual teachers

	School-based instruction-related clusters: grade-levels, departments, job-alike teams, study groups




	Use of outside experts

	Charismatic speakers who engage their audience and transmit information but have little knowledge about the school beforehand, little contact after their visit, and little interest in teachers’ expertise

	Researchers and program experts who understand the school climate and goals in order to present knowledge and then facilitate implementation, taking into account the experience and knowledge that teachers have




	Context

	Off-site, decontextualized, unrelated to levels of teachers’ expertise, based on generalized perceptions of students as learners

	Site-based, differentiated, grounded in student work, participants’ transparent practices and convictions and actual problems of teaching




	School goals, initiatives, and standards

	Loosely related or unconnected

	Integrated




	Duration

	Short, fragmented, eight hours or less

	Long-term cycle, 14+ hours with largest effects between 30 and 100 hours




	Format

	One-shot workshops, single-session talks, conference presentations, smackdowns

	Varies by content, purpose, and context




	Follow-up

	Unsystematic, the teacher’s responsibility

	Tiered and differentiated support, collective responsibility for practice and review




	Participation level

	Superficial, limited commitment

	Engaged, sustained commitment




	Assessment

	Satisfaction surveys that document participants reactions to the leader’s qualities and need for additional training

	Evidence of participants active engagement in reflection, analysis, and use of new knowledge and skills to revise future instruction, impact student learning and improve organizational capacity




	Compiled by Debbie Abilock based on research findings (Borko, 2004; Garet, Porter, Desimone, Birman, & Yoon, 2001; Guskey, 2014; Guskey & Yoon, 2009; Hattie, 2009, 2012; Hunter, 2014; Knapp, 2004; Lieberman & Miller, 2014; Marra et al., 2011; Penuel, Fishman, Yamaguchi, & Gallagher, 2007; Stein, Smith, & Silver, 1999; Yoon, Duncan, Lee, Scarloss, & Shapley, 2007).






Perhaps at the end of a semester or the school year, you might reach out to an administrator for time in which to return those checklists, rubrics, or reflections that you asked teachers to complete in a workshop. Teachers can reread and reflect on changes they can connect to their students’ achievements (Ronfeldt, Farmer, and Grissom 2015) and both you and they can see longer term patterns in how their own learning is applied–or why it is not.

Most professional “training” treats change as an event or series of steps through which undifferentiated learners progress. Teachers are presented with bits of knowledge or skills and expected to transfer and apply their knowledge to classrooms regardless of the context, content, or students. According to the research on professional learning, it is unlikely that this will build the school’s instructional capacity, the goal of your administration. Table 9.2 summarizes the current thinking about effective professional learning from a school-wide perspective.



FROM LOOKING IN TO BEING THERE

You may decide to stand by the door with your professional colleagues, worrying that stepping in may be seen as stepping away or stepping above your peers. Sara Oremland suggests that you think about PD from another angle:


I don’t think this has changed my relationship with my colleagues. I’ve been taking on leadership roles for a while in other capacities, which have both positive and negative consequences. There is a bit of a tall-poppy syndrome that comes with being a leader - that is hard and uncomfortable to negotiate sometimes. However, many other colleagues appreciate that someone other than administrators are doing leadership in the school. For me personally, it makes me very happy to have a space to think in and to have colleagues from different departments to offer insight on my practice, especially since being a department of one can be so isolating.



To a certain extent, professional developers are storytellers—a natural role for the librarian who believes that the good work with adults, like the good work we do with our students, is not fiction. There is joy and purpose in the narrative of creating and sustaining a learning community. From modest beginnings to ambitious initiatives, there is room for learning librarians who embrace the practical problems of teaching for high-quality learning alongside other professional learners. The door is wide open—won’t you step in?
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Leadership and Your Professional School Library Association

Connie Williams and Blanche Woolls


INTRODUCTION

A professional school library association derives its membership from school library professionals and support staff at the local, state, or national level with the purpose of promoting the professional development of members as well as advocacy for the profession. Professional associations provide the working professional with the support and resources necessary to stay abreast of trends, discoveries, and the challenges that are found within their schools. The strength that an association provides comes from its members’ active participation and engagement. Members represent and are responsible for their association and its activities, along with the mission, goals, and objectives. The success of the association is limited only by the ability of its members to work together to make things happen, and an active and dynamic leadership can ensure that the association meets or exceeds its goals and mission.

School librarians have many reasons for joining their professional associations including:


	Networking locally that begins with fellow school librarians.
Librarians who are colleagues in the same or near-by district can provide valuable insight with frequent visits, meet-ups, and telephone calls. Working within the same district allows librarians to collaborate on projects and work together with local administration, and being able to discuss possible solutions with a seasoned professional helps new professionals to gain confidence that they can take back to their own schools.


	Networking state-wide opens the door to leadership opportunities.
Librarians working within their state associations expand their local networks across the state while working together towards state-wide goals.


	Networking nationally allows opportunities to meet others from far afield.
Learning from others across the nation allows librarians to observe that there are universal problems and that many minds working together can help to solve them.


	Improving your communication skills on an online listserv or other online communications group.
Members can pose questions or concerns, ask for help analyzing failures, report successes, or keep in touch with one another in the online listserv or group. This crowdsourcing allows for the discussion of alternative, innovative, or practical approaches to many of the concerns and conundrums of working with students, faculty, and administrators.


	Develops a greater number of professional friendships and a collegiality that builds year after year.
Most active members remark that they place the highest value on the friendships they have made through the years working side-by-side with others on professional projects.


	Become a more active member by serving on a committee.
Giving time and energy to an association by being a committee member or leader allows members to build the association and promote the profession while at the same time building personal knowledge, confidence, and expertise.


	Attend conferences to hear outstanding speakers and attend exciting and uplifting sessions and workshops.
Motivating speakers, expert presenters, and congenial participants are the backbone of Association conferences. Attending national, state, or regional conferences provides professional development opportunities and they become the place for colleagues, who communicate only online on listservs and in virtual committee meetings, to meet face-to-face once a year at the conference.


	Provide a dais for members to tell smaller groups the good things that are going on in their schools and school libraries.
Sharing is key to our profession and membership, and participation in association activities gives members a forum for spreading new knowledge and practice.


