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Abstract

This chapter introduces a model for school libameScotland, based on best practices as
identified in the literature, and on five case stgdindertaken in schools, two in the United
States and three in Scotland. The research desigrgualitative, and used grounded theory
and multiple case study methods. The model reptesa ideal set of circumstances for
school libraries in Scotland, highlighting the mugnnected web of influences that affect the
success of a school library in meeting professistaidards. These influences primarily fall
in three areas: the school librarian, the schovirenment, and the professional support
available to the librarian. The school librariathe primary leader of the school library
programme, but factors in these other two areagpoande opportunities and barriers that
can help or hinder the success of the library senkor instance, the findings suggest that
school-based factors such as curriculum, schedueginology facilities, and staffing can
have significant influence over the access thaltibn has to teachers and students. Our
model includes all three areas in describing a&eircumstances that would allow a school
library programme to thrive and meet the highestgssional standards.

Keywords. school libraries, qualitative case study, multiple case study, Scotland,
grounded theory, professional issues

Classification:

I ntroduction

This chapter presents a model for school libraveesed on best practice as identified in the
literature and via comparative case studies irtthiged States and Scotland. The main goal
of the project was to learn from the US model dfoxi librarianship and apply elements of it
to a model for school libraries that could helpt8sb school libraries benefit from the,
arguably, more successful US model.

Because this chapter refers throughout to thedd8iferican) and the UK (or
British) models of school librarianship, therefdarwill be useful to define these terms at the
outset. The US model of school librarianship is wnehich school librarians are dual-
qualified as teachers and librarians, have clesapport staff, and benefit from strong
professional associations and robust professidaatiards (AASL, 2012; Callison, 2006;
Knuth, 1995; Maatta, 2008; Michie & Holton, 2009 dmas & Perritt, 2003). A significant
body of research collectively called the Lance &sithdicates that the US model of school
librarianship improves educational outcomes: Anaarischool libraries contribute positively
to student learning and attainment (Barrett, 2@4dllison, 2006; Lance, 2006; Lance &
Hofschire, 2011; Lance, Welborn, & Hamilton-Penri€lB3; Lance, Rodney, & Russell
2007; Lance, Rodney, & Hamilton-Pennell 2000; LigrResearch Service, 2008; Lonsdale,



2003; Sinclair-Tarr & Tarr, 2007; Williams, Waved, Coles 2001). It is this body of
research that warrants referring to the US modsthbol librarianship as more successful.

The British model, in contrast, typically descslsehool librarians who work alone
with no clerical support and no additional trainlmegyond a standard library qualification,
although many school library staff across the Ugklany professional qualifications (Knuth,
1995; Knuth, 1997; Ritchie, 2009; Ritchie, 2011k&j 2002; Turner, 2005; Williams, Coles,
& Wavell, 2002). UK professional associations repraing school librarians are seen as
weak and passive, speaking with conflicting voigasuth, 1995; Owen, 2009). Little
research exists on the provision and quality ofdsd Scottish school libraries (Johnson et
al., 2004; Knowles, 2002). Because Scotland isqfatie UK, it might be reasonable to
assume that it would fit the British model, howeeztucation is a devolved power in
Scotland, and Scottish school libraries, unlike the reshefUK, typically staff professional
librarians rather than library or classroom asatstéknowles, 2002; Ritchie, 2009; Tilke,
2002), suggesting that there is a place for a mggetifically tailored for Scotland

Schooling and Librariesin the USand UK

There are many differences between the two sys&@l$ levels, from the qualifications of
individual librarians to national-level professiboaganizations. Some of these differences
are systemic and have evolved over time. In theft¥Snstance, school libraries are much
more tightly integrated into the education syst&muth, 1995; Knuth, 1997). They are
administered by school districts and in most statesstaffed by librarians with dual teaching
and library qualifications whereas in Britain, sohlibraries are more closely aligned with
public libraries in terms of their administrationdaalso in their focus on recreational reading
(Knuth, 1995; Knuth, 1997). The following tabletisome of the main differences between
these two systems.

TAKE IN TABLE 1
Tablel

Comparison of US and Scottish/UK Models of Schabtdries

US model of school libraries Scottish & UK model of school libraries

Clerical support (Knuth, 1995) Solo worker (Ritchie, 2011; Tilke, 2002;
Turner, 2005)

Dual-certification commonly No specialist training (Ritchie, 2011, p.101)

required (Thomas & Perritt, 2003)

! Generally, the use of the word success throughsiiatork will refer to how well a library
or a librarian meets professional standards. Dafiisuccess in more specific terms than this
is outside the scope and purpose of this research.

2 Devolved powers are areas that the Scottish Government controls rather than the central
UK government.



Better pay than public librarians an Lower pay than teachers and most public

teachers (AASL, 2012; Maatta, librarians (Ritchie, 2009)

2008)

Active professional associations  Weak professional associations (Knuth, 1995;
(Knuth, 1995) Ritchie, 2011, p.101)

Regularly-updated qualitative high Guidelines instead of standards, quantitative
professional standards (Knuth, 19¢€ only (Knuth, 1995)

Michie & Holton, 2005)

Large body of impact research Scant research (Johnson et al., 2004; Knuth,
(Callison, 2006) 1997; Williams et al., 2002)

American Public Education

In the United States, government-funded schoolsated public schools. There is no
national curriculum in the US. Decisions on whatdach are usually taken at the state or
local level, as education is primarily the respbitisy of state and local governments rather
than the federal government (U.S. Department ofcBtion, 2010). Organizations of all
kinds, public or private, can “establish schoold aalleges, develop curricula, and determine
requirements for enrolment and graduation” (USDE,@ np). Typically, public school
systems are funded by a combination of federak stéead local funding. The U.S.
Department of Education (USDE) only contributesuaehb10.5 percent of the funds used by
public elementary and secondary schools (USDE, R@iPen, local property taxes
contribute significantly towards the costs of sdesq@&ASL, n.d.). Because of this, the
quality of provision can vary widely, due to difieg tax bases from area to area (Baker,
Sciarra, & Farrie, 2010).

