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The current research examined the experiences of beginning teacher librarians (TL) and
expert TLs to ascertain the factors that predict practitioner success. In the process, the
study compares southern California TLs (and their academic preparation) with the
experiences of TLs in other representative countries (e.g., Australia, Brazil, Canada,
European Union, South Africa, Hong Kong, and Singapore). Factors were identified that
link to TL preparation, with the intent of determining: 1) at what point in the academic-
practice continuum identified skills, knowledge, and dispositions should be addressed; 2)
what pre-service and in-service activities optimized learning. The investigator also
uncovered universal and culturally determined practices.

Problem Statement

The teacher librarian preparation program hassashiarge to prepare candidates to serve
as successful teacher librarians in K-12 settilgsile the intent is not to prepare them merely
for their first job, the program does try to optmmithe experiences of beginning practitioners. As
such, part of that preparation may include fielderience. Nevertheless, the first couple of years
can be difficult, particularly if the TL’s originaxpectations do not match the realities of day-to-
day work or do not mesh with the school’s existmatpies and norms.

Particularly since the profession predicts a swfgédrarian retirements in the near future,
it is imperative that those candidates who enteptiofession will be successful, and will remain
as TLs for the foreseeable future.

This study examined the academic preparation, gpeditions, initial job experiences,
and professional development opportunities of bagm TLs and expert TLs to ascertain
possible predictive factors that can foster effectiLs.

Literature Review



The literature review drew upon the standards, exéx preparation, career choice, and
in-service experiences of TLs. Because their fomstilargely overlap those of classroom
teachers and educational administrators, literdtora these related fields were also examined.

Standards, Competencies, and Academic Preparation

Standards for pre-service librarians exist at staétional, and international levels. The
International Federation of Library Associationsl dnstitutions (2000) developed guidelines for
library programs, which focuses on the managemedtuse of information within systems. In
2002, the National Council for Accreditation of Thar Education, in collaboration with the
American Association of School Librarians, estdi#gid student outcomes for school library
media preparation programs in the following areasng information and ideas, teaching and
learning, leading and collaboration, program adstiation. Most standards and library
education programs incorporate theory, practicd,fetd experience.

Nevertheless, in reviewing the literature of theeadion and competencies of TLs in the
United States, Shannon (2002) discovered a complek sometimes conflicting picture;
although resource management remained a constantceeased need for technological and
leadership skills became apparent, while instracémd collaboration skills were perceived
unevenly. McGracken’s 2000 survey indicated thatsThain roles were self-reported to be as
information specialists and then as program aditnat®'s; instruction was less important, partly
because of school community expectations. In sumgeyL practitioners in Georgia, McCoy
(2001) found that administration, information accesd delivery, and collection development
were core competencies; technology was less watietk In a Northwest United States study of
faculty, candidate, and administrator perceptidnsl@al beginning TLs, the consensus was that
the person should be able to work well with otharsj have strong technical and managerial
skills (Roys & Brown, 2004). Likewise, the summe&0B issue of the Journal of Education for
Library and Information Science included five papeabout library education in Asia; the
authors found that management and information /conmication technologies were core
elements, but great variability in education angkeotprojected competencies existed; moreover,
little attention was paid to TLs. Although academiperiences vary, several studies concur that
prior successful academic librarianship preparagdiey for workplace success as a TL (Oberg,
1991; Shannon, 2002; Cochran-Smith, 2004).

Career Decisions and Dispositions

Certainly, individual attributes and situationalalites impact career choice and
subsequent actions. TLs bring a wide variety ofeapaths and expertise as do many classroom
teachers. In their study of beginning teachersnGind Young (2007) created an ecological
model of development, which captured factors rdlate choosing a teaching career and
certificate program. Six distinct personnel clustemerged from their analysis: compatible



lifestylists (teaching fit their family lifestyleyvorking-class activists (first-generation college
students with a strong sense of service), romadsalists (younger, reform-minded, wanting
self-fulfillment in their job), family tradition fllowers, second-career seekers, and career
explorers (males seeking additional credential$)es€ clusters echo the attitudes of TLs,
although it is not clear which cluster would reflebose TLs who worked in other library
settings.

Independent of their career motivation, some liare are more likely to be satisfied
with their jobs than others. Williamson, Pembertand Lounsbury (2005) collected personal
data from 1500 librarians to reveal with emotioredilience, work drive, and optimism were
significant predictors of career and job satisfattiOberg (1995) identified several personal
attributes that were indicators of career sucdesstership and collaborative skills to create and
communicate a vision, self-confidence and self-Keogye for supervising, negotiating, and
collaborating; ability to learn from role modelsyderstanding of change processes; advocacy
skills.

In-Service Experiences

Having realistic expectations of the job was anotheedictor for work and career
satisfaction (Person, 1993; Johnson & Birkelan®32@raziano, 2005). This understanding was
largely dependent on prior experience working birdries (Oberg, 1991; Macmillan, 1998;
Domeracki, 2002; Yonyz & McCook, 2003). While acaue preparation programs intend to
prepare TLs, on-the-job expectations can diffenificantly from idealized ones (Kinard, 1991;
Oberg, 1991; Person, 1993; Gwatney, 2001). TLs owitlprior work experience often had
preconceptions about their work functions thateet#d current professional standards, but found
that their actual duties were less professionaichvied to job dissatisfaction (McCracken, 2000;
McCoy, 2001). Part of the problem resides in tHests expectations of TLs, which might not
be informed based on current TL standards and prestices (Kinard, 1991; Kuhlthau, 1993;
Cochran-Smith, 2004). That same phenomena happensiversity settings, where teaching
faculty value libraries more for their referencerkvahan for their contributions to teaching
(Manuel, Beck & Molloy, 2005).

Little research about first year experiences of Tihs been conducted. Because the TL's
job description has elements of a variety of ofhasitions, the literature review was broadened
to examine the experiences and challenges ofyf@at classroom teachers and administrators.
The induction activities (i.e., district-based ®rgce training for clear teaching credentials and
library media teachers) described for these prajaatgroups were also examined and adjusted
to serve the purposes of supporting new libraryieneghchers.

Cochran-Smith (2004) noted the importance of reentWhile many people enter the
teaching profession for idealistic reasons, suttly oals will not keep them in the field without
successful school conditions, site support, oppdras for professional learning communities,
and advancement prospects. Johnson and Birkel@@B)2choed this retention issue in their
study of new teachers’ career decisions. They roeetl the need for stable and orderly work
environments, adequate resources, reasonable &drkbnd dependable advice and support



from colleagues. In their review of recent empirig@rature about teacher retention, Guarino,
Santibanez, and Daley (2006) noticed that urbanm;gerforming schools had higher attrition
rates. Schoolers with higher proportions of minoand low-income student populations also
had higher attrition rates. In surveying TLs’ pegittens of school climate throughout their first
year, Domeracki (2002) discovered perceptions bedass positive, as did job satisfaction.

In examining site-based factors, several indicategee identified as potential predictors
of success. A professional school climate with aitpe and focused vision was positively
correlated with job performance and satisfactiomg@, 1991; Slygh, 2000; Vereen, 2002;
Graziano, 2005). Peterson and Deal (2002) idedts@hool cultural elements that foster positive
thinking and action: norms of collegiality that encage sharing issues and resources, norms of
performance that encourage a strong work ethicnaosf improvement that encourage self-
improvement, a shared sense of purpose and a stemed of responsibility for student learning.
In comparing beginning teachers in highly struaiuaed “co-constructive” schools, Achinstein,
Ogawa, and Speigiman (2004) found that a collab@aiimate where beginning professionals
are given autonomy and expected to be creativetdeligher performance and greater job
satisfaction. Similarly, Kuhlthau (1993) assertledttteam-oriented, constructivist school climate
led to success. In parsing school climate factdrgng, Verstegen, and Fan (2006) identified
participation in decision-making as the strongessitive relationship with teacher job
satisfaction. Gagnon (2004) noted that new TLs raeschool climate in which they can express
their feelings, thus reducing stress. In shortjrigaa “voice” is important for beginning TLs.

Support by the principal and other personnel is alsicial to TL success. (Achinstein,
Ogawa, & Speiglman, 2004; Graziano, 2005; Slygl@02&ereen, 2002). Gagnon (2004) noted
that principals organize and structure the schaglrenment. Similarly, Oberg (1995) asserted
that principals help beginning TLs achieve by eipléorary services to the school community,
demonstrating personnel commitment to library s®sj and providing the resources and
structures to facilitate library program succedssHould be noted that beginning teachers
sometimes perceive that the principal gave lespa@tghan the principals thought they gave
(Oberg, 1995; Ingram, 2002). Part of that suppaertiudes providing and encouraging
professional development opportunities (Oberg, 1®imas, 1994; Johnson, 2002; Hook, 2003;
Achinstein, Ogawa, & Speiglman, 2004; Graziano, 3)0@lagg (2002) cautioned that staff
development, per se, does not impact teacher i@tergrofessional development needs to be
immediately applicable to their practice; persom&ntoring programs are more effective than
standardized in-services. Smith and Ingersoll (208fphasized the need for collection
induction activities such as planning and collaborain these induction programs.