	Lobbying for school libraries to local, state, and national government officials.
A professional association provides the venue, the expertise, and the organizational scaffolding to work with government to develop working policies that can provide the best service for students in all educational settings. When agencies are debating funding issues for schools, these associations with their members can insure the inclusion of the school library in the implementation.






LEADING OTHERS TO ASSOCIATION MEMBERSHIP

Association membership while still a student provides an excellent venue for making important connections and gain valuable insight into their new profession. Students can intern at conferences and in-site libraries and participate in association activities, providing them with excellent networking possibilities.

School librarians need to take on the task of encouraging students to become active in professional associations so that new professionals can make the important connections that will help them learn, while at the same time offering their skills and their enthusiasm that keeps the association alive and vibrant. While students often feel that it is difficult to take on another expense, joining an association while still a student will open many doors to the beginning librarian.

School librarians are most often the only teacher in their school in the library … and without a traditional five-period day. It can be a lonely place when teachers do not understand the role of the school librarian or the function of the school library in the lives of students. When they are not members of their local or state school library association, librarians really have no one to learn with and share the stories that happen only within the library world. Inviting new librarians to association activities opens the doors to colleagues who can be there to help when needed.


Becoming a Mentor

One example of leadership for school librarians is becoming a mentor. Mentoring students, whether in high school or graduate school, allows you to share your experience and insight to those just starting out. The rewards, however, work both ways since you receive the benefits of seeing your profession—and your school—with the fresh perspective of the new librarian. Consider:


	Mentoring prospective students while they are in high school … or even earlier. When librarians see students who are interested, creative researchers and who love working with information, encourage them to consider a career as a school librarian. If they are teacher assistants, or others who volunteer at lunch or break time, give them tasks that show them the substance of library work: let them help you develop reading lists, create bulletin boards, handle social media, and help answer student questions. Encourage them to think about their interests and suggest ways that their interests intersect with libraries and other information specialties. As students get closer to college, spend time with them looking at schools that offer the MLIS and help them investigate their interests as undergrads and how their major of choice can lead them to one of the many MLIS options.





I once had a Teacher Assistant, a junior, who planned on becoming a librarian. We assigned her tasks that interested her including creating bulletin boards, reading list brochures, processing books, and some lesson activities about digital citizenship. At the end of her year, she was still convinced that the library was indeed, her world. She took a class in legal studies during her senior year and discovered a love of the law. When I mentioned that there was such a position as a law librarian, she was thrilled. We never know for sure how much we will influence the young people in our care, but showing them opportunities is a big wonderful part of being a librarian. (CW)




	Sharing your enthusiasm for working with all the teachers and students by encouraging a new, creative teacher who is considering a master’s degree. Suggest the library program and show them how exciting it is to work with all the students in the school teaching information skills alongside reading advisory and creating with technology tools while increasing their critical thinking skills, helping them become lifelong learners.


	Mentoring teachers. Mentoring does not always mean mentoring others to become librarians. Working alongside that creative and dynamic teacher can develop a shared activity that could change the way he/she teaches. Developing interesting lessons and other activities can lead into a partnership making a presentation at a conference, thus creating a collaboration that can continue growing.


	Contacting an education or library school and volunteer to have their students visit your school. Many library school programs require students to intern in a school or other library. Serving as a practicum or intern supervisor provides a direct one-on-one mentorship. Open your doors to those students for a rich, motivating, fruitful—for both of you—experience.


	Learning about newly hired school librarians in nearby school districts and invite them to have coffee on a weekend just to check if they have any questions. This is very important in areas where no school library supervision is available at the district level. A great way to encourage them is to offer to go with them to school library professional meetings when they are held in the region. These association meetings allow new librarians to meet with others in a congenial setting and it opens the door for their participation when they feel ready to do so.


	Sharing conference experiences. Both state and national meetings can be large and intimidating. Mentoring within the association means helping someone who is attending a first conference to learn how to negotiate the conference from explaining the “dress code” for the conference, how to share transportation to the conference, and perhaps how to share a room to make the conference costs more affordable. Once at the conference, understanding how the program guide can be used, suggesting appearances at committee meetings that might be of interest, helping choose which sessions to attend, and, perhaps most important of all, making sure your mentee meets as many people as possible and feels comfortable. Depending upon the size of the conference, even negotiating the exhibits can be a challenge.






Association Leadership

Associations provide many opportunities for school librarians to learn and practice their leadership skills. As an association leader, you will be called upon to participate in many activities that require you to:


	Conduct meetings


	Organize and lead groups


	Meet the media


	Introduce a program or moderate a panel discussion


	Presenting a conference program


	Participate on committees on task force.




Members who are elected to office in some associations are provided formal training in conducting meetings, following parliamentary procedure, organizing and leading groups, and meeting the media. An easier way to start standing before a large audience is to introduce a speaker or moderate a panel presentation. Finally, leadership skills are truly practiced when working on a committee or a task force.



LEADERSHIP PRACTICE IN AN ASSOCIATION


Associations usually have a wide variety of places in which one learns to exert leadership, beginning with those places where one learns to conduct meetings and organize and lead groups.



Learning to conduct a meeting means setting an agenda that the members of the group follow within the time frame allocated. It involves practice to build an agenda and then direct the discussion and any voting allowing members to participate fully. It is not easy, and knowing what to do as time runs out is something learned through practice. Organizing groups means learning how to choose people who have the skills and knowledge to work with others to accomplish an assignment.

Meeting the media involves learning how to craft sound bites for quick responses to questions and to get the message across. How to respond in a variety of situations, some positive and others negative, may seem like something someone else does with ease, but it is definitely a learned attribute. This is especially helpful if librarians in the school district are trying to deflect a censorship problem, fight for more funding for school libraries, or even promote a particularly successful program such as when the local member of Congress, along with an entourage of the media pays a visit to the school.

When a fear of standing in front of an audience needs to be overcome, conferences offer the opportunity to introduce a session speaker. Introducing a speaker is a good place to gain experience at the podium—it is nice and short and deflects attention to the speaker rather than you. Another opportunity is to moderate a panel discussion. Panel discussions keep leaders busy with the challenges of keeping the panel speakers within their time allocation and also moderate questions from the audience.

