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ABSTRACT 

Library media literature has recommended that library 

media specialists provide instructional consultation to 

classroom teachers in public schools. This study 

investigates the perceptions of a fifth grade teacher 

concerning instructional consultation as she worked with a 

library media specialist. 

The research design and implementation are grounded in 

the theory of cognitive development and learning developed 

by Lev Semenovich Vygotsky. The study draws on Vygotsky's 

theory to inform existing literature on consultation. Three 

models of consultation as found in library media literature 

are discussed and applied to the naturalistic site of a 

public elementary school. 

The site for the research was an elementary school set 

in the southwestern United States in an agricultural 

community. The research spanned an entire school year with 

a social studies teacher as she worked with three sections 

of the fifth grade and the library media specialist. 

Data were collected through participant observation, 

interviews and documents. The constant comparative method 

of analysis was utilized to compare participant observations 

fieldnotes, video recordings of classroom and library media 

center instruction, and audiotaped interviews. One core 

category, growth, emerged from the analysis along with three 

complementary categories: growth of a relationship, growth 
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of an environment and growth of persons. These three 

categories are discussed as framed by the literature, 

particularly the library media specialist literature and 

Vygotsky's learning theory. 

These findings have both practical and theoretical 

significance for the library media community. Primarily, 

they serve as a guide for library media professionals in the 

field. Also, they provide the library media community with 

a theoretical framework for instructional consultation. This 

study has also extended the work of Vygotsky as it adds to 

the knowledge base on adult learning theory. 
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CHAPTER I 

INTRODUCTION 

Background of the Research 

Development of Librarians and the 
School Library Program 

A radical change has occurred in school libraries from 

those few which existed in the early 1900s to the recently 

developed highly technological library media centers staffed 

with skilled library media specialists. Although Horace 

Mann advised educators as early as 1859 to establish school 

libraries, the recommendation was ignored until the early 

1900s. 

Guidelines appeared in 1925 under the guidance of the 

American Library Association (ALA) which outlined the ideals 

of the formation of school libraries with skilled 

librarians: 

Significant changes in methods of teaching 
require that the school library supplement the 
single textbook course of instruction and provide 
for the enrichment of the school curriculum. 
Children in the school are actively engaged in 
interests which make it necessary for them to have 
the use of many books and a wide variety of 
materials, such as pictures and lantern slides. 
An essential consideration is that the books and 
materials be readily available when needed, and 
under the direction of a library staff which is 
part of the school organization. (Certain, 1925, 
p. 1) 

In spite of the ideals expressed by the American Library 

Association, many libraries established in schools were 

housed in any available area from a closet to a small 



classroom and staffed by interested teachers in their spare 

time. Most educators viewed the library only as a warehouse 

of books which provided reading materials for their students 

(Loertscher, 1988). 

Evolution of the School Library 
Media Specialist and the 

School Library Media Center 

The first phase of evolution which provided the 

stimulus for change in the practices of school libraries and 

in the very concept of school librarians occurred at the 

close of World War II. These changes came about as 

educators challenged the concepts of the library as a 

warehouse of books and the librarian as keeper of the 

warehouse (Loertscher, 1988). In 1945, the American Library 

Association (ALA) published School Libraries for Today and 

Tomorrow (Barron & Bergen, 1992) which depicted a center 

staffed by professionals who would support classroom 

teachers. The center would include a vast range of 

resources, not only printed materials, but also equipment 

and nonprint resources, such as slides and 16mm films. 

University professors along with public school supervisors 

lobbied for money in support of this ideal (Loertscher, 

1988). The result was the merger of classroom collections 

of print resources to form centralized libraries in schools 

where no centralized library existed. In spite of the 

endorsement from the American Library Association to 



purchase nonprint materials, few libraries contained those 

resources. 

As a result of the launch of Sputnik I in 1957, the 

United States began to seriously look at improving 

education. The response was the National Defense Education 

Act. The NDEA called for the allocation of funds for 

purchase of nonprint library resources along with print 

resources for public schools (Barron & Bergen, 1992). Some 

public institutions who responded to the call developed 

libraries plus audiovisual centers but staffed and housed 

them in separate quarters. The most visionary leaders hired 

broadly trained persons to oversee the development and 

execution of library centers which contained print and 

nonprint resources. By 1975, the term "school library media 

center" and "school library media specialist" had been 

introduced by the library community to emphasize that a 

change in the concept of libraries and personnel was 

occurring. 

In 1988, the American Association of School Librarians, 

in coordination with the Association for Educational 

Communications and Technology, produced an important 

document which outlined the conception of reform movement 

(Barron & Bergen, 1992). The document. Information Power: 

Guidelines for School Library Media Programs asserts that 

the roles of the library media specialist are that of an 

information specialist, teacher and instructional consultant 
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(AASL & AECT, 1988). Each role, although distinct, must be 

intertwined with the others in order to effectively 

integrate the library media program with the entire school 

curriculum. 