Background Theories

Three theoretical strands provided valuable coneépiodels for this investigation:
competency theory, change theory, and contingemeyry of socialization. The first focused on
the individual's expertise, the second focused eaigion-making and behavior, and the third
focused on interpersonal relationships.



Competency Theory

Dreyfus (2004) posited five levels of adult skidqaisition, from notice to expert. The
novice can follow directions, but cannot succeedependently; they need to understand the
underlying principles and context of the skills.eTadvanced beginner practices skills, applying
them to real situations, and is given additionahregles in order to analyze new situations.
Competent adults develop schema to help them déweeto apply their skills, identifying
important elements for planning. Proficient adldtgerage their emotional involvement to make
situational decisions quickly rather than havingveigh each factor abstractly. Since situations
may differ widely, with accompanying factors chamgirelative importance, competent and
proficient adults may still make mistakes becaheg &ire unlikely to anticipate all consequences.
Experts have a wide repertoire of skills and experes, and can make discriminating decisions
that take into account nuanced subclasses of isiigatin their discussion of master teachers,
Ambrose and Bridges (2005) asserted that, amongghexpert faculty understand students “in
multiple ways that represent the complex humandsethey are,” including their cultural and
historical context (5).

Van Manen’s (1977) levels of reflectivity offereddavelopmental approach to teacher
competency. Beginning teachers reflected technii@bnality: technical application of skills;
next, they reflected practical action: clarifyinggssamptions while addressing educational
consequences; ultimately, they displayed critiedlection: concerned with knowledge and its
context. Focusing on first-year teachers’ expemsershort (2003) found that new teachers
focused more on their own actions than on thenlestts’ learning, and Richardson (2003) noted
how structured mentoring program helped first yeschers transition from self-concern to
concerns about effective instruction, manifestiragn\WManen’s model.

In the process of learning, adults also tend togmess from passive receiver of
information to engaged reflective learner (EricsrCharness, 1994). In his review of the
literature on workplace learning, Smith (2003) daded that skill development beyond the
procedural level requires human guidance and oppibts for action learning. Nevertheless,
scaffolding is needed to construct goals and gfiegethat will lead the beginning TL through a
problem space. The need for timely feedback needsetpart of this socially-contextualized
experience in order to enable pre-service and beginTLs to make appropriate changes. These
findings reinforce the concept of structured sexviearning and field experience in TL
preparation programs.

Belenky and Stanton (2000) focused on affectivetepiologies of knowledge formation
in relation to constructive teaching. They ideetifithe following stages:

+ silence: not seeing oneself as a learner, havsenae of powerlessness to change

« received knowledge: learning by listen to outsid#harity, a sense of one truth

+ subjective knowers: learning by using proceduredimaling the truth

« separate knowers: critical discernment, compremegnitie affective domain, recognizing
oneself in others

« connected knower: active construction of knowledge



« constructive knower: select and integrate a laegentoire of processes, cultivate range
of abilities in others.
The researchers also recommended that pre-seacemic faculty diagnose the stages
of their teacher candidates, and provide developaigrappropriate learning activities to help
candidates bridge to the next higher level.

Perrone’s study of librarian expertise (2004) faxlisn the transition from competent to
expert librarian, building on Berliner's 1994 resdgm about exemplary performance. As
librarians practice repeatedly, they need to ebems effort, but they also are less likely to be
learning. It normally takes over 10,000 hours, loow five years, to optimize the opportunities
of different situation to gain true domain-spec#ipertise that is manifested in flexible pattern-
finding and quick, efficient problem-solving. Howey if librarians focus on performance alone,
they may well stay at the competent level. DallgAind Sandberg (2006) echoed this possibility,
defining two dimensions of professional developmémproved skills (the competency level)
and embodied understanding of practice (the “bigupe”); beginners tend to focus on the
former, but as they practice they may shift todttesr perspective.

Dweck’s 2006 research on self-theories offered possible explanation for this gap
between competency and expertise: a fixed mindssed growth mind-set. The former attitude
assumes that intelligence is fixed; these indivslyzrefer lower-effort success and want to
outperform other. The latter attitude assumesittialligence is malleable and incremental; these
individuals love learning, seek challenges, valiiere and persist despite obstacles. When faced
with failure, the former are likely to think thasults are out of their control and will try letse
latter want to master the situation, and will takenger-term perspective.

Attribution theory is a related set of principlesncerned with competency. In this theory,
individuals attribute their success or failure iternal or external causes. If the cause is stable,
there is little chance for change; if the causanistable, the outcome might be situational so that
eventual change is possible. Likewise, the locusootrol impacts success; if the individual feels
that he or she can control the situation, thenetiehope for eventual success even in the midst
of immediate difficulties (Weiner, 1986).

Self-perception and self-confidence also impact petency. Bandura (1997) asserted
that “perceived self-efficacy is concerned withgatents of how well one can execute courses
of action required to deal with prospective sitoias” (122). Self-efficacy is reflected in one’s
choices of actions and situations, one’s persig#atts in overcoming obstacles, one’s feelings
of stress and anxiety (Schmidt, Kosmoski & Pollat®98). Individuals with high self-efficacy
are likely to perform and cope better than indialduwith low self-efficacy. For example, Nahl
(2005) investigated the influence of affective aates in using the Internet. She found that high
self-efficacy and optimism counteracted feelingsfrofstration and irritation in challenging
Internet tasks; additionally, high affective copisgills led to lower uncertainty and greater
acceptance of technology systems.

In a similar vein, Collins (2005), known for his woon helping institutions go from
good to great, identified level 5 leadership (effexexpert) as combining professional will and
personal humility with ambition for their institoti’s success; these leaders set high standards
for themselves and others towards that end, ardl iiays to produce long-term results. He



asserts that level 5 leaders know and leverage 8tengths, their motivations, and their
passions.

Charter (1982) discovered that identified exemplabg were extroverted independent
leaders and learners. Comparing beginning and expead TLs, Oberg (1995a) found that
experienced TLs had stronger professional netwoeks]y were committed to ongoing
professional education, mentoring, advocacy, atidypdevelopment.

Change Theory

Beginning TLs experience significant change as thaysition from one role to another:
either from a classroom teacher, other type ofatibn, or a student to the role of a TL. They
need to change both their behavior and their diguThis change involves both internal factors
as well as interactions with external factors (esghool culture and norms).

Fiske (1980) focused on middle and later life clesngvhich applies to the career ladder
of the majority of TLs. Fiske identified four dim&ons of adult self-concept: interpersonal,
altruistic, master, and self-protectiveness. Irdlrails differ in the attitudinal and behaviorial
degrees of commitment to these dimensions, and ¢hagge their priorities over time. Those
central changes may be precipitated by role chargeE®ming a teacher librarian, for instance.
Self concerns and responses to external factors lmeathe impetus, but in either case, the
subjective meaning of becoming a TL impacts onbanging self-concept. If, for instance, the
new role of TL requires significant behavioral cganthen the meaning of the role leads to
greater consequence and requires more commitmbaseTchanges can impact personal well-
being along each dimension, and may result in afr@ngd the new role. Individual and external
conditioning variables (i.e., personal resourcesgiad support, social status, socialization
experiences) all impact the individual's copingp@sses, interpretation of the change, and
ultimate response to change (George, 1980). Bynd#orton, and Williams (2006) reiterated
the difficulties that second-career teachers faddtese mid-lifers come with precise career
expertise that might not transfer well into edumadil culture, and they may have non-
conforming habits that clash with their “new” orgaation. This situation can occur with
classroom teachers entering school librarianshiwedsas non-education librarians transitioning
to K-12 settings.

Skinner's operant conditioning theory (1969) pasitthat individuals respond to
discriminative stimuli; positive behaviors and etiee reinforcers need to be identified. As the
person performs appropriately, he or she can Inéoreed intermittently until the old behavior is
extinguished; furthermore, refinements of the dmkibehavior can be reinforced much in the
way that teachers scaffold learning. Skinner’s nibtevas purposeful external conditioning.
However, operational conditioning might well ocoom the unconscious level as new TLs
respond to personally-relevant institutional stinsuch as social inclusion or principal support.
Additionally, an individual can purposely self-riorce changing role expectations by
substituting a new habit (e.g., seeking opportasitior collaboration) for an old one (e.g.,
depending completely on oneself to instruct) wita positive reinforcement of getting to work



with more students (a positive past experiencerthight be harder to accomplish independently
as a TL). In any case, for change to occur, the helavior has to be more compelling and
beneficial than the old one.

In her study of beginning TLs who had been paragssibnal library staffers, Oberg
(1991) recognized the feelings of loss and dislooathat accompanying the abandonment of
prior roles and the assumption of new roles. Shmseled, “Awareness and acknowledgment of
these feelings will go a long way in helping novieacher-librarians deal with the challenges of
their new role; in fact, such discomfort may be iadication that a real and necessary
transformation is occurring.” (1)

One of the most important research-based modelscliange, the Concerns-Based
Adoption Model, was developed at the University Tdxas at Austin to address teacher
resistance to innovation. It posited seven stafjesmcern, and asserted that change agents need
to use a different approach at each point for petiphdvance to the next stage.