Presenting at a poster session can be an excellent beginning step for a new librarian wishing to take the first steps toward presenting at conferences. This means choosing a topic to share, creating a “poster” or some other visual, and standing next to it to explain what it is about to those who stop. This audience may be less formidable than a larger group and it can be an excellent training ground for future presentations.

The preparation of a session presentation is a fabulous professional development that builds confidence in a particular subject, while giving practice in presentation skills. Sharing successful practice may mean bringing along a teacher or administrator to add to the content. When a teacher or administrator has been actively involved in the activity being presented, having them present with you allows them to participate in the conference, to see you as a professional within your professional network, and to provide their expertise to a new group of teachers. While they are there, they can see exhibits of the kinds of things needed in the library including things like: new ergonomic furniture that would make the library a more healthy and attractive place for students, the latest and greatest new materials available to purchase, and new ideas that are circulating. That picture is better than a thousand words. You can help them note the number of new books being published that would fit right into the curriculum—highlighting site programs that would especially benefit—can support the library budget requests by linking materials that they have seen will benefit specific students. This opportunity also allows them to take a look at databases or other curriculum materials for their use in the school. If your administrator or teacher goes back to the school with all these useful items in mind, they will be more likely to support your request for additional funds.

Associations offer a wide variety of committees and these provide many opportunities to learn and to lead. While some of these are more sought after than others there are myriad of opportunities for all interests. Starting with committee membership allows an easier entry into the work of the association. Since in most associations there are so many committees to choose from, members have many opportunities to investigate. Attending committee meetings at conferences allows members to make connections while performing necessary tasks that help to move the committee goals forward. Joining a committee is an excellent way to practice communication and team building skills.

One can accept membership on a task force; these are usually appointed by the president or the board to carry out a special task. Task forces have definite charges to carry out and these will have a set time frame. Examples of task forces include those for creating standards or guidelines for the association, a special fund raising activity, or perhaps creating a special anniversary celebration for the association. When accepting an appointment to a committee or a task force, it is important to attend the meetings whenever possible, carry out any assignments, and help facilitate completing tasks for the group. This builds a reputation as someone who is an effective member of a group.

Committees are responsible for a wide variety of tasks. Each has a goal and a mission, which dovetails with tasks that keep the association running efficiently and meeting the needs of members. Depending on the size of the association, committees can review mission statements or strategic plans, choose winners of honors, or review the proposed budget. There are committees that encourage new members to join, revise bylaws, or nominate persons to run for offices or a council of the association. To share the challenges of offering conferences, there are committees that take responsibility for programs and other activities to be held during the conference and provide interesting and educational opportunities for participants. When organizations have publications, most will have a publications committee to oversee its production. Government and legislative committees help members take responsibility for meeting government officials and legislators, helping them understand the role of school libraries, and another committee will help members support intellectual freedom. For an organization to have a presence, it needs to carry out advocacy. Finally, with the new technologies available, joining the global society can be made easier through international relations efforts. Some possible committees and their assignments include:

• The membership committee is vital to the association and to the profession. It is imperative that all school librarians be aware of the activities of the association and the goals and objectives for the profession. The more members join and participate, the more voice school librarians will have in the wider education community. Members of this committee advocate for association membership to their fellow school librarians who are not members and are willing to share their enthusiasm and reasons for becoming members.

• The publications committee is an excellent venue for writers, artists, and reviewers. Editing articles submitted for the magazine, determining the monthly theme and content, writing articles or a monthly column are all duties that can fall to committee members.

• An appointments committee, if the association has one, determines who should be assigned the various positions within the association. For this committee, members will need to be able to assess the resumes of potential members so that they are placed in appropriate positions. This committee may also be in charge of nominating officers for the ballot, or the nominations committee may be a separate committee.

• The budget committee looks at a proposed budget and compares it to the previous year’s budget to determine if sufficient funding is available to carry out the activities of the association. This is seldom easy and often means making cuts, which can be difficult. Members of this committee can work with other committees to help mitigate losses and work to advocate for the best possible scenarios to keep the association viable and vibrant.

• The bylaws committee reviews the constitution when necessary. This committee may recommend items for voting by the membership to change the bylaws. This committee is for someone who likes to pay attention to detail; also, these members must know the difference between bylaws and policy statements. This committee may also translate bylaws into policies for the association or determine if a policy is in conflict with a bylaw.

• The conference planning committees are always exciting, because committee members help pick the speakers and programming for upcoming conferences. Planning committees may be responsible for maintaining the registration desk at the conference, for making sure speakers are introduced at sessions, for thanking speakers at the end of a session, and for giving the speaker a small token for speaking. Depending upon shuttle service and taxi arrangements, a conference committee person may be asked to collect a speaker at the airport. This can be especially entertaining if the speaker is a well-known person you would like to meet.

• The honor book committees are highly sought after committees for many reasons including the ability to read the latest and greatest new books before publication dates, meeting the authors, organizing the honor event at conference, and writing reviews. An appointment to one of those may require patience. It is often necessary to build a reputation for hard work and excellence in order to be chosen.

• A fundraising committee is often appointed, and persons on this committee must be comfortable asking for money, goods, or donations as well as thinking of inventive ways to raise money including membership drives, regional meetings, book fairs, and other outreach events.

• The legislation committee helps members learn about upcoming laws and appropriations that impact school libraries. This committee oversees the distribution of information to members about upcoming legislation and advocacy needs, and when immediate action is warranted. Committee members make sure that members know who their legislative contacts are and help them make appointments with appropriate persons to ensure proper attention. This committee may present programming at conferences to prepare members for making such contacts through email, regular mail, or visits to offices to discuss relevant issues. The essential role of this committee is expanded later in the chapter.

• The advocacy committee may be a part of the legislation committee or it may be a separate entity. This committee is responsible for planning ways to get the association, its members, and school library programs recognized to as broad an audience as possible. They will develop materials to share so that each member can work toward more attention being paid to the role of school libraries in the lives of students and teachers.

• An international relations committee is necessary because school librarians worldwide will benefit from knowing school librarians in the United States, and U.S. librarians can learn from others in the global community. National associations may help facilitate exchanges between members so that this committee provides exciting possibilities.