Scottish Education
From a UK perspective this study focuses on schio@ries in Scotland, which are different
from those in England and Wales. The Scottish gdutaystem has been on a different path
than that of English education since 1885, wherSitwtch (later Scottish) Education
Department was formed and placed under the cootttble Secretary for Scotland (The
Scottish Government, 2004). In 1888, this departrastablished a single external
examination system for Scotland, a system thatrieently overseen by the Scottish
Qualifications Authority or SQA (Scottish Qualiftbans Authority, 2010). One hundred
years later, a similar examination system was gén iEngland and Wales, when the
Education Reform Act of 1988 established a natisgatem of testing and the National
Curriculum in England and Wales. The CurriculumBacellence is a national curriculum
for Scotland, which was being implemented at theetof this field study, in 2010-2011,
replacing the 5-14 curriculum (Learning and Teagltcotland, 2010b). It is designed to be
more flexible than the 5-14 curriculum, and scha@wksto develop their own interpretations
of the curriculum, whilst aiming to meet certaiareing outcomes (LTS, 2010b). The
Curriculum for Excellence (CfE) covers pupils ages8, though it does not supersede nor
does it replace the National Qualifications systewgrseen by the SQA. Learning and
Teaching Scotland, a non-departmental public bisdyie national body responsible for
reviewing CfE (LTS, 2010a). At the time of writinGfE was still being developed for pupils
aged 14-18.

The administration of Scottish education is “deenl\to the education authorities and
in some cases to the schools themselves,” (ThaiSSt@overnment, 2004, np). There are 32
local authorities in Scotland, and they have diresponsibility for “the provision of schools,
the employment of educational staff, the provisaod financing of most educational

3



services” (The Scottish Government, 2004, np)taedmplementation of Scottish
Government policies in education . Education actotor over half of the annual
expenditure of local authorities, and is the magieasive service provided by authorities,
paid for by a combination of Council Tax, taxesbusiness premises, and an annual grant
from the Scottish Government (The Scottish Govemtiz004).

L1S Education and Qualificationsin the US

For librarians in most sectors in the US, mastegeks are the standard requirement for
employment, but because school librarians ared#ssed as teachers in most states, school
librarians are typically required to hold some fasfrieaching qualifications as well. The
exact requirements vary from state to state, budtstates (36 out of 50, including the State
of Connecticut, where the American case studieg lomated) require a classroom-teaching
certificate as well as a masters degree or creditdifor certification as a school library
media specialist (Thomas & Perritt, 2003). Addiabooursework may include topics such as
educational psychology, child development, or etlanal foundations. Thirty-seven states
require at least some time spent in practice on@nnship in a school library prior to
certification, “thus sending a clear message thadienspecialists require specialized
training,” (Thomas & Perritt, 2003, np).

In the US, it is typical for school librarians taye undertaken more training than
either their librarian or their teaching colleagu@ata gathered by the National Center for
Education Statistics (NCES) indicates that schibohtians are more likely than teachers to
hold a Masters degree (Lance, 2006). The NCESiddizate that 98.1% of principals,
48.1% of teachers, and 69.4% of school library megecialists hold a Masters degree or
higher. In addition, school librarians are the amyes of librarians for whom additional
gualifications are required as a norm. There areidver, ongoing debates in academic
librarianship regarding whether or not academialians should hold additional
gualifications, either in a content area to worlsalsject specialists, or in teaching to work as
instructional librarians (Julien, 2005; Sproles@dson, 2008).

LIS Education in the UK

A topic heavily debated in the 1960s and 1970stivasssue of training for librarians. Many
authors called for school librarians to hold a epadlification, demonstrating competency in
teaching and in librarianship (see, amongst otti&ysr, Brown, & Goldstein, 1970; School
Library Association, 1961). The Library AssociatiGuidelines of 1977 quote the
recommendations of the 1975 Bullock Report thata'éeng term aim all school librarians
should be doubly qualified in teaching and libraship,” and comments that the “trend
towards dual qualification will continue and musttken account of,” (Library Association,
1977, p.15).

Herring (1988) notes that arguments in favor ddldjualification include: that
school librarians do teach information skills antbrmation literacy; that they select
materials supporting the entire curriculum, and theal qualification may enhance the status
of the school librarian within the school. Brewegues that having a dual qualification
ensures that school librarians are recognizedraadied as professionals by both teaching
staff and librarians (Brewer, 1981, p.251). Herrihgwever, (1988) poses a counter-
argument that there is a danger in being seen agtemteacher to the detriment of the
library.

The current reality is that there is no financradantive to have dual-qualifications,
because school librarians have pay ranges whdfigrent to, and much less than, teachers in



Scotland and the rest of the UK (Ritchie, 2009;rifii2005). In contrast, American school
librarians, who are typically certified teacheratrethe same salary as teachers or even more
in some situations, for keeping the library opewtighout the afternoon (AASL, 2012).
Though the debate over dual-qualification, andidlea of dual qualification itself, eventually
died out in the UK, dual qualifications became itloem elsewhere, such as in the US and
Australia (Tilke, 1998).

Recent Research

Research in the US: Impact Research

In the US, a large body of research spanning twegedys and 14 states has indicated with
remarkable consistency that student achievememipsoved where schools have libraries
with longer opening hours, more teaching hours spennformation skills, high-quality
collections, and higher numbers of professiondf.sthese studies are called “Lance
studies” after the researcher Keith Curry Lancep whblished a seminal study using state-
wide educational and socioeconomic data in Colofeata school year 1988-89 (Laneée

al., 1993). This study, referred to as the first Cadlo study, concluded the following,
paraphrased below:

* Academic achievement was higher in schools thate hagtter-funded libraries
regardless of the economic status of the student®aal communities and the
educational attainment of adults in the area;

* Academic achievement was higher at schools wheeeliitarian participated in
library-related instruction;

* Amongst predictors of academic achievement, the st the library staff and
collection was second only to the absence of &taanditions such as poverty and
low adult educational attainment. (Lance et al93)9

By 2005, the first Colorado study had been repdidan more than a dozen other
states by Lance as well as several other researahdrresearch teams, covering
approximately 2.6 million students, with remarkabbnsistent findings: test scores were
significantly positively correlated with high legedf library resources and library teaching
activity (Callison, 2006). It is a hallmark of thance studies that these correlations are still
found even controlling for socio-economic variablesnsdale, 2003, p.12). The Tables 2
and 3 highlight both the aspects of school libyaiggrammes that have consistently emerged
as significant to academic achievement, and thie-ssmonomic variables that the studies
typically controlled for (Lance, 2006; Lance & Hofsre, 2011; Lancet al, 1993; Lancet
al., 2007; Lanceet al, 2000; Lonsdale, 2003; Sinclair-Tarr & Tarr, 2D07

Table?2
Typical Aspects of the Lance Studies



Quialities of schoal library programmesthat impact achievement
Schools with a professional librarian

The number of hours a librarian is on duty

Higher levels of library staffing

Library staff dedicated to information skills

The number of information skills lessons studeateive
Good levels of funding

TAKE IN TABLES 2 & 3

Table3
Typical Controlled Variables in Lance Studies

Controlled variables

Socioeconomic status of students
Teacher-pupil ratio

Per-pupil spending

Poverty

Adult educational attainment
Racial and ethnic diversity

School librarians who have shared these researdimd@is with their principals and
teaching colleagues have found that their relakignsswith their colleagues improved, that
they spent more time collaboratively planning w#hchers, that they spent more time
teaching information skills to students, and titatky usage increased (Callison, 2006).