1. Awareness: briefly define the change and its b&nefi
2. Information: provide factual information about hdve change works.
3. Personal: link the change to the person, showsgrpact and how the person
will be supported.
4. Management: train the person, showing them howaoage the change.
5. Consequence: show concrete evidence that changetisngtudent learning.
6. Collaboration: provide opportunities to share eigreres and leverage change’s
potential together.
7. Re-focusing: provide opportunities for pro-activgprovement (i.e., more
change). (Hord,1987)
At the site level, the TL's role needs to be clgai®lineated, communicated, and fit into
a reasonable timeframe for development. Resouheeagn, material, space, time, money) need
to be identified and allocated to insure the neddeel of support. Stages of concern should be
identified, with appropriate strategies determirted help the teacher librarian accept and
implement the professional role. Monitoring andeassent need to be ongoing so plans can be
modified as needed. As with operant conditionihg, €oncerns-Based Adoption model may be
pro-actively implemented on a conscious personalleindeed, academic preparation is the
typical means of initial role acceptance; the imdlinal becomes interested in teacher
librarianship, gathers information and relatesoitohe’s personal life, learns and practices the
new skills with others, and refocuses his or hew mele. If the stages are not successfully
experienced, the potential TL is likely to drop theademic pursuit. On the other, if the final
stage is reached successfully, the individual rdfeated as a teacher librarian. In the new job,
the beginning TL then has to revisit these adopsi@yes as he or she has to negotiate the TL
role as expected by the school community.

A related theory focused on role development. Mspecifically, Toffler (1981) traced
professional growth from the end of formal academreparation and five months into
employment, focusing on role-development stress. i8ted two sources of role-development
stress: role ambiguity where the role is unclead ale conflict where expectations differ
between employee and employer. Role developmergéndispon both rational and emotional



reactions; at the beginning, role stress tendsetamore internal-based while over time the
relational aspects of the job are the main predidiar successful role development.

It should be noted that the school community ashmag the TL may need to grapple
with change. Contemporary TLs are likely to haveerbéaught newer instructional design
approaches such as collaborative planning, newanilgy strategies such as problem-based
inquiry, and newer student learning issues suchnfasmation and technology literacy. When
that new TL enters a pre-existing school cultueg #xpects a traditional TL role, the newcomer
has to determine the extent that he or she wildneechange self-expectations — or need to
change the school community’s expectations. CaytaliL.s should play an active role in school
improvement so they can help shape change ratharlib shaped by others. As TLs examine
their own strengths and the contributions of theally media program, they can articulate those
assets as a team player for systemic improvemietiite Ischool community continues to do the
same things in the same way, chances are thaibtlaeyl media program will not be optimized.
Therefore, schools themselves have to change gr todmprove. Even positive change requires
disequilibrium and re-adjustment, which can threathe existing structure of power and
influence and can result in different reallocatmfrresources and priorities. Thus, the force for
change needs to overcome resistance, and needsnéditbthose who accept and spearhead
change. Both social and functional aspects of ohamged to be addressed since the school
culture as well as operations are affected.

Contingency Theory of Socialization

Contingency theory of socialization examines theraction of a new employee and an
organization in pursuit of attaining the goals ehgral satisfaction and mutual influence Four
stages of socialization exist: anticipatory soegtion (prior experience and pre-assessment of
the job and the organization), encounter and acaashation (learning new tasks, establishing
interpersonal relationships, clarifying the role thin the organization, and evaluating
congruence), role management (resolving personal work conflicts), and outcomes
(satisfaction, influence, distress, turnover) (Reddh, 1976). Feldman found that role-centric
socialization was more impactful than social granipation. However, personal resolutions of
conflicts significantly impacted general satisfantiwith the job.

Gott (1989) and Mezirow (1991) focused on sociaibnstructed workplace learning.
Gott asserted that three types of knowledge of irequfor real world tasks: procedural
(reflecting Dreyfus’s novice level), declarativeofdain), and strategic (decision-making).
Mezirow identified three types of workplace leagiimstrumental (similar to Gott's procedural
knowledge), dialogic (the organization and the peis role within it), and self-reflective
(similar to Feldman’s socialization stage of accaydation). Cunningham (1998) emphasized
the effectiveness of workplace learning througlenattions with other learners and experts,
reinforcing social-interaction conceptualization.

In examining the emotional and cognitive stresgesganizational socialization, Nelson
(1987) discovered a number of emotional factors tbd to greater satisfaction: higher self-



efficacy, open-mindedness, and greater risk-takeyeral studies showed how family support
lowered stress (Cochran-Smith, 2004; Farmer, 2008nson & Birkeland, 2003). In terms of
knowledge, the more that individuals know about jile and the school, and have a strong
library science background, the more likely thaythwill be able to handle stress, and will be
successful and satisfied in their job.

Louis (1980) noted the inadequacies of organizati@ocialization, and identified key
features of new employee experiences: surpriseyasino assumptions, and need for change.
Rather than trying to avoid all surprise or unexpdcexperiences, employers should help
newcomers make sense of these surprises by fantjteelationships with knowledgeable peers,
sharing information, and giving timely feedback. ptlograms should also alert their pre-service
students about possible assumptions and likelyrisegpwhen encountering the realities of the
job and the organization.

Jones (1986) examined socialization tactics. He pawed collective and formal
initiations to individualized and informal ones. Hiso compared role models and self-identified
situational action. Formal models tend to loweriatyxfor newcomers with less self-efficacy
(and likely to be associated with more routine )phsghile informal models lead to more
differentiated responses to work situations, whishmore reflective of TL positions. The
implication is that self-efficacious professional® more likely to be successful; organizations
who want to help less confident beginning TLs nedocus on ways to reduce anxiety by
providing targeted professional development opputitts and positive role models. In short,
both organizational demands and personal selfagffiempact the socialization process.

One specific perspective of this socialization tlyefocuses on work role transition.
Nicholson (1984) posited three pre-conditions: freson’s prior occupational socialization and
motivational orientation, the organizational indaontsocialization processes, and the role
requirements. Three types of outcomes result: @festatus and coping responses, identify
changes, and behavioral changes. Depending on ateenand degree of personal and role
development, four modes of adjustment are posdit#elication implies little significant change
(an unlikely state for most TLs even if their prjob was in the same school). Absorption occurs
as one gains the skills and knowledge to be suftdemsd accepted; one could remain at this
stage, which mirrors Dreyfus’'s competency levelpoe can make further adjustment as follows.
Determination is characteristic of mid-career cleangpere the individual has a well-established
self-identify and self-confidence, is skills, anesdes control; the person tries to reshape the new
work role and the environment. This adjustment ssially unstable; either the individual is
successful and the rest of the school readjustsherindividual makes personal changes in
another direction. Exploration occurs with continoavelty of job demands or possibilities. This
mode is more likely to happen in creative learrengironments, which would match optimal TL
work. If the new role offers more autonomy, the né&l is likely to absorb or follow
expectations; with less autonomy, the TL is likedydetermine the role differently or explore
more. Likewise, if the new TL wants feedback, apton or exploration will probably result.

One popular approach to socializing new persorsi¢heé use of mentors. Mentorships
by — and collaboration with — peers in the samgestiflomain result in job and career retention,
although their impact is surprisingly not dependentsociability (Clagg, 2002; Vereen, 2002;
Pierce, 2004; Smith & Ingersoll, 2004; Australiaibdary and Information Association, 2005).



Kardos (2004) reiterated the importance of matchsubpject-specific mentors with their
beginning counterparts in order to positively impseacher retention. Hein (2006) noted one
limitation of mentorship: lack of joint availablérte. Nor is mentoring a natural activity for
educators; making good practice explicit and angfindividualized learning activities for new
peers requires training for mentors themselvesni&eiNemser, 2003). For mentors to be
successful, Pierce (2004) asserted that sevetalr$aceed to be in place: a sense that the mentor
is the expert, a complementarity of needs betwéenbieginner and expert (i.e., forming a
professional identity and self-renewal), a williegs to nurtured and to be nurtured. Monsour’s
1998's recommendations for successful adminiseativentoring programs included similar
factors: mutually respectful pairs that met at teasnthly and participated in various activities
characterized by networking, emotional support @adlation, resource sharing, site visits, and
guidance. Kram (1985) identified four phases of taeship: 1) initiation, with its sense of
excitement and expectation as the relationshipsstay cultivation, when all mentoring functions
are at their peak; 3) separation, which may bendilie or stressful; and 4) redefinition of the
relationship. Thus, mentoring is in itself a miavem of the contingency theory of socialization.

Research Objectives and Description

The investigation examined the experiences of lmeginand expert TLs to ascertain the
factors, including role of employer-based inductpsograms, which impact their relative degree
of success, particularly in implementing librarydi@programs. It will also determine at what
point in the academic-practice continuum identifstdls, knowledge, and dispositions should
be addressed, and what pre-service activities agtimize learning. This research compares
southern California TLs (and their academic prefp@na with the experiences of TLs in other
representative countries (e.g., Australia, BraZénada, European Union, South Africa, Hong
Kong, and Singapore) in order to uncover possihlearsal and culturally determined practices.

Beginning and Expert TLs (as defined as those wdwe lbeen nationally certified or the
equivalent in other countries) were intervieweabider to determine whether the nature of, and
responses to, job demands change with experience.