While associations may have committees other than the ones mentioned here, the key to making good appointments is to make sure those appointed will fulfill their obligation by reading everything sent to them, making the decisions they are asked to make, and participating in discussions about these topics. Good work can be best accomplished by the full participation of all members. When there are committee members who do not participate, it is difficult to accomplish anything and important events, information, and/or ideas can easily go astray. Being a committee member has many benefits: working for the betterment of the profession, gaining professional development, and most importantly making friends among colleagues from across the state, the nation, and even the whole world!


Working Within an Association

All associations differ, and in some organizations, all appointments are made by the president while in others, a committee is formed to help fill vacant positions. Often, those interested in serving on a committee must fill out a form; be sure to check the process for your organization. Accepting an appointment or choosing to run for a position within an association requires a commitment. Choose to serve only when the work you will be assigned or expected to carry out is interesting to you. Actively supporting ideas, strategies, and the policies of the association and its committees allows you to move forward ideas with which you agree and want to spread. Active participants with helpful suggestions move the association and the profession. Once elected or appointed, the work really begins. You have made a commitment to attend all meetings of the association. For local and state associations, this means attendance at their conferences, which is a financial commitment to membership. Some offices and committees may also have conference calls in the interim, and for members that responsibility is to read all the information before the conference call.



Top Level Leadership

In most associations, leaders are elected. A nominating committee may choose who runs for office. In most associations, a process to run by petition is available. To be a candidate, one must be someone known by the nominating committee, which means being active over time at other tasks within the association.

Association officers make committee appointments, set agendas, conduct meetings, and serve as the “voice” for the association. An officer-elect is responsible for planning a conference, finding a location, organizing speakers for major programs, and making sure auxiliary programs follow the theme of the conference. While this may seem intimidating, there is usually association and strong member support for conference planning; and though scary, conference is among the most exciting events to plan. Different committees directly related to the conference will have been appointed—and each will carry out the necessary tasks related to their area. The President-elect will work with all committees to ensure a seamless interface during the conference.

Association leaders make sure that meetings progress in a timely fashion, keeping the group focused on the agenda and skillfully returning to the agenda before any discussion gets too far from the topic. This is a skill that can be learned and practiced and put to good use in other situations.

Following parliamentary procedure is made much easier by getting a copy of the rules the organization has in place, whether Robert’s or Sturgis’s or another. If the association is very formal, many officers will be assisted by a parliamentarian, who helps with questions about the appropriateness of a motion, whether it has been seconded, what discussion may ensue, and when a vote is appropriate. While it is easier when a parliamentarian is available, leaders need to have some basic information to be able to work effectively. When no parliamentarian is available, the officer can appoint a member to take on these duties during a meeting to help the meeting to run smoothly. Officers must be very familiar with the rules, or it will be very difficult to have any meaningful progress at meetings toward accomplishing the goals of the association.

Officers in associations need good communications skills; they must be able to organize and lead groups, skills that have been demonstrated from their time as a member. Sometimes this training is given as a part of the program in a school library credential program. But this is not standard across all certification programs. The school library association may also offer group dynamics as a part of the training for their officers and members. When these opportunities are offered, take the time for the training, because this kind of training can be useful for school librarians back at their schools. Librarians make presentations to faculty, district leaders, and committees, and to School Board members making training in group dynamics useful for the preparation for these presentations.

Association officers and leaders learn how to speak in “sound bites” that resonate. If a school librarian is asked to be on a radio or television news broadcast, it is an excellent opportunity to promote the school library program in his or her building, the program across the district as a whole, and even the role of school libraries in the education of children in the state.


The American Library Association offers tips for encountering the media. When you are the spokesperson for your association or for the event being covered, review these tips before being interviewed. Remember that when an interviewer calls you out of the blue, you can ask for their phone number and tell them that you can call back in just a moment. Take a deep breath, review your message, check out these tips again, and then return the call. You will feel much better having taken a moment to pull your thoughts together.


	Be clear about whom you represent—yourself, your library, or library association. If a host misstates your name or affiliation, gently but firmly correct him/her immediately.


	Stay on message. You may have heard it many times, but chances are your audience has not. Aim to deliver your key message at least three times.


	Know your audience. Find out the name and type of the publication, station, or program and the type of readers/listeners it has. Ask the reporter/producer what the “angle” is. Tailor your remarks accordingly.


	Be prepared to answer the standard “Who-What-Where-When-Why and How” questions—also the tough ones you would rather not be asked.


	Write your key message, talking points and tough questions on note cards. Review them before you do an interview. Keep them in front of you when doing radio or telephone interviews.


	Talk in “sound bites.” This is especially important with broadcast media when you may have only about 10 seconds to respond. Your key message should be short and pithy. Practice limiting your answers to 20 words or less. If reporters want more, they will ask more questions.


	Stay focused. An interview is not a conversation. It is conversational. The interviewer has a job to do. Do not let down your guard. Practice the techniques in the Staying in Control section.


	Never give inaccurate information. If you are unsure, simply say, “I am sorry I do not know that. I will be glad to check and get back to you.”


	Help the reporter/interviewer help the audience understand. Provide fact sheets and other background materials. Suggest other spokespeople to contact.


	Remember to smile. It is important to come across as friendly and likeable as well as professional.






In most library associations, the job of president is really a three-year obligation starting with President-elect, then a year as the President, and then a year as a Past President. It is a lot of work, and while this may be daunting to a school librarian with a day job, it is possible to do and provides a venue to be a voice for the profession and a deep satisfaction that can come with the accomplishments of leadership.

When you are in a top leadership position, it is important to assign persons’ tasks within the association to the best possible people. One of the hazards of association leadership is that many officers find themselves obligated to assign persons who have been helpful in their being elected or who have been in committee leadership for years. If the same people are assigned to committees year after year, it is not very encouraging to a newcomer. Breaking into the inner circle can become so frustrating that the association loses a potentially great member. Presidents who recognize leadership patterns might be willing to relook at the committees and reassign as needed. Walking the “fine line” to keeping long-time members active while encouraging new members to join in can include a difficult set of decisions. Using the support of the Executive Officers and committee chairs to making sound decisions can help keep things running smoothly.



Working as an Officer

When an association is large enough, paid staff may manage the association. In this case, much of the conference planning as far as location, negotiating with hotels, and choices of food for events becomes the responsibility of the office staff.