Recent Research on UK School Libraries
There is little research on the impact of schdwidry provision in the UK, no national
picture of provision in Scotland (Knowles, 2002)ddhe collection of annual library
statistics published by LISU at Loughborough Unsigrhas been discontinued. As such,
many scholars in the UK who wish to comment onitiqgact of school libraries refer to the
Lance studies and other research from around thielwo

Williams and Wavell (2001) conducted a study of tlea-curricular impact of school
libraries, finding that teachers, librarians, angbifs have different ideas of how the school
library makes an impact, however, all three grdogigeve it contributes to independence,
motivation, and interpersonal skills. Through datflected via case studies, the researchers
found evidence to support these perceptions ag lagicurate. They recorded many instances
of the school library impacting on the developmainpupils in terms of independence, peer
support, motivation and attitude, and progressiaeading, study, and information,
communication and technological (ICT) skills (Walihs & Wavell, 2001).



In 2001, Williamset al conducted a critical review of the literatureasting the
impact of school libraries on learning and attaint{®Villiamset al, 2001). Their areas of
interest included literature related to:

* impact on academic achievement as measured byrpearice on tests

* impact on broader areas such as personal growth

* models of school library service provision

» professional training, experience and attituddsegfstakeholders (Williamst

al., 2001)

The authors sought to identify areas of furtheeaesh, investigate how applicable the impact
research would be to school library services inl&mg, and explore methods of service
evaluation (Williamset al, 2001). The authors conclude that librarians vetke a

“professional and proactive approach” to the rokeable to gather evidence of their impact
on learning, and are better able to improve ane@ldgvtheir programmes (Willianet al.,

2001). Their conclusions also include the obseowainat although there is good evidence to
suggest how well school libraries can impact stutssarning, further research is necessary to
explore the transferability of findings elsewhayesthool libraries in England (Willianet

al., 2001, p.26).

Williams et al followed their 2001 publication with a relatedtical review of the
literature pertaining to the links between educalattainment and school library use at the
primary school level (WilliamgColes, & Wavell, 2002). In their 2001 report theadh
highlighted the differences between English primedycation and primary education in the
countries where much impact research has beerdamit (Williamset al, 2001). In the
2002 report, the authors acknowledge the relathnderrdevelopment of primary school
library provision in the UK compared to the US,tmadarly in terms of the number of
librarians staffing primary school libraries (Wéinset al, 2002). Remember that in the US,
95 percent of public elementary schools had a ddhwary in 2003-4, and most public
school libraries at all levels were staffed bytadrian (Michie & Holton, 2005). In the UK,
little is known about library provision for primasghools, but primary schools typically do
not have librarians (Streatfield, Shaper, & RaetS@010), and any library services primary
schools enjoy are typically offered by centralizetiool library services (Williamet al,

2002).

The Resear ch Design

As indicated at the beginning of the chapter, ferdic research questions of this study
were:

* What are the different internal and external faxtbat hold influence over the
development of the school library programme?

* What allows a school library to succeed?

* What can prevent a school library from succeeding?

* How important are the systemic differences betwberJS and Scotland to the
success of a school library?

The research questions address the complex resatpbetween the school library and its
environment, and explore deeply the issues affgaamool libraries. As the research
guestions should determine the methods chosendiudy (Corbin & Strauss, 2008), the
next section will provide an overview of the methased.



M ethodology

This research used both multiple case study anghgiexd theory tools and procedures. Put
simply, case studies provided the data and groutidsaty provided a flexible, iterative
approach to data collection and analysis that atbfer better use of the limited time spent

in field study. This type of hybridization of resela methods was once thought to contravene
the principles of grounded theory, but is now acepted practice in qualitative research
(Charmaz, 2006; Goulding, 2005).

The work was inspired by comparisons made betweleoos libraries in Scotland and
those in the US, and the decision to use multpledmparative) case studies was the first
methodological decision made. Case studies wereaea desirable way to compare school
libraries in both countries, because they lend sSedwes to studying complex, real-world
phenomena (Denscombe, 2007), and qualitative mstwede chosen because such methods
generate rich data on complicated, interconnedkdionships and processes (Crabtree &
Miller, 1999).

The research used a grounded theory approachdaadigction and analysis.
Grounded theory is recognized as a legitimate ambréo qualitative research, and it is well-
suited to small-scale research conducted by indatgl(Denscombe, 2007). Grounded theory
is based on the idea that one should not imposxt@nnal hypothesis on data; rather, a
researcher should maintain an open mind to thena®tmerge during data collection
(Charmaz, 2006). In grounded theory, one doesasbtat hypothesis, one follows lines of
enquiry as they emerge (Corbin & Strauss, 2008)marids theory from the data collected
(Bryman, 2008; Mansourian, 2006).

The Field Study

The case studies for this research included fiheasls and took place in 2010-11. American
and Scottish schools divide at different age levadsin the US cases both middle schools
(ages 12-13) and high schools (ages 14-18) needaelincluded to cover the same range as
Scottish secondary schools (ages 12-18). The Aaregchools chosen, two middle schools
and one high school, were all in the researchanrsenstate of Connecticut, where the
researcher maintains contacts in the educationdw®Hhe Scottish schools chosen were both
secondary schools. All five schools were state-fahd

The field study in each country was scheduled abttie researcher spent two non-
consecutive weeks in each school, meaning that figle was spent alternating full-weeks in
the different schools. This ensured that the rebesircould compare data from the schools to
use as a basis for further investigation, enhantiagmmediate comparative aspect of the
field study. The Connecticut case studies were goted in May and June 2010. The
Scotland case studies were conducted in Februarvanch 2011.

Data collection methods included unstructured ntad®n, semi-structured interview,
and documentary evidence collection (Davies, 2007, 2009). The researcher primarily
observed for the first several days of each twokweiod, and conducted semi-structured
interviews in the final few days, in order to redube influence of the interview questions on
participants’ observed behavior. This structure aléowed interview questions to emerge
from the observations made, another grounded thegmuyoach (Mansourian, 2006). The
researcher developed good relationships with thicpgsants, who were welcoming and
granted the researcher ready access. The libranaach school acted as gatekeepers, and
facilitated interviews with teachers and school agars.

Towardsthe modé - facets of a good school library.