A series of research questions were proposed:

* What are the critical differences between firsttsetyear and expert TLs’ behaviors in
terms of: time management, challenges, sourcesppicst, library program
implementation, application of career-preparatikitiss knowledge/ dispositions?

* What are the critical differences between succéssit unsuccessful first/second year
TLs’ behaviors in terms of: time management, cimgéss, sources of support, library
program implementation, application of career-pratian skills/ knowledge/
dispositions?

* Is there a significant difference between succéssfd unsuccessful first/second year
TLs in terms of demographics, prior teaching exgeee, status in TL preparation
programs, school community, or district inductiongrams?



* What critical factors for success can be linkedltcacademic preparation, including
field experience?

* What critical factors for success are more effetyivearned “on the job?”

* What information and activities would be most efifee in helping TLs transition into
their first/second years of school librarianship?

* To what extent do TL academic preparation and Tiheerences reflect universal or
culture-specific practices?
For the purposes of this study, “successful” wafindd as those first/second year TLs

* have been retained by their school for a second(geanore),
* receive all satisfactory or better ratings in theialuation,
* implement library media program principles (as dedi by AASL) to at least the basic
level, and
» choose to continue as an TL.
Successful TLs may also include those TLs who etered, but choose to be transferred
to another locale.

Unsuccessful TLs are defined as those TLs who:

» werenotasked to remain at the school,
» were asked to leave the TL position, or
» chose for themselves to leave the profession.

Research Methodology

To address these issues, the investigator usededmethods approach to provide a rich
dataset and to triangulate responses.

Findings from the literature review were comparedstandards for incoming and
proficient TLs (California Commission on Teachere@entialing, National Council for
Accreditation of Teacher Education, AASL, NatioBalard of Professional Teaching Standards).
In general, most standards for entering profestsoimeused on content knowledge and skills,
with some attention to dispositions (e.g., ethitahavior, effective interpersonal skills,
professional outlook). Proficient TLs were expected play a leadership role within the
educational setting and the community at large.ti@nother hand, professional success often
depended on circumstantial factors, which callednuive TL's ability to negotiate personal and
school community expectations.

As a pilot ethnographic exploratory study to detesrappropriate criteria for assessment,
thirty-nine beginning and expert TLs from the gezabkos Angeles area were surveyed and
interviewed. The subjects were recruited from tls¢ of National Board for Professional
Teaching Standards certified Library Media Teachansl from two large school districts (Los
Angeles and Long Beach) via their library servic€be Interviews were conducted by the
investigator via real time or via online chat usmgalidated TL interview protocol instrument



(Johnson & Birkeland, 2003). These interviews wéskowed by the administration and
collection (via email or print) of the following sessment instruments to gather specific data
about the subjects:

» Library media program implementation and valuesicufi-armer): to assess the degree
to which school library programs implemented AASinpiples, and the degree to which
TLs valued those principles
» Library media teacher standards self-assessmemhé@fpa to assess the degree to which
TLs met professional standards
» TL challenges and support survey (Bourke, 2003ide¢atify top-ranked challenges and
support systems as self-reported by TLs
* TL time management instrument (Farmer): to assésswnajor AASL principles were
addressed throughout the work day
» TL satisfaction survey (University of Alberta, 2008 assess TL job satisfaction and
work conditions
The preliminary data validated the instruments, ahd survey was adjusted to
accommodate international TLs, who constitutedstheond level of the research. At this point,
the data revealed significant differences betwésir fand second-year TLs, so both years were
included in the ultimate study.

IASL regional directors were then contacted to tderfirst- and second-year TLs and
expert TLs per country (Australia, Brazil, CanaBayropean Union, South Africa, Hong Kong,
and Singapore). A follow-up message was sent toLIA&mbers through the association’s
listserv. The same set of assessment instrumemes ageninistered to gather specific data about
the subjects via email and print.

Findings

As of April 1, 2007, 125 responses were collectsifrom the U. S., 38 from Australia,
15 from Hong Kong, 10 from Canada, 5 from Southigsfy 5 from Europe, and one each from
Brazil and Singapore. Respondents ranged from tiveinties (3) to their sixties (7) in age, with
45 % in their 50s, 30% in their 40s, and 17% inirtl3®s. Sixteen percent have never been
married. Females constituted 89% of the respondénly 7% considered themselves to be a
visible minority group member, and only 6% selfitBed a disability. A third had dependent
children; another 6% had dependent adults.

Academic Preparation

Two-thirds had education degrees, 47% had libnafigFimation science degrees, and
another 31% are interested in earning a librargfmhbtion science degree. Over 90%
participated in field experience while enrolledeir pre-service academic programs.



In examining the responses of TLs, a few culturecjz factors were identified. Non-

US programs were slightly less satisfactory thandd8s, typically because of technology and
collaboration elements. In a few Hong Kong caseBef@ TLs are required for every site),
individuals were assigned to become TLs, even thdbgre was no self-identification of that
role, which resulted in lower satisfaction of ttemdemic preparation and site situation. The most
frequent recommendations for program improvemediuded providing more technology and
practical information (particularly textbooks inetiJ. S., and human resource management in
Australia and Canada).

Predispositions and Prior Experience

In stating the reason for becoming a TL, almost tmentioned their love of reading and
sharing that interest. Longer-term TLs were mokelyi to mention loving libraries and books
(newer TLs mentioned the act of reading more thaokb in themselves). The second-most
mentioned reason was working with people: studeesghers, and others. A close third was the
interest in the research process, and helping ®thied and use information/materials
(mentioned mainly beginning U.S. TLs and U.S. ndity certified TLs). While a quarter liked
teaching or working education, almost that same bernwanted an alternative to classroom
teaching. About a fifth mentioned their love ofrlbes, and about an eighth were motivated to
become TLs because of prior library work experientieout a tenth noted an interesting in
professional development or liked library workirgnditions.

Almost half had been classroom teachers beforenbiecpTLs (TLs without a master’s
degree were more likely have taught than TLs withaster's degree, and U.S. TLs were more
likely to have been prior classroom teachers). Aeotquarter had been teachers on special
assignment or other service personnel. About 46gpérhad no prior library work experience;
about 15 percent had worked in public libraries] about 10 percent had work in university
libraries. Nation Board certified TLs were lesslikto have had field experience than first-year
TLs. The main reasons people did not go into schibcdrianship initially were because they
thought about teaching first or there were no lilarapositions available.

Induction Experiences

During their professional induction period, aboutqaarter of respondents did not
participate for any identified experience. Littlaihing was experienced the first year, and not
much more was given the second year; only by tid ffear did the majority of TLs participate
in the majority of training options listed. Ninghgrcent did independent reading; they responded
that they found this activity to be the most helphethod of training. The second most helpful
training was library association conferences; #meest helpful was district training (site-based
faculty training was also not found to be very efifee). Library and technology trainings were
found to be helpful. U.S. on-site training seemede more useful for non-U.S. TLs. On the



other hand, non-U.S. TLs thought that professiamatkshop were more helpful than for U.S.
TLs. More experienced TLs, particularly NationaldBd certified TLs, stated that technology
training and university courses were more helgfahtwhat beginning TLs asserted.

Expectations of beginning TLs impacted their wdfkst-year TLs sometimes expected
more collaboration. In some cases, they felt abeafy had less control of their jobs than as a
classroom teacher; in other cases, beginning Tdusgit they had more autonomy. Expectations
of the rest of the school community also influentieeir work; if the prior TL was ineffective,
the new TL was either welcomed with open arms themew TL had to work hard to overcome
the bad past impression.

To cope, first-year TLs tried to learn about thbasd and about library technologies.
They tried to find supporters at the site and witiie profession. They tried to be more assertive
and welcoming. By the second year, TLs felt mofea®fident, and balanced school and home
more effectively; they were often given more respboitity, but were given more support. In any
case, the onus was squarely placed on them.

TLs who decided to leave the profession identiffezlfollowing reasons:

» feeling of isolation

» preference to work with a small number of studemt®ore depth rather than deal with
all students more superficially

» feeling of lack of control and self-determinatioechuse of other people’s demands on
library services

» unrealistic job expectations, either because ajtitened expectations raised in pre-
service academic preparation or because of priligigatermination.

Work Conditions

In terms of working conditions, TLs worked an awgraf 40 hours weekly. Hong Kong
TLs tended to work longer hours, and Canadiansend work fewer. A quarter of the
respondents worked alone; the majority had at leastlibrary clerk or technician who worked
half-time or more. Almost a quarter worked withodrer professional librarian, and one
respondent worked with seven other TLs. Usuallyadolt volunteers worked in the library, but
several had multiple parent volunteers (20 at tlstpmore often in non-U.S. libraries). The
median number of student volunteers was four, Witlaries having a range from zero to over a
hundred student help (more often in U.S. libraries)



This table shows how often TLs self-reported periog job functions (1=never,
2=seldom, 3=sometimes, 4=often).