One should always remember that it is an honor to be asked to run for any office in an association; one should not be overly disappointed if not elected. In most associations, a member can choose to run again increasing name recognition, long thought as one of the more important attributes for a candidate for office.


While it is disappointing to lose in an election, do not let it get you down should it happens to you. There are so many things to be accomplished within an association, and so many ways to participate. Working hard in between elections will help you to move association goals forward. Run again!





Attending Conferences

While many associations are moving much of their business into the virtual world, attendance at conferences continues to provide excellent networking opportunities and the ability to look at new products and equipment in the exhibit area. In fact, one of the most popular reasons many people attend conferences is to meet up with friends made over the years and to visit with Exhibit Representatives all in one place. Because many conferences are held during the academic year, some members must state their case to their school administrators for attending. Our advice: never to ask to attend a conference; ask: “Where are the forms I must complete to ask for funding to attend X conference?” Be sure to have your list of benefits to the school and school district for attendance, the dates of the conference, the probable expenses related to attending, and how you will implement the new ideas you will be learning while at conference.

Again, do consider presenting at conferences. It is easier to ask for permission and funding to attend when you have been acknowledged as being a leader by your acceptance to present. Administrators who appreciate the teacher leaders on their staff will usually be supportive and willing to help fund those events. When proposing a presentation for a conference, consider asking your administrator or another teacher to be a part of the presentation. This helps them to connect to your work and allows them to see you as the leader you are among your librarian colleagues. A perk of presenting often brings a reduction of the price for registration.

Many associations offer a variety of awards—when you have an excellent teacher or administrator who fits one of the categories to be honored by your association, make an effort to nominate them. They will be surprised—and honored—that you noticed and appreciate their support of you and your library program.

Upon your return to school after attending the conference (1) try out something new right away and (2) make sure to report to your administration which sessions you attended, the information learned, and anything else that will confirm the value of going to the conference. Such a letter can be sent to the principal with copies going to the superintendent and Board. It is also always a good idea to scour the exhibit floor for posters and other things to bring back and share with individuals, at that moment or at a later time. They are always good to use as prizes for attending staff development workshops in the library or to give to students as reading incentives. Do not forget to mention to the administrator that these came from attending the conference.



LEGISLATIVE EFFORTS OF ASSOCIATIONS

One of the maxims of political work is numbers count. When more people lobby for a particular action, legislators will listen. For too long, school librarians have expected someone else to explain the role of the school librarian, to point out the differences in the lives of students, and to acknowledge the assistance they give to teachers to make their teaching job easier. What is needed is for every school librarian to participate in some small way: by contacting local legislators, writing letters, joining in marches or petitions or other advocacy activities. The association leadership can provide the information to make the entry to the office, but the site librarian is the voice for the local community and that voice is the important one for our legislators.

School librarians have depended on research that shows the impact of the school library on learning to do the “selling” for them. It is compelling research, but it is only one tool we can be using to tell our school library story. Perhaps the strongest thing membership in an association can move forward is working toward getting the word out that school librarians provide access to information and access to all students, not just those students with access to technology.

Once a message has been developed, it is the responsibility of every school librarian to take that message forward to the people who are responsible to make sure students are provided with an information center: the parents, the community, the state, and the nation. The library association leadership must make sure that every member is willing and able to contact other school librarians, their parents, community members, and students to become advocates with them.

School library associations at all levels offer workshops to ensure that members are trained to go out into the community with the message; beginning with the school board. All school librarians and their advocates must be prepared to speak at a local association, meet with a local group, visit a member of the state legislature on a regular basis, and meet with a member of Congress (or at least one of their aides) on a regular basis. Officers in state associations and members on their committees must work to prepare the information for members to use to do this and to check to see that such information is going to the appropriate audiences on a regular basis.

Beyond the efforts of a legislative committee, many state associations have a strong lobbying arm and even hire their own lobbyists to support school library issues. This is still only a small beginning. That person, even the best lobbyist in the world, needs help. Members of the association must do their own part in the local area as well as the state. This is why association leaders must help each member visit both state and national legislators in their home offices. One of the best ways to speak to a local legislator is to make an appointment to share some of the activities going on in the local school. Invite your representative to visit your school and speak to history, government, or other classes, making a public relations event for all.

If someone were to ask, “What does a professional association do for its members?” the answer would include networking, learning about issues facing school librarians, lobbying for school libraries, a venue for learning new techniques, and a support system to help provide solutions to problems gleaned from the many networking opportunities an association membership provides.

How can one school librarian help move forward the advocacy for school libraries? By joining an association, participating in association activities, serving on committees, attending conferences, writing for the association publications, and even taking on a position as an officer in the association to support school librarians and school librarianship, you not only provide assistance to the association, but you gain a deep satisfaction as a professional. Professional associations support school librarians with common interests and guarantee a common effort to improve the situation of school librarians and their libraries, in the local area, in the state, in the nation, and perhaps even internationally. Association leaders and members introduce the world to the value of the school library in the education of students.


Moving into the Greater World of Associations: From State to National and on to Global!

The school librarian who would like to move into an even wider world of association membership can do so in a number of ways. Many of the larger library associations represent all types of libraries and they have an array of committees that need to have school librarians appointed to serve so that school library issues can be included. They also have a governing body composed of members elected to serve as a part of an Executive Committee or a governing council. School librarians are often reluctant to run, because they think that they will not be elected or that they will be elected but will not be able to attend the conferences to participate fully. Many associations are investigating alternative ways to participate, but at the present time, most members of association councils must pay all expenses to attend meetings, including registration fees, transportation, lodging, and meals at the conference. Such a commitment can be a detriment to running for a governing position, but the stakes are high for school librarians because their voices need to be heard. Association leaders often remark that they get such personal and professional satisfaction from their service. Some school districts will pay for Association expenses if they are convinced that having a member on state and national committees and serving in offices is good public relations for the district.

When school librarians become members of related associations such as the Association for Supervision and Curriculum Development or the International Literacy Association among others, they model the collaborative behavior they advocate in their schools. Their presence on committees, in making presentations, and even becoming candidates for offices gives members of these associations an opportunity to learn about school libraries.