Much can be learned from research in the field#bodrianship, education, and service
marketing, particularly when one considers thattesl library is at once a library, a part of
an educational institution, and a service. Basedroanalysis of the literature the following
sets of qualities have emerged as what one migigatxvould support a successful, leading
school library programme. For ease of reading ghpslities have been put into lists, in the
following categories: the school librarian, the aahenvironment, and the professional
support available to the librarian.

According to the literature, a successful schibwhlian will:

* Be a professionally qualified librarian (Stimps8,/6)

» Develop positive relationships with students (Hugggeal., 2001; Newberry, 2010;
White, 2000)

» Demonstrate appropriate dispositions across tledectual, cultural, and moral
domains (Katz & Raths, 1985; Council of Chief Staahool Officers, n.d.; National
Council for Accreditation of Teacher Educators, @03chussler, Bercaw, &
Stooksberry, 2008)

» Display a disposition of caring towards studentewiderry, 2010; O'Connor, 2008)

» Display empathy and perspective-taking (Birdi et2008; Oswald, 1996; Parker &
Axtell, 2001)

» Deliver strong service encounters and build streemyice relationships (Chandon et
al., 1997; Godson, 2009; Gutek et al., 2002; Nisbtwolet al., 2001; Ng et al., 2011)

* Interact courteously with users (Johnson & ZinkHeg91)

» Offer tailored services which satisfy users’ infation needs and problems (strong
market-orientation) (Singh, 2009).

* Be a service enthusiast rather than a service barata(Godson, 2009).

* Be service-oriented (Alge et al., 2002).

* Go beyond the minimum required and voluntarily dorenthan what is strictly
specified in the role description (Becton et aDQ&; DiPaola & Neves, 2009).

* Align one’s own goals to the goals of the schoatléidey, 1968; DiPaola & Neves,
2009; Oplatka, 2007)

* Be enthusiastic about working with others (Montelerall, 2008)

* Have as a main goal the enhancement of teachintganing (Montiel-Overall,
2008)

* Be trustworthy and capable of developing persoglationships with colleagues
(Montiel-Overall, 2008)

The school environment has been shown in the fite¥@o have a significant impact on the
functioning of the school library programme. Theassful school library sits within a
school that will:

» Facilitate a culture of collaboration in which Bisrans and teachers co-plan
projects (Loertscher, 2000; Montiel-Overall, 2007).

* Have an atmosphere where colleagues have stramgredhips and trust one
another (Montiel-Overall, 2008).

* Employ administrators who expect collaboration at&h-sharing to occur
(Montiel-Overall, 2008)

* Employ administrators who are knowledgeable abmeisthool library
programme and who support the school library progne in terms of vision,
resources, planning, and problem-solving (Chur®io82 Oberg, 2006).

* Employ administrators who do not want a schoo#litam to fulfil a traditional
(i.e. operational) role (Hartzell, 2002; Mardis 020



* Employ administrators who see the librarian asigan area of expertise (Roys
& Brown, 2004).

The literature also suggests that professional@tippimportant to the personal and
professional wellbeing of professionals. Accordiaghe literature, this professional support
will comprise:
» A professional association that generates standatdsh serve to formalize models
of practice (Knuth, 1997)

» Asingle professional association that acts as Vthee” of school librarians (Knuth,
1997)

» A professional association that provides networlapgortunities to combat
professional isolation (Chernow et al., 2003; Knut®96)

» Peer support networks that meet regularly (Chap&naiadfield, 2010; Wenger,
1998; Wengeet al, 2002)

A school library that meets all of these critenmall of these areas, would most likely be an
example of excellence.

Discussion and Model Presentation

The goal of this research was to develop a modeddiool libraries in Scotland based on
data from case studies conducted in this projeuatedisas best practices gleaned from the
literature. In its early stages, the model wastlairectly from the literature, with additional
emergent themes added from the case studies. pleess were refined into a draft model,
which was then presented to the case study limsufiar feedback, and their feedback was
incorporated into the final version of the model.

I nternational Comparison

The international comparative aspect of this werne of its core features and is important
to the model. Because a key feature of the modbhtseach element could feasibly exist in
Scotland, aspects of the US model of school liareship that are truly unique to American
librarians or libraries cannot be included. In thestion the focus is on broad differences in
the US and UK models of school librarianship suelpay, status, and the strength of
professional associations. The relevance of théfszahces to the daily practice of the case-
study librarians is discussed, with an eye tow#ndslevelopment of the model.

Pay and status.

The most obvious differences between school liareship in the US and Scotland are related
to pay and status. School librarians in most statése US hold dual-certification as a
teacher and a librarian (Thomas & Perritt, 2008d®l librarians in Scotland typically hold
professional qualifications solely as a librari&it¢hie, 2011), and school librarians in the
UK outside of Scotland are often qualified neithsra teacher nor a librarian (Tilke, 2002).
Having teacher status was financially advantagéotise American school librarians.
In Connecticut, as in many other states, schomddians are paid as teachers who hold
masters degrees, because they are required t@ahe#thing certification (Thomas & Perritt,
2003) and because it is mandated by ALA’s Committeé\ccreditation that a library and
information science degree be at the master’s |8aHool librarians in the US are generally
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more likely than teachers to hold masters degtlemsce, 2006). This means that in the
Connecticut case studies, school librarians weic pare than many teaching colleagues,
and better than some local public librarians.

This was not the case in Scotland. School librarihere typically have a maximum
pay that is lower than a new, non-probationaryheds starting salary (Ritchie, 2009). This
is true even if the librarian holds a master’'s degiwhereas a teacher in Scotland will
typically only hold a bachelor’s degree or a pastelyiate certificate or diploma (General
Teaching Council for Scotland, n.d.).

Does the lack of pay and status make a differemtee quality of the school library
programme? The evidence in this study suggestshbatifference in pay could prevent
some from entering the profession at all, partiduleareer-changers. Put another way, the
fact that school librarians earn teacher salandéke US makes school librarianship an option
for teachers looking to change jobs. Having teaplagrand status, however, is a feature of
the American model of librarianship that is unlikeler to be implemented in Scotland.
Therefore, it could not be one of the recommendatia the model. Additionally, the case
studies suggested that the role of a school ldmas to support learning within and beyond
the curriculum, and that this can be done welliinez country, regardless of teacher status.
There is no evidence in the case studies to sugjggshot having a teacher’s pay or status is
detrimental to the school library programme. A teats pay and status will therefore not
feature in the model.

Differencesin professional associations.