Job Function Frequency

Marketing and PR

Fund-raising/donor support

Managing space/facilities e e
Budgeting/finance management o —

POIiCy development 17*1
Planning/decision-making [

Personnel supervision 5

Professional development u

Web development/maintenance 1 ——

Network management/tech support & WhonUS
Library systems/hardware/software “1—_'1 ous
Textbook management 101 —
Sorting/shelving/filing 91

Library materials circulation 81

Library materials processing/maintenance 71

Cataloging/database management °

Curriculum collaboration 51

Library inStrUCtion 4%
Reference/research to adults 3_——
Reference/homework support ﬁ—_‘i_'_

Readers’ advisory/promotion

Collection development 0 05 ! 15 2 25 3 35 4

Several differences (at the .05 significance leuel)ob functions emerged relative to
experience, as this chart shows. The symbols itelitaquency relative to the U.S. TLs in the
preceding column. For non-U.S. TLs, similar patseemerged for collection development and
instruction. Less-experienced non-U.S. TLs did moraterials processing than their more

experienced peers.

1°T YEAR TLS

2D YEAR

3-5 YEAR
TLS

NATL. BD.
CERTF. TLS

Collection development

TLS

<

Readers’ advisory

Instruction

Reference

Collaboration

Circulation

Shelving

Textbooks

VVV/\“/\

Web development

Professional development

Personnel supervision

Planning/decision-making

Policy development

N A

II/\AA/\

Marketing/PR




In terms of the relative importance of each of éhgsb functions, TLs responded
according to this scale: 1=no importance, 2=dglitthportance, 3=important, 4=vital.

_——-——-—————
Marketing and PR 21*ﬁ_‘_|
Fund-raising/donor support % —‘d—‘J—v

Managing space/facilities e
Budgeting/finance management N e ——

P0|icy deve|0pment 17**
Planning/decision-making 1 e

Personnel Supervision 15**1

Professional development 1 —

Web development/maintenance 13

Network management/tech support 2
Library systems/hardware/software 1 | ous
Textbook management 10

Sorting/shelving/filing e

Library materials circulation e —

Library materials proceSS|ng/mamtenancé——‘d—‘—ll
Cataloging/database management
Curriculum C0||ab0rati0n 5*_‘
Reference/research to adults 3

Reference/homework support I —————————————————
Readers’ advisory/promotion 11——‘-_|

Collection development 0 05 : 5 2 25 3 35 4 .

In terms of valuing library functions, National Bdecertified TLs valued collaboration,
professional development, planning/decision-makipglicy development, and fund-raising
significantly more (at the .05 level) than the otfés.

About twenty percent of the TLs had no other jWere experienced TLs either had few
extra duties or many extra duties; they reflecteléxtremes. Some of the non-library jobs that
TLs performed included:

» textbooks (particularly by beginning U.S. TLs)
» club/activity supervision
» technology-related work (mainly in Hong Kong andsfalia)
* mentoring (mainly be experienced TLs)
In terms of the relative importance of site asp@étschool librarianship,

Work Satisfaction

How satisfied were TLs relative to aspects of sthboarianship at their site? In general,
those TLs with master's degrees were more satisfigla their jobs than non-degree owners.



Overall, the most satisfying aspects were intaligicchallenge and autonomy; second most
satisfying were safety and professional developmesiies. The least satisfying factor was
district support. There was no significant diffezerin perceptions relative to country. Several
aspects of the job were significantly positivelyretated (at the .01 level). Besides the overall
work conditions correlating with job satisfactiotine following significant correlations were
identified:

» intellectual challenge satisfaction with TL influen professional development,
recognition
» autonomy and technology expectations
» teacher collegiality and satisfaction with intetlead challenge, prestige, information
literacy expectations, professional developmermgaition
» prestige and higher expectations for informati¢eréicy, technology, and reading.
Significant (at the .01 level) negative correlatioexisted between satisfaction with
parent support and satisfaction with library tasiksary influence, reading expectations, student
behavior. Satisfaction with higher expectation® alsrrelated negatively with satisfaction with
student behavior.

Satisfaction with the intellectual challenge andoaomy was reported for all TLs.
However, TLs reported different degrees of satisfacof site factors depending on the length of
time in this profession.

» First-year TLs were least satisfied with resourstiglent motivation, and information
literacy expectations.

» Second-year TLs were least satisfied with equipretatient motivation, professional
development, and parent support.

» Third- to fifth-year TLs were, on the majority, yesatisfied with the professional calibre
of the teachers, but were least satisfied withridishdministration support, and to a lesser
degree with workload and equipment.

* Sixth- to tenth-year TLs were least satisfied vaittministrators, information literacy
expectations, and library size.

» Eleventh- to fifteenth-year TLs were, on the majowery satisfied with their tasks and
school safety, and were least satisfied with scke&pkctations and district support.

* Long-term TLs were, on the majority, very satisfieith their job security and
professional development.



In terms of the relative importance of work corwis, all were rated highly.

General work conditions

Library size b

Availability of resources and materials/
equipment for the school library a

Work load

Type of tasks you perform 5

Intellectual challenge

Autonomy or control over the school library 3

Your influence over school policies and practices

Professional prestige il

Expectations and norms about information
literacy 19

Expectations and norms about technology

Expectations and norms about reading i

Expectations and norms about the library Dl

Professional calibre of colleagues

Collegiality of classroom teachers

School learning environment

Student motivation to learn

Student discipline and behavior

Safety of school environment

Opportunities for professional development

Procedures for performance evaluation

Recognition and support from site administrators

Support from district administrators

Support from parents d

Salary

Benefits 3

.-
*ﬂ
*
*.‘
*_'
*
*Jﬂ
#ﬂ
#ﬁ
#'
*
Expectations and norms about the school 1 ———— s,
*_‘
*ﬁ
*
4
#‘
*}1
*

Job security

Overall job satisfaction .

All respondents thought that intellectual challengaeitonomy, site administration
support/recognition, and the school learning emvitental were vital. However, significant
differences in relative importance emerged, dependn how long the respondent had been a
TL.

» First-year TLs rated the following aspects as vitdbrmation literacy and library
expectations, student discipline, and safety.

» Second-year TLs rated the following aspects as véaources, kinds of tasks performed,
information literacy and reading expectations, emitlity, student motivation, and job
security.

» Third- to fifth-year TLs rated the following aspe@s vital: district support and job
security; the majority considered the followingvétal aspects: kinds of tasks performed,



reading and library expectations, collegiality gmdfessional calibre of counterparts,
safety, professional development.

» Sixth- to tenth-year TLs rated the following asaliresources; the majority considered
the following as vital aspects: workload and taskbe done, reading and library
expectations, collegiality and professional calibfeounterparts, safety, and
professional development.

» Eleventh- to fifteenth-year TLs rated the followiag vital: reading expectation and
overall work conditions; the majority considered tbllowing as vital aspects: resources,
workload and tasks to be done, prestige, librad/iaformation literacy expectations,
collegiality and professional calibre of countetpaprofessional development, student
motivation and behavior, administrative supportliisite and district), and job
satisfaction.

* The majority of long-term TLs rated the followingpects as vital: resources, reading and
library expectations, collegiality, student motieat safety, and job security.

The degree of satisfaction with some site factaeseviound to be significantly correlated
(at the .01 level) with several important aspedisthe job: the types of tasks performed,
intellectual challenge, influence, school expeotadj student behavior, performance evaluation
procedures, and parent support. For example, whesnwire happier about school and library
expectations, resource availability becomes mogomant. Likewise, when TLs were satisfied
with professional development opportunities, colléty and library size become more
important. For workload and parental support, tivess a negative significant correlation; that is,
when TLs liked the tasks they performed or havisfyatg intellectual challenge, the workload,
salary and amount of parent support was not asriaupio

Respondents were asked what would motivate thempettorm better. Regardless of
county or experience, the main issues were ressufieeding, time, availability of library staff,
and administrative support/recognition. Europeaaated more school emphasis on information
literacy, and Hong Kong TLs wanted more collabamatiBeginning TLs focused on need for
more collaboration. National Board certified TLsnt&d more policy-making opportunities, and
wished that students were more motivated.

In responding to job changes over the past fivesy¢he majority of TLs strongly agreed
that their jobs become more interesting, challegiganjoyable, and rewarding; they are more
motivated to do their jobs. Over two-thirds of ttespondents agreed that their job currently
requires more skill and incorporates a wider vgrief tasks, that they perform more
management and leadership functions, and that ribeged to learn more new tasks included
high tech functions.

All TLs noted some kinds of challenges in their lwoAs with motivation, overall
challenges for all segments of the study populatictuded time, money, staffing, and workload.
Many mentioned conflicting teaching loads, as vedlthe difficulty of balancing work and
personal life. In Hong Kong one theme was the thett other people controlled their job
decisions. In Australia, it appeared that the hprsituation is in great transition: new sites and
mergers, new curriculum, more technologies, unewemkloads. Challenges also differed
according to the length of time that the respontientserved as a TL.



» First-year TLs sometimes had to clean up afteia piL, entice people to use the library
(particularly if the past TL was not outgoing), ahehl with incoming books from prior-
year orders. They sometimes felt overwhelmed becthey were learning a new job,
often at a new site. Some TLs felt isolated bec#usg did not have their usual support
group (e.g., other teachers at the same gradetlinvthe same discipline). Some lacked
clarity about their job functions and budget dsta8ome did not have a positive or clear
working relationship with their principals. In geak the source of challenge was outside
the library: the TL had to respond to others’ dedsaor behaviors.