CLOSING

School librarians must take on a leadership role in their schools and communities to ensure that the library serves as the center that provides access to information and ideas for all students. One of the ways that school librarians can learn and practice their leadership skills is through their membership in their local, state, and national library association. Stepping up to become an officer in an association, whether on a local committee, a state committee, or national Executive Board, means you are a partner in developing the standards for the profession through, providing valuable professional development for the profession as well as advocacy for school library programs, instruction, and administration of school libraries. It means you are learning best practices from colleagues and keeping informed of the latest trends in education. All of this can only be accomplished with the membership and active participation of an association’s members. Join and begin to make a difference.



SUGGESTED MEMBERSHIP ASSOCIATIONS

American Association of School Librarians (AASL): http://www.aasl.org/

Association for Educational Communications and Technology (AECT): http://www.aect.org/

American Federation of Teachers (AFT): http://www.aft.org/

American Library Association (ALA) and its divisions: http://www.ala.org/

Association for Supervision and Curriculum Development (ASCD): http://www.ascd.org/

International Literacy Association: http://www.literacyworldwide.org/

International Society for Technology in Education (ISTE): http://www.iste.org/

National Education Association (NEA): http://www.nea.org/
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Shifting Our Vision for Our Futures: Leadership as a Foundational Element for School Librarians

David V. Loertscher

If one asks Google to define the term “leader,” one of the interesting ideas that emerges is the following: “a person who rules or guides or inspires others.” Notice that the three main words, “rules,” “guides,” and “inspires,” are given equal billing, and if applied to a teacher librarian or another specialist in the school who is not designated as the organizational boss, they seem at first to be contradictory. Yet, if we change the definition slightly to the idea that power (“rules”) is a result of guiding and inspiration, this juxtaposition takes on enormous significance.

The presumption by many is that the position of teacher librarian in a school is a relatively powerless position; yet, the same view is contradicted by the idea that information is power, knowledge is power, and wisdom is extremely powerful. Such a stereotype comes from the idea that the container of information, including the vehicle of delivery, is not important. That is, the telephone itself is not the important idea; rather it is the content of the messages delivered. It is not the keeper of the information or the conveyance that is paramount; it is the data and information delivered that are the primary concern.

For a half century, the position of school librarian has been viewed by those both inside and outside the library profession as a selector and disseminator of information via the various popular devices at hand: a room where stuff is housed, managed, circulated, and maintained. Over this time, the vehicles have changed. Consider the evolution of the book itself, accompanied by a vast array of audiovisual devices and the emergence of the ubiquitous digital devices.

When we centralized the containers of information a half century ago, the librarians held power because we were the sole source of information and the devices needed to use that information. We held the keys to the treasury. Cross us at your own peril.

Three factors changed the landscape: the transfer of analog to digital, the appearance of the ubiquitous computing device, and the appearance of Google. Thus, in the last decade or so, a revolution of global significance has occurred: the democratization of devices, channels, and the information itself. Suddenly, I did not have to get out of my seat, walk down the hall, and enter the kingdom of the library. The library down the hall became a very minor information source as compared with the Internet; and, a vast and even overpowering information source was at my fingertips.

For those in our profession who presumed that the source of our power was the things and stuff we assembled and disseminated, the abrupt change has been disturbing. We have put up protective measures and arguments. Tradition, tradition, tradition has been the cry. The goal has been to try to legislate our position and force everyone into the tyranny of the past. It is not working and it will not work.

From whence does our leadership power emerge? Is it the stuff? The management of devices and delivery systems? The protection of things? From being the autocrat of a designated space? Sadly, our profession is split on this idea. I would pose the idea that it has never been about the stuff! If one reads and rereads the various standards and professional literature across decades, it has always been about the use of information rather than its existence that mattered most.

For many, the power of the position as teacher librarian came primarily from the transformation of things and resources into high-quality teaching and learning. Only secondarily did we rejoice in the means to the end.

We cannot fight, nor should we try to fight, the democratization of information and technology. It is a battle that has already been lost and was not our central role in the first place. The transfer of leadership power has already occurred. The sooner we transfer our source of power from things to the quality of teaching and learning, the better. It is not about the books. It is about the percentage of successful readers and lifelong readers. It is not about the information skills themselves; it is about the production of successful inquirers. It is not about the gathering of facts; it is about stimulating deep understanding.

All fields confront the same dilemmas in the era of ubiquitous information and information devices. Do we need doctors in the face of an onslaught of medical information at the fingertips? Do we need lawyers when the means of conducting legal business is freely available? Do we need athletic coaches or art teachers when the means to teach ourselves is readily available 24/7/365? Do we need teachers when the means of international delivery of instruction is possible?

Financial pressures and just plain ignorance have led to the question “Do we really need a library anymore?” The question arises when the assumption by both administrators and teachers is that stuff and devices were the central role of the library. Perhaps the enemy has been us all along. If we misinterpreted the source of our own power as things rather than enhancement of teaching and learning, then we must bear the burden of that misconception.

It is ironic in the face of conflicting information about the need for mammography at various ages that the advice is to “talk it over with your doctor.” Yet, in the face of ubiquitous information and conflicting information, we do not hear the entire media community telling us to “consult your information professional.” We already know that to just plug it in and turn it on in the world of technology does not automatically make a difference in how teachers teach, how kids learn, and how the results are achieved. So, why should we retreat as a profession? We should not retreat. It is fascinating that a parallel example is sitting right under our noses. Most school districts hired tech directors to manage both administrative and instructional computing. Taking our Google definition to heart, many tech directors assumed that their power came from ruling rather than from guiding and inspiring. Suddenly, librarians discovered the problems associated with network dictators who were exacting organizational rules akin to centralized library rules. No. Do not. Cannot. Only on my timetable, not yours. Librarians are at the forefront of protest as access to information on any personal device becomes central to teaching and learning. Have we been hypocrites? Our message may have been: “You open your networks, but we prefer to keep control of our kingdoms!” We all need to realize that centralized control is neither desirable nor possible. Students already know how to get around locked networks. They also know how to get around the school library to get what they need.

Just like doctors, we need not concern ourselves with ruling over medical information or, in our case, the world of information; rather, we transfer our leadership power to guidance and inspiration, and we make ourselves as indispensable as doctors are. To do this requires rethinking, critical thinking, creative thinking, and sound decision making on our part. We cannot presume that what we learned in library school still applies. We have to question everything we have always done.