A major difference in the strength and quality fué professional associations available to
librarians in this study was an issue highlightgdHe literature prior to the start of field
study. Authors have highlighted that the US pratess associations, such as the American
Library Association (ALA) and the American Assoaat of School Librarians (AASL) were
robust and successful organizations who publistretig professional standards, spoke with
authority, and successfully advocated and lobkoedtronger training and certification
requirements. In contrast the UK-based associasook as Chartered Institute of Library
and Information Professionals (CILIP) and the St¢hdaarary Association (SLA), have
issued conflicting statements and were seen as amhbassive (Ashcroft, 2003; Knuth,
1995; Thomas & Perritt, 2003).

Professional standards.

American school librarians can look to the profesal standards published by ALA and
AASL for guidancelnformation Powel(AASL & AECT, 1998) covers the standards
expected of school librarians, aBthndards for the 21Century Learnetays out standards
for students to meet (AASL, 2007).

There are no Scotland-specific standards for $@ipol librarians to aspire to,
despite the fact that education in Scotland isvelded power, and is different than in the
rest of the UK. Although Scottish school librariatesnot have Scotland-specific standards or
guidance, they do have a self-evaluation framewluak reflects school librarianship in
ScotlandHow Good Is Our SchodHGIOS) (2007) is a self-evaluation framework desd
for schools to assess themselves against varialgyqudicators in preparation for
inspections. The self-evaluation framework for sihibraries, called.ibraries Supporting
Learners(2005) provides a way for school librarians to gather ase evidence to evaluate
how well they are supporting the school (HMInspeati®, 2005) The document defines a
school librarian as one with a professional quadifion, reflecting the tradition in Scotland,
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rather than the rest of the UK. The most imporfaature ofLibraries Supporting Learners
is that it defines the role of the school librasysapporting learning across the entire school.

This is a fundamentally different vision than tbathe CILIP guidelines. The key
recommendations in the CILIP guidelines for secopdahool libraries place the librarian as
a steward of literacy and recreational readindneédchool: “The school librarian [should]
play a lead role in developing a whole-school regaiulture, promoting literacy and reading
for pleasure” (Barrett & Douglas, p.xi). The HGI@&8mework, in contrast, offers a much
broader role for the librarian: An effective schéibtary resource centre is one which is
central to the learning and teaching taking placiaé school... The specific contribution of
the school library resource centre includes:

e access to a wide range of information;

e development of information literacy;

o effective use of ICT in learning and teaching; and

e promotion of reading for enjoyment. (HMle, 20051 )p.
The HGIOS framework places the librarian at thethefsthe school community, as a
facilitator of learning: “Their understanding offérent learning styles and collaboration
with teaching colleagues enables them to act aiglgeobetween young people, teachers,
information and the curriculum” (HMle, 2005, p.1).

Like Information PowerHGIOS: Libraries Supporting Learnedescribes the
librarian as a collaborative, technologically-lda&s partner, whose role is to support student
learning across the entire curriculum. Becdd&eOS: Libraries Supporting Learnera
Scottish document, articulates the role of the ethiorarian as supporting learning across
the curriculum, this assumption underpins our moakeldoes the assumption that school
librarians should have a professional qualificatid@10S: Libraries Supporting Learners
will influence our model in another way. It shovsit there is an appetite for Scotland-
specific standards, and the will to work towardsnth and so this serves as further
justification for the model and the fact that ilveie an aspirational model rather than one
simply reflecting current practices.

Conferences and networking opportunities.

American librarians in the case studies enjoyedemamnd more school library-specific
professional conferences and networking opporemitirough their professional associations
than did the case-study librarians in Scotlandlibi@rians preferred to engage with their
professional associations at the state level rdtfar nationally. For instance, two of the
case librarians regularly attended conferencewofarganizations: Connecticut Association
of School Librarians (CASL), and Connecticut EdocgitComputer Association (CECA).
Conferences at the state-level are more relevame manageable are more affordable since
only in-state travel is involved. Further every@atehe conference is held to the same
educational standards, which are generated byttte 8 Connecticut.

In contrast, case-study librarians in Scotland inaced feelings about the value of
their professional associations, their doubts ¢cargeon the lack of relevant local
conferences, local professional development oppii#s and lack of standards for school
libraries, generally, let alone Scottish schoaldiies.

School librarians in Scotland do not have a prodesd association that is as relevant
to them as CASL and CECA are to their American ¢eparts. CASL and CECA represent
both regional suppoend specialist support for school librarians. Scotshool librarians
do not have a comparable form of professional stpjpbey are either supporteegionally
by The Chartered Institute of Library and InfornoatiProfessionals in Scotland (known as
CILIPS, which is an arm of the UK-wide CILIP) orthare supporteds school librarians
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by the SLA or the School Libraries Group (SLG) witlEILIP. Scottish education is a
devolved power, and UK-wide organizations suchlas &d SLG do not support the
Scottish curriculum. In 2009, 2010, and 2013, CR IEdnference programming included
presentations on school libraries, although n@0h1 or 2012, highlighting that it is not
guaranteed in any given year that school libranaiissnjoy conferences relevant to their
work (CILIPS, 2011; CILIPS, 2012; CILIPS, 2013).

Professional role expectations.

As we have seen, the professional landscapes id$hend Scotland are very different. How
our American and Scottish participants perceivedrtte of the school librarian, however,
was much more similar than one would think aftenparing the US and UK models of
school librarianship (Knuth, 1995) or national stards for school libraries. The American
standards, as outlined information Powerstress the importance of student learning stating
that “At the center of thinformation Powellogo is student learning. Nurturing authentic
student learning within and beyond the curriculsmatithe core of an effective school library
media program” (AASL & AECT, 1998, p.49).

In contrast, CILIP’s guidelines for secondary saHibrarians recommend that the
librarian “play a lead role in developing a whotsheol reading culture, promoting literacy
and reading for pleasure,” (Barrett & Douglas, 2084i). This difference reflects the
historical alignment of libraries with educationtivre US, and with recreational reading in the
UK (Knuth, 1995). Findings of this case study iradéecthat Scottish school librarians
perceive their role to be more in line with the 8del, rather than the UK model. Both
Scottish librarians viewed the role of the libraysupporting learning within and beyond the
curriculum. They ensured that their projects meticular goals, including, but critically, not
limited to, those related to reading and literacy.

There are systemic differences between profedsamsaciations in the US and
Scotland that cannot easily be overcome. Our Aragrilbrarians enjoy robust professional
standards and active professional associatioreatdtional and state levels that provide
relevant and regular professional networking opputies. There were, however, some
surprising similarities to emerge from the datawHsgcottish school librarians see the role of
the school library is more closely aligned with th® than the rest of the UK, but the lack of
statutory status and Scotland-specific standardgsmthey have no official guidance in
developing their programmes. The model presenteslibduilt on the belief that school
librarians should hold professional qualificatioas,is the current tradition in Scotland, and
that the role of the school librarian is to suppearning, an outlook which was shared by
case study librarians in both countries.