» Second-year TLs were challenged by textbook managgrdealing with student
behavior — while trying to be more students to theelibrary, updating technology, and
dealing with new administrators.

* Veteran TLs were trying to keep current, and weustfated with increased testing that
resulted in less library-based instruction.

* National Board certified TLs were frustrated by reupportive administrators, and were
asked to do more non-library functions such aseafitation and special program
coordination.

When asked how they met those challenges, beginfibg tended to mention
administrators, classroom teachers, and mentorgerEX Ls identified many more sources of
help; they had established a strong support system.

While over time, TLs tended to become more satisVigth their jobs, those TLs who
were identified as expert TLs did not necessardlyehmore positive job satisfaction or job status
than non-experts. They were more satisfied thamhbhety TLs with the resources available, but
were less satisfied with their workload, influeneed professional development opportunities.
They valued equipment availability, autonomy, perfance evaluation procedures, and benefits
more than beginning TLs, but were less concerneditaparental support. While they all self-
reported a more-depth understanding of their reépecially in terms of instruction, their role
did not necessarily align with their status. In sovase, expert TLs were asked to do more work
or assume greater responsibility without commensuaathority. In other cases, their status did
not change and other faculty felt more threatengdhleir national certification. Relative to
beginning TLs, expert TLs had a greater supportesysused a greater repertoire of coping
techniques, and took a longer term perspectivdudintg effective work-arounds for current
practice.

Discussion

Initial findings from the local research indicateat academic preparation has some
impact on TL hiring. Furthermore, first- and secgm@dr TLs have different experiences,
expectations, and challenges; how they addres< tisssies impact their immediate future.
Additionally, expert TLs share some of the sameassas beginning TLs, have some different
issues, and resolve these issues in acceptable Wagsccessful TLs also shared some factors
that led to the decision of leaving the field.



The experiences of TLs and principals are moreetyosligned than to those of teachers
for three main reasons: 1) likelihood of havingopmvork experience; 2) extent of administrative
tasks; 3) school-wide perspective and clienteleséah, as both parties moved into their career
position, they followed predictable patterns, sabsgated by the theoretical models noted above.
Furthermore, these models were considered fromcafogical perspective (Barab and Roth,
2006) that recognized the particular network of apmities, intentions, and “life-world”
perspectives of the individual.

While no one institution had a “lock” on successluls, those TLs whose academic
preparation melded theory and practice factors fnade satisfying work experiences. Those
students who pursued a master’s degree had a deegerstanding of the profession, and were
more able to weather temporary setbacks and useger-term perspective. Generally, service
learning and field experience provided reality dsefor professional expertise and matches for
individual success. As much as possible, academepapation should prepare TLs for
technological expectations. Pre-service progranwmildhalso prepare beginning TLs for the
possibility that the school community might not feady to embrace information literacy and
other current professional standards, and provél®eacy techniques to help beginning TLs
educate their prospective school communities. Acaclg@programs should also alert new TLs
can they will need to negotiate their duties antsseof control.

The degree of change from prior job experienceheoworkings of the TL sometimes
impacted the individual’s ultimate career succék® was easy to make the transition, then
fewer surprises occurred, which facilitated the npelw(Skinner, 1969). On the other hand, less
change required less commitment; it was easieligdoack to the prior job. Most TLs who left
their library positions did so their first year; mover, most of them worked at the same site as
they had before, and returned to their previougedutn some cases, being at the same location
makes that re-assignment easier; in other casgsragge in site may be in order, particularly if
the beginning TL has not had a good experienckemew position. Change in job title and site
requires more commitment — and a greater leap ith. fAdditionally, coercion into a TL
positions seems to be a counter-productive meas$iutbe potential TL did not self-identify
him/herself in that position, it was more likelyatithe person would not be successful and would
try to be transferred to another position. On ttieeohand, if individuals identify peers as good
potential TLs, then this action can be a way tauclLs; the key is whether the identified
person goes from the awareness status to self@ppo@/acceptance status. Administrators
need to hand-pick potential TLs carefully, and Iftate their change in job affiliation.

Induction activities should support new TLs exphciaddress the unique tasks of
beginning TLs even though few governmental or etiocal expectations or standards exist.
First-year TLs, in particular, felt isolated, ovémmed, and unclear about their job or school
expectations. The most effective training involvdarary-savvy mentors or subject-specific
training. Beginning TLs needed to feel comfortabkeout site-specific resources such as the
library’s automation system and related administeasystems. While activities to facilitate
social relationships help beginning TLs feel mooeegpted, it did not automatically lead to
greater job satisfaction. TLs also liked havinghaice in their training activities, which might
account for the fact that independent reading wareterred professional development method.
School systems and regional or national capacisp ampacted the type of professional
development available; distance to learning sltek of technology and other resources, lack of



mentorship training, and under-developed profesdicassociations all constitute possible
barriers to further education.

Of particular interest was the occasional mismatobxpectations relative to information
literacy and collaboration; current beginning TLaymwell expect that the school community
will values these notions, but few teacher and adtrative preparation programs address these
issues. The beginning TL sometimes found him/hkrgethe unenviable position of being
considered a neophyte while being more highly &dim collaboration and information literacy
strategies. Those with a strong professional réjomtehad an easier time of education their
faculty as to library program potential. Nevertlssle administrators would do be well to
acknowledge the beginning TL's current expertise] ind venues for these new professionals
to share their recent academic training with tret of the school community. Such practices
would help newcomers feel more recognized for thearning, and would foster a sense of a
learning community, which is a significant factor fob satisfaction.

The experiences of first- and second-year TLs e significantly from more
experienced TLs. In general, beginning TLs wereariavolved with daily operations such as
textbook management (particularly in the U.S.)st-yrear TLs were trying to sort out their job
functions and balance work with personal life. Sekgear TLs understood their own jobs better
so they could focus more attention on their pratesd relationships with the rest of the school
community. More experienced TLs did more plannimgcl(iding collection development),
instruction, and readers’ advisory; they demonsttatnore longer-term perspective and
collaborative attitude.

Although most job functions and their relative imgomce were universal, a few
differences existed between countries: money-rgisias less typical and less valued among
non-U.S. TLs, probably because of state fundinge Timain reason for differences among
cultures depend on administrative issues: hirinactices and job assignments. Additionally,
when TLs experienced support and recognition framiaistrators and other school personnel,
they felt less resentment about workload, and cedphore easily with resource constraints.

In terms of job satisfaction, first-year TLs somes experienced a “honeymoon”
attitude of idealism and staff openness. By the @nthat first year, they were less hopeful; if
they felt that they “survived,” they felt succedsthey focused on their own activity and felt that
the rest of the school should provide appropriattectires and support. Second-year TLs had
sufficient time to reflect upon their first-yearpetience and make appropriate adjustments so
that they felt more self-confident and out-going tfollowing year; they focused more on
effective working relationships. With competencel ansense of belonging, experienced TLs
expected more district support and recognitiony treached a plateau of competence and so
wanted accompanying recognition, be it in termgnfitience or allocation of resources. Expert
TLs accurately identified what they could controliafluence, and what needed to be accepted
or side-stepped; in either case, their goal wadestuand library program success. Generally,
with time TLs become increasingly happy with thgib; they had invested the time and had
made accommodations that led to comfortable wodklrad accepted relationships with the rest
of the school community. They did not expect othliersnake” their job.



Experienced TLs either were satisfied with theygshs (and focused on job security), or
they sought opportunities for expansions of tasksftuence. The transition from experienced
TL to expert TL seemed to require a mindset ofdifig learning and risk-taking. This transition
was site-independent, depending primarily on the Farmal professional development was
usually needed to make that transition, be it atereal incentive such as National Board
certification or self-initiated professional devfent/recognition opportunities.

Conclusions

This study provides a model for future investigatiand can be replicated in additional
settings both in the United States and globallynsd@ints in classroom visitation and
videotaping rights limited this study; includingoe experiences would strengthen the reliability
of the self-reporting. Another important limitatieras the identification of non-U. S. expert TLs;
the only criteria was longevity. Professional avgardight be one filter, though flawed, to
determine expertise status.

Nevertheless, the findings from this research e\ richer picture of the experiences
and needs of first- and second- year TLs. Of padicinterest is the potential differentiation
among beginning, competent and expert TLs. Thus, study’s findings can inform TL-
preparation graduate programs and site inductiograms. Furthermore, longitudinal data can
determine if the TL program modifications impaat guccess rate of these TLs.

The international aspect advances study on detergithe universal and culture-specific
experiences of TLs in their academic preparatioduction period, and eventual long-term
success. Amazingly, most content knowledge andtipescare universal. Culturally-defined
aspects tend to focus on hiring practices, job tfons, and decision-making. Additionally,
gender- and age-linked factors were not identifiegignificant.

What kinds of candidates should TL preparation oy coordinators and school
administrators look for? Extroverted or servicesated individuals who are self-confident risk-
takers or at least open-minded, life-long learnarsl flexible. Candidates are more likely to be
successful if they are good communicators and lootktors. In terms of “good fit” with the
function of a TL, those who value intellectual ¢deafje and autonomy, and those who like
reading and research processes, are more likefgelocomfortable. While having these pre-
existing dispositions can facilitate beginning Tkperiences, some of the behaviors (e.g.,
independent learning skills, communication, colla@tion) can be taught in pre-service programs.