Happily, the sources of information we need to shift our own focus sit right under our noses:


	We have the means to understand the trends across the nation in education and the various disciplines of teaching.


	We see a parade of teaching strategies marching through our libraries week in and week out. This gives us a perspective on the quality of teaching that few others have in the school.


	We watch as children and teens struggle with information and technology as the new digital generation. Few others in the school see the range of student behavior that we see.




In other words, the transfer of our leadership foundation comes from the data streaming into our heads, if we will only pay close and analytical attention to it and respond in thoughtful ways. It is upon that foundation that we build a vision that will not just confront the present but one that has sustainability over time. We cannot shift to being guides-on-the-side and inspirers unless our own vision shifts.

Many in the profession have already shifted the source of their leadership power and others are in transition. Still others try to ignore the fact that their house is built on the beach and the hurricane is moving at a steady pace toward them. I see great hope in the behavior of the leaders in our profession. Here are a few examples:


	A growing number are transforming their libraries into learning commons where the ownership is passed from the librarian to the teachers and students.


	Library Web sites, formerly one-way streams of information, are becoming more conversational and Wikipedia-like.


	School improvement is being centered in the learning commons as the idea of experimentation, action research, trial and error, and change is centered in this neutral territory of the school.


	Teacher assignments are becoming conversations rather than dictates. Students, teacher librarians, teacher technologists, reading specialists, and other specialists enter the conversation, and inquiry rather than regurgitation becomes central.


	Library skills are being replaced with twenty-first-century skills. And, these skills are recognized as means to an end rather than ends in and of themselves. The skills drive deep understanding of content even when that content knowledge is shifting. The idea is that we are smart and flexible. We make decisions based on the best information at our disposal and can shift those decisions as knowledge evolves.


	The emphasis of technology is not upon the devices, networks, and the flashy Web 2.0 tools themselves but upon their impact as learning objectives and challenges are faced. Technology is the slave of learning; learning is not the slave of technology.


	The packaging and delivery of information is not as important as the impact of those systems on teaching and learning. If everyone in the school could now read the latest blockbuster novel, then it is my duty to see that everyone can access that resource whether in print, digitally, or via audio.


	Collaboration and coteaching of learning experiences is still a foundational mission of the learning commons. “Bird” units and parallel teaching are not a part of the learning commons programmatic thrust.


	The teacher librarian sits at the table of the central governance of the school and, in particular, the councils that are pushing curriculum, innovation, and achievement.


	The physical space of the learning commons has the look and feel of a learning space rather than a storage space.


	The various network systems operate seamlessly on whatever a teacher or student has as their preferred access device.


	The learning commons is the center of school culture both in physical and virtual space. Everyone has a sense of ownership and wants to contribute to the “commons” concept. We all build, construct, contribute, help maintain, and learn to act responsibly, ethically, and safely. There is a predominant atmosphere of “You help me; I help you; and, we all help each other.”




There has been no more exciting time in the history of school libraries. Those on the carousel, however, have to reach out to capture the brass ring. Those who fail to shift their vision are already at risk of losing their positions. Industries that refuse to change, doctors who do not keep up, and individuals who do not keep retooling themselves are doomed. It is scary for some but the era of opportunity for others. It is the time to forge a powerful leadership position.
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16. Responded to a challenge and removed objectionable material without
going through a formal reconsideration of materials process

17. Cooperated in violating the right to privacy of your users by providing

unauthorized access to their library records?

18. Prohibited use of your meeting room or bulletin board to groups whose
views you disagreed with?
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¥ Discussed privacy concerns with vendors of any technology currently
owned or under consideration for purchase and requested that they
clude privacy protections in future software changes.

 Prior to purchase, discussed with e-book lending and digital content
vendors their collection of users PII; tracking of digital content use;
aggregation, anonymization, retention, and sharing of patron data: and
security measures to ensure the protection of library patrons” privacy.

V Collaborated with technology staff and faculty to evaluate apps,
considering whether they collect PII, share data with third parties, and
are compliant with FERPA.

/ Familiarized myself with the “Student Privacy Bill of Rights.” https:
epic.org/privacy/student/bill-of-rights htm/

¥ Became informed about the 10 “Student Data Principles” for using
and protecting student information in a K-12 setting. hutp://
studentdataprinciples.org/the-principles/

¥ Educated myself about the district’s learning management system: the
student data collected, its use, data security protections, as well as
state law related to the collection, security, and use of students’ data.

¥/ Advocated for strong local data governance policies to protect
students” information.
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 Proactively educated administrators and teachers about student
privacy and the confidentiality of library records.

/ Taught students to respect the confidentiality of library records  their
own and those of others.

+ Informed students of overdue materials in a manner that respects their
privacy.

+ Protected students” interlibrary loan and reserve requests from the
scrutiny of non-library staff.

/ Modeled best practice by making sure that conversations with
students about materials being checked out or used in the school
library are confidential.

 Guarded information gained through student use of resources and services
by not divulging it indiscriminately to faculty, administrators, or others.

/ Refrained from affixing labels denoting a book’s reading level or leveling
a collection to avoid having students leam the reading levels of their peers.

+/ Advocated for incorporating privacy into the district’s acceptable use
policy (AUP).

 Included information about protecting one’s privacy online as part of
struction on Internet safety.

/ Encouraged students to realize that citizens have privacy rights under
the 4™ and 5 Amendments, state, and federal laws.

¥ Celebrated Choose Privacy Week (May) and Data Privacy Day
(February) to raise awareness about privacy.

/ Reached out to parents by ary policy as it
entpe o o

/ Demonstrated personal judgment when violating a student’s privacy
by speaking to a counselor or principal out of concern for a student’s
welfare or the safety of others.

/ Counseled that surveillance camera(s) not be aimed at the circulation desk
 in recording actions of persons using the school library.
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“Revise lirst descriptor:” Suggestion(s) from group: ... and recognize the specilic vocabulary of
researc

Wide range of skill listed here in the second row. Feel that students in G6 are practicing
brainstorming, mindmapping and information sharing. Note taking, broad reading and rewriting
questions are a new set of skills for our youngest students. Group 2 was not certain whether these
pre-searh sratcgiesshould beclassified together. Couldthre b ‘nital rescarch siraegies” and
“advanced?