TheModée
Developing the Draft M odel

In developing a draft of the model for school liteea in Scotland, elements found in the
literature as well as in the case studies were auedb The literature-derived framework was
discussed above. The elements from the case sthdieare included in the model are as
shown in Figure 1.
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Fig. 1 elements of the model derived from the case studies.

Elements from the case study data that will be included in the moddl.

The framework can be described in words as follows:
1. School environment
a. School curriculum that supports inquiry-based leayn
b. Resources that enable maximum access to classes
i. Enough computers for a whole class
2. Professional support
a. Local authority-based professional support
i. Visionary local professional leader or manager
ii. Strong local peer support network
3. Librarian
a. Persistently seek, see, and seize opportunitie®tk with teachers

The case study-derived framework was combined thi#Hiterature-derived
framework, and then this combined framework wameef to generate the draft model. In
order to combine both frameworks into a coherentlejrseveral adaptations were made:

» All elements were evaluated for feasibility in Saat. This reasoning excludes items
such as teacher-level pay, however, we also foonthee study evidence for this to
be included in the model.

» Elements were grouped using the three main caegofilibrarian, school
environment, and professional support, and theoggd further within those
headings.

» The librarian, as a main heading, was moved tdé#wenning of the model, for two
reasons:

0 The case study data reflects that the libraridhagrimary driver of the
library programme. The school environment and msitenal support offer
opportunities and challengasthe librarianbut the librarian is at the centre.
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o The model will primarily be of use to school libygrolicy-makers and school
librarians.

Member -checking and revisions.

It was desirable to ask the case-study librariangégedback on the draft model, to ensure
that the model made sense to them, and did nolomkeanything they deemed significant.
This process is part of validation of the analy€8ierbin & Strauss, 2008). Gorman and
Clayton (2005) consider the process of asking gpghnts for feedback, sometimes called
“member-checking,” to be “the single most importaation inquirers can take, as it goes to
the heart of” credibility and validity of the constt. In this case the construct is the model.
Minor final revisions to the model were made afteember feedback was incorporated: one
Connecticut librarian suggested the inclusion obexoing current technology and also the
use of online learning, and both were added. Anrd@lmmnecticut librarian suggested
emphasizing the teaching aspect of school librahgm but this was not included for reasons
explained above. Librarians in Scotland gave pasittedback and did not make suggestions
for changes.

Finalizing the M odél

This model is designed to represent an ideal sdiwaly, and an ideal set of elements that
help it achieve high standards. This model doesamesent professional standards. Rather it
seeks to describe features that would enable arlilservice to meet high professional
standards. It seeks to describe an exemplary stiboanly that could feasibly exist in
Scotland, drawing on research literature and ouedean and Scottish case studies. The
case study elements of the model from Figurel kel up into three interdependent parts:
the librarian, the school environment, and profasai support. These elements shaped the
model, including factors that are internal to tibbedry (the librarian) and external factors that
influence how well the librarian is able to devetbp service (the school environment and
the professional support available to the librgridimese three areas all contribute to the
success of a school library, and form the top-lek@ents in our model. in Figure 2 below.

TAKE IN FIGURE 2

'"""\
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Fig. 2 Three top-level elements in model

The school librarian is the primary driver of thedhesol library and is critical to its success,
however, even a model school librarian can becoeneotivated by an unsupportive senior
management team in the school, the lack of prajaassupport at the local authority level,
or a combination of both. Outside support helpsracvisionary librarians meet standards
and maintain motivation, commitment, and resilieridee more of these model elements a
school library has, the better it can be.

The three top-level elements in the model represeds of influence. Within these
three areas, the model contains subcategoriegmiegits that represent an ideal school
library programme, such as “management” and “ceftwithin the school environment.
What follows is the essential framework of the mddee Figure 3 below).

TAKE IN FIGURE 3

e Dispositions e Management e Professional
e Strategic e Culture associations
vision e Resources e Local
professional
support

Fig. 3 framework of the model.

Theschool librarian

The model school librarian will be professionallyatified, and will have a strategic vision
that involves supporting the overarching goalshef¢chool through dynamic, tailored, high-
quality library services. The model school librariaill exhibit appropriate behaviours that
contribute to providing a high-quality service tapports learning within and beyond the
curriculum. When describing these behaviours thedvdispositions will be used, which are
observable behaviours that one is inclined to ekhéipeatedly and consciously. These terms
do not relate to personality, level of intro- otrexersion, character, or even beliefs; but only
to behaviours. The following dispositions refldot imulti-faceted nature of the librarian’s
role.

The model school librarian will display appropriate dispositions, such asthe following

» Develops positive, productive relationships withd&nts and teachers

* Engages in positive interactions with students wiethe student is seldom or
regularly in the library

* Is welcoming to every student and teacher who srker library

* Shows caring and empathy towards students

» Displays a service-orientation by seeking to futthers’ needs in a courteous and
helpful manner

» Takes the perspective of students and teachers

16



* Manages expectations of self and others

The model school librarian will have a strategic vision expressed through a diverse set of
dispositions such asthe following
» Prioritises the enhancement of teaching and legrasnthe main goal of the
school library
» Demonstrates knowledge of the curriculum and staysent with curricular
developments
» Aligns the goals of the library to the goals of gahool
» Offers tailored services centred around teacherd’'students’ needs
» Stays current in best practices, technology aedlitire
» Seeks to expand and develop the school libraryin&tance, by working with new
teachers and departments or new types of projeety gear
* Persistently seeks, sees, and seizes opportutnitvesrk with teachers

The school environment.
The school environment can provide both opportesiéind barriers to a school librarian.
The model school environment allows the librarytiave by providing numerous
opportunities for the librarian to interact wittatders and students.

The model school managerswill be supportive of an active librarian
* Managers support the librarian taking an expansiga;operational role and
endeavouring to support learning across the cuuamcu
* Managers see the librarian as a professional withrea of expertise

The model school culture will support the library by having the following features
» A culture of collaboration in which staff are expstto work together
* An atmosphere in which colleagues have strongioglstips and trust one
another

» A strong focus on shared objectives and contimagtovement of teaching and
learning

* A curriculum that supports inquiry-based learning/ar research projects
requiring independent sources, critical thinkingg anformation literacy

The model school will have resources that enable the librarian to have good accessto
teachers and classes
» There should be enough computers in the librarafahole class
* There should be adequate time for the librarianddk with teachers
» There should be clerical support in the librargt@ble the librarian to take on
higher-level work

Professional support.