In terms of its impact on academic TL preparatiomgpams, the assessment instruments
can be used in the field experience to ascertamhiat extent those candidates are prepared for
their first professional position. Data collectadm the use of the instruments can also be
examined to modify programs in order to optimize Thndidates’ professional success.
Candidates need to understand underlying theoriebbr@arianship as well as apply those
principles and best practices in real-life situasiowith an intention of educational management
and leadership. They also need to be able to exmgaorrent library technologies in order to



develop valued expertise at the future work sidEarthermore, explicitly addressing
professional dispositions should constitute padazdemic recruitment and socialization.

Reflecting expert TLs’ high regard for continuindueation, TL preparation programs
should give serious consideration to offering adeahand refresher courses for TL practitioners.
Potentially, such programs could provide mentoopgortunities, combining pre- and in-service
TLS. Another promising practice is to provide tvieréd TL licensure: 1) a preliminary
credential to enable individuals to begin work witla school setting, perhaps as a part-time
intern; and 2) a “clear” credential, which wouldju&re additional academic preparation. This
latter tier could involve an induction partnershgtween the school system and the university.

In terms of dispositions and career motivationateler the motivation (e.g., activist vs.
idealist), the match between personal and schopkaations should be optimized. Field
experience can be an effective “filter” or realitheck to make sure that the anticipated
expectation reflects real job functions. Additidgapre-service faculty should explain change
theory and issues of job transitioning in orderhtdp candidates deal with possible stressful
situations. Academic advisors should alert potéftis that the job will not be less stressful or
demanding, but rather the pacing and interactia wWie school community will be different
from their prior jobs. They should also be alertiealt they will likely not be able to read on the
job.

The contingency theory of socialization providedramework to explain the relative
success of beginning TLS, and reinforced the impaait administrators have on the success of
TLs. Indeed, academic faculty should remind thaidents that the hiring process is as much
about interviewing and sizing up the school andaitkninistration as much as the school
interviewing the potential TL. Several recommenaladi for administrators emerged from the
data analysis. For example, administrators needlaofy job expectations, including budget
issues. They should also be sensitive to first-yearkload, and provide professional
development opportunities for new functions sucleabnology expert. To ensure TL retention
and success, administrators should provide targptetessional development opportunities
throughout TLs’ career paths. Greater attentiondset® be made to earlier professional
development, particularly to close transfer of méag. Administrators should make sure that
beginning TLs have subject-expert mentors and dppities to see TL best practice. While
general/site orientations are useful, more sowahections should be the focus in the second
year. To that end, administrators need to demaesé&gplicit encouragement for collaboration
and information literacy incorporation. Additionglithey need to explicitly encourage reading,
information literacy, and technology competenciésoigh curriculum development and
allocation for time and recognition for collabovatiplanning and implementation. Fostering a
learning community could optimize such efforts. Adistrations also need to make sure to
acknowledge and publicly recognize TL’s efforts d&weg their identified job descriptions; their
public support will gain them acceptance when task TLs to do more with no additional
renumeration. Administrators also need to make thatall TLs, regardless of their tenure, have
opportunities to network, to voice their needs, emdontribute to the school’s mission based on
their abilities.



The findings reinforce the identified theoreticahstructs of competency theory, change
theory and contingency theory of socialization. &hsn the data collected and analyzed, the
main conclusion drawn is that librarians grow depetentally in their job:

« growing from outside control to inner control,

- growing from concerns about self-centric actionsripact on student achievement,

« moving from self-survival to school-wide improvenen

« moving from absolutist to realistic expectations,

« focusing from daily operations to long-term inflwen

« focusing from skills development to deep understamndf information literacy and the

role of information, moving from self-control totsmwlwide leadership.

Reflecting competency theory, significant differea@xisted between first- and second-
year TLs, and between second- and third-year Tlds ranre experienced TLs. Additionally,
significant differences existed between veteran dhd National Board certified TLs. In general,
first-year TLs focused on their own practice andirthransition to their new role. Second-year
TLs tended to focus on fitting into the school atdt as they impact student achievement; they
also put more attention on the resources they madntributing to the school’s purpose. By the
time that TLs reached their third year, they focusa their working relationship with other
school personnel as well as other TLs. Nationalr@aartified and other expert TLs were self-
motivated, and found ways to improve library pregssby optimizing school factors and finding
ways to advance one’s own knowledge and applicamoninfluencing school improvement.
Administrators and library service supervisors vdodb well to check the process of TLs from
one year to the next to determine if satisfactorggpess is being made. They should also
encourage and facilitate tenured TLs to advanae fxaompetent status quo to expert status.

Several research questions remain to be exploreghliddting the study in other
geographic areas would extend the conclusionsabiiiy, and more fully determine the
universality or culturally-embeddedness of TL ex@eces and success.

The present study did not see age- or gender-lipkedeptions, mainly due to the small
number of the population. Larger populations maylle correlations due to these demographics.

Tying motivation for entering the TL profession@hin and Young’s personnel clusters
could provide insights into eventual success abdgtention.

Few pre-service teacher and administration prograndress TLs or library issues.
Further study on incorporation such knowledge agigrahining the impact of such pre-service
coverage on induction activities and library pragranpact would be insightful.

Examining how pre- and in-service TLs experienog ewpe with change might also lead
to predictions about TL success, including the domts for work success. The Concerns-Based
Adoption Model is a promising assessment approach.

Similarly, studying how beginning TLs and the refthe school community negotiate
current expectations about information and techmlditeracies as well as collaborative
practices could lead to beneficial practices tloatl@d be woven into pre-service training for TLs
and other school personnel. Additionally, discovgrhow TLs, both beginning and expert, are



perceived by the rest of the school community ccétp facilitate socialization and eventual
success/satisfaction.

Focusing on the differences between competent &pdreTLs could also inform pre-
and in-service learning experiences as well azcdadder development.

In summary, this area of research is ripe for stadglt could well advance future TL
preparation, induction, and ultimate effectiveness.

References

Achinstein, B., Ogawa, R., & Speiglman, A. (2004]l}- Are we creating separate and unequal tratksazhers?
The effects of state policy, local conditions, &sacher characteristics on new teacher socializatio
American Educational Research Journal(3)1 557-603.

Ambrose, S., & Bridges, M. (2005). Becoming a mattacherAdvocate, 22), 5-8.

American Association of School Librarians. (2002)A/AASL standards for initial preparation progran&hool
library media specialistaChicago: American Library Association.

Australian Library and Information Association. (5). Mentoring programs in librarianship. Kingstoi§W:
Australian Library and Information Association. Alable: http://www.alia.org.ua/groups/mentoringnsw/

Bandura, A. (1997)Self-efficacyNew York: Freeman.

Barab, S., & Roth, W. (2006). Curriculum-based gstmms: Supporting knowing from an ecological pectpe.
Educational Researcher, @), 3-13.

Belenky, M., & Stanton, A. (2000). Inequality, déyement, and connected knowing. In J. Mezirow (Hceparning
as transformatior(pp. 71-201). San Francisco: Jossey-Bass.

Berliner, D. (1994). Expertise: The wonder of exéampperformance. In J. Mangieri & C. Block (Ed<)eating
powerful thinking in teachers and studerf@hapter 7). Fort Worth, TX: Holt, Rinehart and \&ton.

Bourke, M. (2003)First year library media teachers’ perceptions dfiallenges and support systergspublished
paper. Long Beach, CA: California State Universibyng Beach.

Brindley, R, Morton, M., & Williams, N. (2006). Clading cultures: Career-switchers’ transition teralentary
school classroomé#\ction in Teacher Education, ¢8.

Canadian library human resource study. (200®)ividual survey instrumenEdmonton: University of Alberta.

Charter, J. (1982). Case study profiles of six gxlany public high school library media prograr{Boctoral
dissertation, Florida State University, 198Rjssertation Abstracts International, @®), 293.

Chin, E., & Young, J. (2007). A person-oriented rageh to characterizing beginning teachers in radtire
certification programs=ducational Researcher, @9, 74-83.

Clagg, M. (2002). Why beginning teachers stay sghofession: Views in a Kansas school districodforal
dissertation, Wichita State University, 200R)ssertation Abstracts International, @Bt), 1197.

Cochran-Smith, C. (2004, Nov.). Stayers, leavergeis, and dreamers: Insights about teacher retedturnal of
Teacher Education, §5), 387-392.

Collins, J. (2005)Good to great and the social sectoew York: HarperCollins.

Cunningham, J. (1998, FebThe workplace: A learning environmePR@aper delivered at the First Annual
Conference of the Australian Vocational Educatind @raining Research Association, Sydney.

Domeracki, D. (2002Maturing perceptions of school building climatefbgt-year teachers: The role of evolving
perceptions in optimizing instruction succelectoral dissertation, Northern Illinois University

Dreyfus, S. (2004). The five-stage model of adkilt acquisition.Bulletin of Science, Technology & Society(334
177-181.

Dweck, CarolMindset: The new psychology of succéssy York: Random House.