Are ‘brainstorming’ and ‘mindmapping’ different? Perhaps too many things lumped into one bos
Should there be another category?

How do we define mastery?
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Sciences

Help kids understand the objective nature of scientific
writing and experimental analysis. No feelings, no
fancy words and follow the trail of your calculations
from data to results. Where is the number coming
from and how could it have been influenced by your
experimental system. - Chemistry

Reinforce scientific principles by helping students
recognize common themes across disciplines (i.e.
evaluating evidence and recognizing bias in historical
sources is similar to science) while highlighting
crucial differences, i.e the importance of objectivity
in developing scientific understandings. - Biology

P
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Ihave

Not Yet
or District

Level Action

Personal Knowledge

/ Educated myself about how the First Amendment and
court decisions affecting minors” right to receive
formation in schools and libra

/ Reviewed ALA policy statements related to
intellectual freedom and resisting censorship including
the Library Bill of Rights and its interpretations and
the Code of Ethics for the ALA.

+/ Become a member of a state school library

organization and participated in state conferences,
workshops, and other professional development
opportunities.

The Materials Selection Policy

 Created a materials selection policy that includes a
process for reconsideration of school library resources
and requested that it be officially approved by the
institution’s governing body.
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Has your library ever. ..

1. Not purchased material because a review or publisher’s catalog indicated
that it was for "mature readers.” had explicit language or illustrations, or
might be controversial?

2. Not purchased a popular book because it might be unpopular with parents
or pressure groups in the community?

3. Not purchased material because of the origin, background or views of the author?

4. Not purchased sex instruction materials from a conservative religious point
of view because a staff member found them to be personally offensive?

5. Not purchased magazines, videos, rock or rap music, or books because
they are so popular they might be stolen’

6. Not purchased material concerning minorities bec:
community is like that?

7. Not purchased a popular recording because of controversial lyrics or cover art?

8. Purchased a potentially controversial book, but put it in the Adult collection
rather than the Young Adult collection for which it was intended?

9. Reviewed a potentially controversial item and recommended that
ased because of lack of literary merit, even though other
noncontroversial materials in the collection also lacked literary merit?

10. Checked a magazine for potentially controversial content, language, or
illustrations, and then restricted access or removed it from the collection?

11. Labeled controversial materials in order to "wam" or prejudice possible users?

12. Restricted children’s use of certain sections of the library (e.g.. adult reading
room), types of materials (e.g., videos), or services (e.g., iterlibrary loan)?

13. Placed potentially controversial materials in restricted areas so that patrons

are required (o request them?

14. Denied library use to someone because of his or her age, gender, sexual
orientation, ethnicity, political, or religious views?

15. Set policies based on video or music producers” ratings 1o restrict access
even though local ordinances don’t prohibit use by minors?
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I have.

v Educated myself about state and federal laws affecting minors™
privacy in schools and libraries and reviewed American Library
Association policy statements related to privacy and personally
identifiable information (PI1) about patrons.

/ Analyzed my state’s library records law and understand how it applies
10 student library records.

/ Inguired how the Family Educational Rights and Privacy Act
(FERPA) applies to school library records in my district.

/ Developed best practices operational privacy guidelines as a first step
toward creating a school library privacy policy OR

V/ With other stakeholders developed a privacy policy that includes:
description of PII collected, who may access library patron records,
the circumstances under which minors’ records may be released
legally, FERPA guidelines, state library record law protections where
applicable, and guidance for the extension of the maximum privacy
protections possible. The draft was reviewed by the school dist
legal counsel, and administration sought formal approval of the policy
by the school board or institution’s governing body.

/ Posted the library’s privacy policy for patrons to read.

/ Created library procedures granting the maximum privacy possible to
students regardless of age.

 Protected circulation records with passwords and provide different levels
of access for student assistants, adult volunteers, and library staff.

 Configured automation software to delete students” circulation history.

 Created a records retention policy that protects students’ privacy by
retaining library user records for the shortest period possible and
destroyed records when they are no longer needed.

¥ Retained as few student library records as possible; and purged library
records identifying individual students’ use of resources and services
on a regular basis.

 Trained library staff, volunteers, and student assistants about the
confidentiality of all library records, instructing them not to examine
circulation records of others.
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/ Selected professional materials related to censorship
and made them available to staff.

 Planned collaboratively with teachers and students to
create learning experiences incorporating minors”
Amendment speech rights.

Selection of Materials

/ Modeled best practices in selection of library
resources by resisting outside pressures (or personal
fear) to avoid selecting materials considered by some
10 be controversial.

¥ Not permitted personal beliefs or values to interfere
selection of library resource:

Teaching Students about Intellectual Freedom

+ Incorporated into formal and informal student instruction
Responsibilities 3.3.7: “Respect the principles of
intellectual freedom.” from Standard 3 of AASL's
Standards for the 21-Century Learner (AASL 2007

standards/leamingstandards/standards.cfm).

/ Taught students about their First Amendment right to
receive information in the school library.

Educating Parents and the Community

+ Described to parents and community members the
process used to select library materials.

/ Explained the reconsideration process for review of
library resources about which a concern has been
expressed.

¥ Practiced positive communication strategies with
persons who express concern about a school library
resource.
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+ Posted the materials selection policy on the school's
and the library’s web pages to inform educators,
patrons, and the community how school library
resources are chosen.

/ Reviewed the reconsideration process and am familiar
with the steps and persons involved.

/ Worked with principal and other administrators to
clarify any steps or responsibilities in the
reconsideration process that are not clear.

/ Arranged with administrators for opportunites to
educate teachers, students, and parents/the community
about the selection and reconsideration of school
library resources.

/ Considered how 10 proceed if the principal directs me
as the school librarian to remove a library resource
without following the reconsideration proce

Educating the Principal and Teachers

 Proactively instructed administrators and teachers
about materials selection, reconsideration of library
materials, and how 10 respond to a complaint by a
parent or other individual about a library resource.

/ Explained to new staff the schools library policies
related to materials selection, reconsideration of a
resource, circulation of resources, privacy of library
records, interlibrary loan, Intenet use, and others.

 Reviewed with the principal annually the materials
selection policy, how materials are selected, and
district reconsideration procedures.

+ Shared with the principal and staff articles, Web sites,
and other resources related to intellectual freedom
the school library and classrooms.
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