Strong professional leadership can help motivatealdibrarians and raise the standards of
professional activity. Model professional suppoiit provide intellectual and social
resources to help librarians better achieve thetegic vision. This support should be
available to school librarians nationally, regidpaand locally, through a combination of
professional associations and local, employmengdbaspport.
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The model professional associations and organizations will support school librarians
nationally and regionally through the following means
» Professional associations publish high professistaaidards librarians can work
towards
» Professional associations provide opportunitiep&®ar networking and idea-
sharing, such as conferences and online learning

The model local professional personnel will support librarians at the local authority level
by having the following attributes
* The school librarian has a local professional managthin the council who has a
strategic vision for school libraries and encousalgigh-level professional activity
* The school librarians in the council form a strdocal peer support network,
working together to solve professional problems stmare knowledge

Discussion of the Modée
I nter connection

The three sections of this model are closely ergdi® model library programme depends
on an active librarian as well as adequate resswd support from the school and the
professional sphere. A school library programme mot thrive without a combination of
internal and external strengths. This interrelagsdns visible in the model, as elements in
one section sometimes complement elements in anothe
* A model school librarianSeeks to expand and develop the school library, for
instance, by working with new teachers and departser new types of projects
every year
* A model school librarianPrioritises the enhancement of teaching and leayras the
main goal of the school library
* A model school environmenitlanagers support the librarian taking an expansive,
non-operational role and endeavouring to suppoariiéng across the curriculum

The first two of these elements represent thaiian’s efforts to reach out and
develop the library programme, and the third elemepresents an environment that is
receptive to those efforts. Elements such as tredkeet the two-way relationship that exists
between the librarian and the school environmért.skchool librarian meets with resistance
or even hostility from management, the library peagme will be less likely to succeed
(Church, 2008). Conversely, a librarian with a aarrtraditional view of the school library
who never reaches out to teachers and ignoreditinagonal mission of the school would
not run a model school library programme, even withmited support from school
management.

Another example of model elements being intertwilsaghen several different
elements describe various facets of a single segmf phenomenon, such as the library
supporting learning via the curriculum. In our mhdeur elements cover this idea:

The model school librarian will have a strategic vision expressed through a diverse set of
dispositions such asthe following
» Prioritises the enhancement of teaching and legranthe main goal of the school
library
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» Demonstrates knowledge of the curriculum and staysent with curricular
developments

» Aligns the goals of the library to the goals of #ufool

» Offers tailored services centred around teacherd’'students’ needs

The first of these four elements is akin to a misstatement, defining the main goal,
and the main role, of the school library: to suppeaching and learning across the school.
The next three elements spring from this statenmidre.curriculum is the main delivery
mechanism for learning and teaching, thereforelitinarian must be familiar with the
curriculum in order to support it and work within The first two elements in this group are
both general, and will apply to all schools. Thedelement recognizes the importance of
working towards specific school-level goals, beesath®e school is the parent organization the
library serves, and the fourth element highlightsitnportance of meeting the individual
needs of individual teachers and students. Thagesfements work together, describing how
the model school librarian will support learningdladeaching across the school.

Feasibility

One of the core goals of this work is to developadel for school libraries in Scotland that
was feasible. This meant that everything in the @hatlist be possible in Scotland. For many
of the items, the possibility of existing in Scoitbwas proven simply by being observed in
one of the Scottish case studies.

We are making a leap when recommending in the ntbdébrofessional associations
available to school librarians in Scotland and “mibhigh professional standards librarians
can work towards.” There are currently no standédschool librarians in Scotland,
although many school librarians voluntarily follalae HGIOS: Libraries Supporting
Learnersself-evaluation framework (HMle, 2005) which wasvdloped by a working group
within the Scottish Library and Information Coun@@LIC). The members of the working
group were primarily heads of library services freamnious Scottish local authorities and
demonstrates that motivated practitioners can wodoncert with an official body to
produce useful guidelines.

The role of professional associations is not liohii@ standards-generation, however.
In the model, it is recommended that professiossbeiations “provide opportunities for peer
networking and idea-sharing, such as conferencg@®aline learning”.

Findings from the case studies indicate that Sto#chool librarians are closer to the
American model of school librarianship than thes tar the British (Knuth, 1995, p.267), in
terms of role-perception and programme orientafldms has two main consequences: firstly,
it validates the researchers’ approach of learfrimg the American model of school
librarianship. Secondly, it means that it no long@ems reasonable to expect Scottish school
librarians to follow the CILIP guidelines for sedary school librarians, particularly when
the school library community has developed and ehas adopHGIOS: Libraries
Supporting Learner§HMIe, 2005) its own evaluation framework. Thesen appetite for
better guidance and higher standards in Scotlarditree will to work towards them clearly
exists, therefore it is feasible to suggest thhostlibrarians should have Scotland-specific
professional guidelines to follow.

Conclusions
Revisiting the Resear ch Questions
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The purpose of this study was to develop a modbesf practice for school libraries in Scotland
based on literature and existing practices in tBeadd Scotland. In order to develop a model of best
practice, the authors investigated what made igsauccessful via the literature and undertakivey f
case studies. Through research questions, theystugxamine factors that enabled individual
libraries in both the US and Scotland to succedé.résearch questions were:
« What allows a school library to succeed?
* What can prevent a school library from succeeding?
* How important are the systemic differences betwberlJS and Scotland to the
success of a school library?
* What are the different internal and external fextbat hold influence over the
development of the school library programme?

These questions were explored both through thafitee and through case studies in
Connecticut and Scotland. The findings were usdalitidl a model for school libraries in
Scotland, and in the next few sections, we willradd each of these questions directly, in
turn.

What are the different internal and external fectbat hold influence over the
development of the school library programme? Resntticate that the school library
programme is influenced by factors that are intetméhe school library (the school
librarian) and external (the school environment prafessional support). As the main
internal influence, the school librarian is thenpatry driver of the school library programme.
The librarian interacts with external forces sushhe school environment and the
professional support available to him or her. irterplay of these three main spheres of
influence is what determines the shape of a libpgogramme. Aspects of the school
environment and available professional supportpramide opportunities or barriers to the
librarian in developing the library programme. Véhil is the responsibility of the librarian to
seize opportunities and minimize barrier, thera lisnit to what can be done. Chronic
conflict or a lack of support in both the schoolieonment and the professional sphere can
lead to demotivation or staff attrition (Day, Stab&ammons, Kington, Gu, Smees, &
Mujtaba, 2006). For a school library programme &etrits highest potential, all three areas
should be strong.

What allows a school library to succeed?