Dumas, J. (1994). Continuing education and jobqguarénce of school library media specialisBogctoral
dissertation, Georgia State Universitpjssertation Abstracts International, &%), 1169.

Ericsson, K., & Charness, N. (1994). Expert perfange: Its structure and acquisitidimerican Psychologist, 49
725-747.



Farmer, L. (2001, Feb.). Survey of library mediacteer candidate€LA Newsletters.

Fieman-Nemser, S. (2003). What new teachers ndledto.Educational Leadership, §8), 23-29.

Feldman, D. (1976). A contingency theory of soezgtion.Administrative Science Quarterly, 2433-452.

Fisher, C. (1986). Organizational socialization: iAtegrative review. In K. Roland & G. Ferris (EdResearch in
personnel and human resource management: A reseanutal (vol. 4, pp. 101-145). Greenwich, CT: JAI
Press.

Fiske, M. (1980). Changing hierarchies of committrieradulthood. In N. Smelser and E. Erikson (Edghgmes
of work and love in adulthoaghp. 238-264). Cambridge, MA: Harvard Universityefs.

Gagnon, D. (2004). Influencing factors that fodtest-year teacher succeg®octoral dissertation, Cardinal Stritch
University). Dissertation Abstracts International, @), 1667.

George, L. (1980)Role transitions in later lifeMonterey, CA: Brooks/Cole.

Gott, S. (1989). Apprenticeship instruction forlnearld tasks: The coordination of procedures, raemtodels, and
strategiesReview of Research in Education, 23;169.

Graziano, C. (2005, Feb.). School’s dttlutopic,39-44.

Guarino, C., Santibanez, L., & Daley, G. (2006)adter recruitment and retention: A review of theere
empirical literatureReview of Educational Research (2% 173-208.

Gwatney, M. (2001, May). Reality versus the id&alowledge Quest, 29), 36-40.

Hein, K. (2006). Information uncommon: Public cortipg in the life of referencékeference Services Review,
34(1), 33-42.

Hook, S., et al. (2003). In-house training for fostion librariansResearch Strategies, 199-127.

Hord, S. et al. (1987 aking charge of changédlexandria, VA: Association for Supervision andr@culum
Development.

Ingram, E. (2002). An analysis of principals' babathat support beginning teachers in the emotjanstrumental,
informational and appraisal domains. (Doctoral elitegtion, East Carolina University)issertation
Abstracts International, §30), 3432.

International Federation of Library Associationsl dnstitutions (2000%5uidelines for professional
library/information educational programdhe Hague, Belgium: International Federation ibfr&ry
Associations and Institutions. Available: httpww.ifla.org/VII/s23/bulletin/guidelines.htm.

Johnson, L. (2002). The effect of supportive intetions on first-year teacher effica¢ipoctoral dissertation,
Indiana State Universitypissertation Abstracts International, @8), 2846.

Johnson, S., & Birkeland, S. (2003, Fall). Pursuarggnse of success: New teachers explain theiercdecisions.
American Educational Research Journal(3))581-617.

Jones, G. (1986). Socialization tactics, self-effic and newcomers’ adjustments to organizatidoademy of
Management Journal, 28), 262-279.

Kardos, S. (2004). Supporting and sustaining negtters in schools: The importance of professionlalie and
mentoring. (Doctoral dissertation, Harvard UnivefsiDissertation Abstracts International, @), 1609.

Khoo, C., & Raghavan, K. (Eds.). (2008purnal of Education for Library and Informationi€ece, 473).

Kinard, B. (1991). An evaluation of the actual gmdferred role of library media specialists in gonarban public
school system(Doctoral dissertation, University of Maryland)issertation Abstracts International,
52(06), 2116.

Kram, K. (1985)Mentoring at work: Developmental relationships mganizational life.Glenview, IL: Scott,
Foresman & Co.

Kuhlthau, C. (1993). Implementing a process apgrdadnformation skills: A study identifying indit@'s of
success in library media progranst.MQ, 221).

Louis, M. (1980). Surprise and sense making: Weataomers experience in entering unfamiliar orgdional
settings Administrative Science Quarterly, (2, 226-251.

Lynch, M. (2005, Jan.). Retirement and recruitméntteeper lookAmerican Libraries28.

Macmillan, R. (1998). Approaches to leadership: Wimemes with experienc&tucational Management &
Administration, 2@2), 173-84.

Manuel, K., Beck, S., & Molloy, M. (2005). An ethgiaphic study of attitudes influencing faculty eddbraiotn in
library instruction Reference Librarian, 89/90,39-161.

McCoy, B. (2001). A survey of practicing schoolrilby media specialists to determine the job compuzés that
they value most. (Doctoral dissertation, GeorgateStniversity) Dissertation Abstracts International,
62(03), 821.

McCracken, A. (2000). Perceptions of school librargdia specialists regarding their roles and prast{Doctoral
dissertation, George Mason Universitjssertation Abstracts International,@¥4), 1369.



Monsour, F. (1998, Jan.). Twenty recommendationsfioadministrative mentoring prografASSP Bulletin,
82(594), 96-100

Nahl, D. (2005). Affective and cognitive informatidehavior: interaction effects in internet useGhove, A., (Ed.).
Proceedings 68th Annual Meeting of the Americariédpfor Information Science and Technology (ASIST)
42, Charlotte, NC.

National Center for Education Statistics. (2008h&ls and staffing survey. Washington, DC: Nati@enter for
Education Statistics.

Nelson, D. (1987). Organizational socializationsthess perceptivdournal of Occupational Behaviour, 811-324.

Nicholson, N. (1984). A theory of work role tratsits. Administrative Science Quarterly, 2872-292.

Oberg, D. (1995). Principal support: What doeséamto teacher-librarians? Available:
http://www.ualberta.ca/~doberg/prcsup.htm

Oberg, D. (1995a5ustaining the visiarA selection of conference pape2dth International Association of School
Librarianship Conference July 1995, (pp. 17-25).rééster, England: Worcester College of Higher
Education.

Oberg, D. (1991)Learning to be a teacher-librarian: A research repddmonton: University of Alberta.

Person, D. (1993). A comparative study of role pptions of school library media specialists andrimfation
power guidelineg(Doctoral dissertation, New York University)issertation Abstracts International,
54(07), 2368.

Peterson, K., & Deal, T. (2002)he shaping school culture fieldbo@an Francisco: Jossey-Bass.

Pierce, G. (2004.). Mentoring junior facultyEA Higher Education Advocate, (22, 5-8.

Richardson, M. (2003). Mentoring and keeping neaclbers(Doctoral dissertation, Cappella University).
Dissertation Abstracts Internationa4(05), 1485.

Roys, N. & Brown, M. (2004). The ideal The Idealn@alate for School Library Media Specialist: Viefism
School Administrators, Library School Faculty, aMdS Students.School Library Media Research, 7.

Schmidt, L., Kosmoski, G., & Pollack, D. (1998). Woe administrators: Psychological and physiologiféects.
ERIC DigestSyracuse, NY: ERIC.

Shannon, D. (2002). The education and competep€igshool library media specialists: A review oé tliterature.
School Library Media Research, 5.

Short, B. (2003). How do beliefs and other facgursh as prior experience influence the decisioningasf new
teachers during their first year teaching expeg@n@®octoral dissertation, lllinois State Univeykit
Dissertation Abstracts International, @), 4346.

Skinner, B. (1969)Contingencies of reinforcement: A theoretical asayNew York: Appleton-Century-Crofts.

Slygh, G. (2000). Shake, rattle, and role! The@fef professional community on the collaboratwie of the
school librarian(Doctoral dissertation, University of Wisconsin-Msamh). Dissertation Abstracts
International, 6108), 2969.

Smith, P. (2003). Workplace learning and flexibédivery. Review of Educational Research(¥)3 53-88.

Smith, T., & Ingersoll, R. (2004, Fall). What aheteffects of induction and mentoring on beginrigarher
turnover.American Educational Research Journal(3)1 681-714.

Todd, R. (2002, Aug.). School librarians as teashkeearning outcomes and evidence-based practieseRtation
for IFLA conference, Glasgow.

Toffler, B. (1981). Occupational role developmeFtie changing determinants of outcomes for the iddad.
Administrative Science Quarterly, (39, 396-418.

Van Manen, M. (1977). Linking ways of knowing witlays of being practicaCurriculum Inquiry, 6,208-225.

Vereen, A. (2002). A study of professional develepirschool program graduates through their firar gs urban
school teachers. (Doctoral dissertation, Old Doarifniversity).Dissertation Abstracts International,
64(01), 115.

Weiner, B. (1986). Amttributional theory of motivation and emotiddew York: Springer-Verlag.

Williamson, J., Pemberton, A., & Lounsbury, L. (B)0An investigation of career and job satisfacfionelations
to personality traits of information professionalirary Quarterly,7%2), 122-141.

Yontz, E., & McCook, K. (2003). Service-learningdddS educationJournal of Education for Library and
Information Science, 44), 58-67.

Zhang, A., Vertegen, D., & Fan, X. (2006, Aprileacher job satisfaction and teacher retentiBaper delivered at
the Annual Meeting of American Educational Resed@sbociation, San Francisco.