An interconnected web of factors allows a schdwhliy to succeed. It depends on the school
librarian firstly, and also the school environmantl the professional support available to the
librarian. A school librarian is the main drivertbe school library programme, and without
the librarian, the school library will not succeédlibrarian builds a strong programme
through careful high-level strategic managememte@tsas successful day-to-day operations.
A school librarian can develop a high-quality seevinrough actions in three areas:
* Managing self: employing effective coping stratsgie maintain motivation and
commitment;
« Interacting with others: forming positive relatitiyss with managers, teachers and
students; and
« Strategic management: working towards a visiortHerschool library.
Although the model lists elements individually, soof them overlap all three of these areas.

What can prevent a school library from succeeding?

Just as the librarian, the school environment,@onéessional support can allow a
library programme to succeed, factors within anyheke areas can provide barriers to the
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development of a successful programme. Many okthi@ags could be described as the
opposite to elements in the previous section. kample, imagine a librarian who has poor
relationships with teachers and students, who damaoage disappointment well, loses
motivation easily, has no vision for the programene who is content to perform only basic
operational tasks such as checking books in andltiat librarian will not run a successful
programme.

A school environment can provide many barriers library programme, either by
having a culture or atmosphere that is hostildéodfforts of an active, collaborative librarian
or by putting logistical barriers to the librariaréfforts, such as resources so limited that the
library becomes difficult to use.

Poor professional support can leave librariansautltlear guidance or standards to
aim for. Professional associations can under-ssekieol librarians by publishing weak or
irrelevant professional standards, or by providirigck of opportunities to meet and learn
from other school librarians at conferences. A latkmployment-based support offered by
the local authority can be another weakness. Poeven hostile leadership at the local level
can mean that librarians are given conflicting rages about their roles, and are thwarted in
their attempts to reach high professional stand&da-existent peer support can mean that
librarians feel isolated and lose motivation,

How important arethe systemic differ ences between the US and Scotland to the
success of a school library?

International comparison has been a key elemethmi®study, investigating how
important the systemic differences between schbries in the US and Scotland are to
individual, practicing librarians. The findings igdte that although American school
librarians enjoy advantages in pay, status, anfépsmnal support, some differences can be
overcome, and are not insurmountable barriers ¢ellnce in Scottish school libraries. Our
Scottish case studies showed that our librariaigotland, like those in the US, see the role
of the school library as supporting learning actbssschool, both within and beyond the
curriculum. Although some might choose not to etiterprofession because of the low pay
relative to teachers, that says nothing about &palailities of those who do.

Another difference that can be overcome is the réiffee between the strength of the
professional associations in the US and UK. Pradess standards in the UK are weak
relative to those in the US. The Scottish schdwhliy community have responded by taking
the initiative to develop their own self-evaluativamework. Their efforts to integrate with
the education establishment and become part ohdipection process is impressive given
that school librarians do not hold a statutory fisj and there is no legal requirement to
have library staff (Owen, 2009).

Final Thoughts

This chapter reports on an investigation of thdityeaf daily life in a school library
comparing the workings of American and Scottistostlibraries, to find out if they are as
different as the literature and national guidelinesild make them seem. In many ways,
American and Scottish school libraries are higltyilsr. The findings suggest that librarians
in both countries see the role of the school librato be the same, namely supporting
learning throughout and beyond the curriculum. &ilans in both countries are influenced,
negatively and positively, by aspects of their stlemvironments and the professional
support available to them. In each country, limitesburces means reduced access to a
library, and solo workers struggle with lack ahé and lack of staffing support. Success was
also to be found in each country, and the factoasinfluenced success were similar: a
welcoming, motivated, visionary school librarianais well-supported by the school
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environment and who, professionally can meet tgbadst standards. The research indicates
that a resourceful, resilient, committed, visionlilbyarian can overcome numerous and
significant obstacles and create an excellent jprogre.
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Appendix A: On grounded theory

The type of grounded theory used in this resemrte Strauss variation. Strauss and
Glaser were the two progenitors of grounded théGlgser & Strauss, 1967), although,
though their usage of the approach became dive(8eyrmnan, 2008). A key difference
between the Strauss and the Glaser branches aidgduheory is that Strauss does not
discourage the researcher from undertaking a liusraeview before entering the field, as
Glaser does (Glaser, 1998). To Strauss, readinif¢nature prior to data collection is one
way to develop the researcher’s sensitivity to nregfal themes in the data (Corbin &
Strauss, 2008). Corbin and Strauss contend thaitisétly is greatly increased by having a
mind prepared by literature, pre-existing profesal@xperience, or other pre-existing
knowledge (Corbin & Strauss, 2008).

Grounded theory is an approach to research verymmly used with qualitative case study
because they are both flexible approaches to stgdwial-world situations and processes,
and both are focused on the significance, rathaar the quantity, of the events observed
(Bryman, 2008; Cohen et al., 2000; Denscombe, 288Iden, 2005). Indeed, its flexibility is
one of the defining features of grounded theoryikermethods that require the researcher to
have a detailed plan at the outset of a studyyeauire piloting of research instruments,
grounded theory encourages the researcher to exggmificant or meaningful ideas as they
emerge from the data using theoretical samplingcaahg, facilitating a wider potential for
the investigation of relevant information (CorbinS&rauss, 2008). This flexibility allowed

for significant or interesting themes that emerdedng field study to be followed and
compared across cases. Because the period osfiedg for the project reported in this
chapter was for a fixed duration, the ability t@ae, code, and compare data across cases
before the end of the field study meant that richeare significant, and more relevant data
could be collected in the limited time available.
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Appendix B: Sample interview questions

Although the interviews were semi-structured ardrit follow a precise script, some questions were
commonly asked of interviewees. Below is a samptease questions.

Librarians:

Could you tell me what you think makes a good sthbrary program?

What are your goals for the library in terms of eleping the program?

What would your job be like if you didn’t have yoiaching experience and if you weren'’t a teacher
at all as is the case in Scotland? (US only)

Could you tell me about the wider world of librarghip, school librarianship, in terms of profession
support and your resources that you draw on and pradessional networks?

What would your job be like if you were a solo werkif you didn’t have clerical staff, if the emir
library staff was you? (US only)

If you had staff support, like if you had an assnt what would you do? (Solo workers only)

What guides you when you're running the program?

What makes you good at your job?

Could you tell me about the challenges that yoe fache library day to day?

What advice would you give a school librarian whasvjust starting out in a school?

What does a good school library mean to you, if wewe to describe one?

What's the purpose of a school library?

In what ways does the school library support leagr@ind teaching?

Non-librarians (teachers and school management):

What does a good school library mean to you, if wewe to describe one?

What's the purpose of a school library?

If you were hiring a school librarian, what woulduwylook for in the candidate?

Give me an example of how you use the library iaryieaching (teachers only)

If this district decided to cut all of its schoddrarians, what impact would that have on your
teaching? (teachers only)
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