Changes in Instruction: the Birth of 
Resource-based Teaching and Learning 

A second phase in the evolution of school libraries and 

the role of the library media specialist surfaced during the 

1980s with the emergence of changes in instruction. An 

innovative approach, termed "resource-based learning," was 

introduced into library media center literature. Resource-

based learning originally was derived from the Ontario 

Ministry of Education statements concerning the concept of 

the learner as a problem solver and director of his or her 

own learning (British Columbia Teacher-Librarians' 

Association, 1991). If the student was capable of using 

resources to direct his or her own learning, then 

instruction should provide access to a variety of media 

formats and technologies. The result was resource-based 

programs in which teachers required a diversity of resources 

as the foundation for teaching. In essence, resource-based 

programs was a move away from the textbook as the sole basis 

for teaching to using a variety of resources along with the 

textbook as the foundation of curriculum (Weisburg & Toor, 

1995). This new concept of teaching impacted teaching in 



Canada and demanded a change in philosophy, resources and 

instructional methods (Meyer & Newton, 1992). 

In the United States during the 1980s and 1990s, 

library media specialists were also recognizing the need for 

change in philosophy and practice of instructional 

techniques and strategies. Thompson (1991) outlines the 

recommended steps for the reform movement: (1) the 

administrator must develop a vision of resource-based 

learning; (2) the vision must be implanted within the 

philosophy and practice of the school; (3) educators must be 

trained as facilitators and developers of curriculum in 

which information skills are taught throughout the 

disciplines; and (4) budgets must be realigned to provide 

support for allocation of print and nonprint resources for 

the library media center. 

President Bush's America 2000 strategy report outlined 

the role of the library media center in the implementation 

of resource-based learning (Stripling, 1992). The America 

2000 report emphasized resource-based learning, but some 

educators began to use the terms resource-based learning and 

resource-based teaching interchangeably (Loertscher, 1988). 

Haycock (1991) argues that the two are indeed separate 

entities. It is her contention that the difference, 

although subtle, is a difference in philosophy concerning 

the learner. In resource-based teaching, the teacher is the 

primary user of resources as a foundation for the 
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instruction. In resource-based learning, the student is the 

principal user of resources to expand his or her learning 

core. The second phase of evolution of the library media 

center was occurring as it responded to resource-based 

education. 

Institutional Reform 

The educational institution itself is in the process of 

reform in the 1990s with new forms of instruction emerging, 

such as whole language. Yet, the role of the library media 

center and library media specialist tends to be overlooked 

in the reform process (Brown, 1993). Callison (1989) 

maintains that one of the reasons that the library media 

specialist is often overlooked in the reform process is that 

library media professionals only publicize the philosophy of 

the library media program to other library media personnel 

instead of collaborating with other educational 

professionals. I content that the library media specialist 

is often overlooked in the reform process because the 

library media profession has yet to provide a theoretical 

framework for instructional consultation which will guide 

school practice in the public schools. 

Consultation Models 

Kuhlthau (1993) maintains that the field of library 

science is in a transitional state and thus, as a science, 

is in a theory-building phase. As a result, library science 
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must look to other theories to confirm speculations in the 

library media field. This research draws on organizational 

and psychological literature to organize library media 

literature concerning the library media specialist as an 

instructional consultant. Instructional consultation can be 

organized into three prescriptive models: clinical, 

consultee-centered and collaborative designs. 

The Clinical Model 

The clinical model derived from a medical process is a 

triadic model in which the physician, as consultee, 

consulted with a medical specialist, the consultant, in 

order for the specialist to be able to diagnose a patient, 

the client, and to prescribe medical care (Glenwick & Jason, 

1980; Kuhlthau, 1993; Ruben, 1990; Schon, 1982). Later, 

this process was utilized by the educators. The premise of 

the model is that the consultant is available to help 

diagnose a "disorder" for the consultee and provide a 

prescription in order to correct a problem with a client. A 

library media model of instructional consultation based upon 

the clinical model is a triadic structure in which the 

consultee consults with a consultant who diagnoses problems 

of the client and prescribes solutions. In this model the 

teacher, as the consultee, consults with the library media 

specialist, the consultant, who diagnoses problems and 

prescribes solutions concerning students for the teacher 



(Herrin, 1993; Johnson, 1981; Turner & Zsiray, 1990; Woolls, 

1994). 

The Consultee-Centered Model 

The consultee-centered model according to 

organizational and psychological literature originated from 

mental health institutions (Altrocchi, 1972; Conoley, 1981; 

Gallessich, 1982). Psychiatrists working in mental health 

agencies discovered that their responsibilities included not 

only diagnosis and prescription but also instructing the 

consultee in problem-solving skills. What evolved was a 

pyramid organization in which the psychiatrist at the apex 

instructed middle level mental health staff who in turn 

worked directly worked with the clients (Gallessich, 1982). 

The premise of the consultee-centered model is educating the 

consultant in how to solve problems with a client now and in 

the future (Pryzwansky, 1974). The consultant's role is 

educator and facilitator. The goal of the consultant is to 

educate the consultee in problem solving strategies which 

will provide training so that the consultant will be able to 

obtain new skills in order to help his/her client. 

A library media model of instructional consultation 

based upon the consultee-centered organizational model 

centers upon a structure in which the library media 

specialist instructs a classroom teacher in order that the 

teacher may in turn work with the students in the classroom. 
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The primary goal is one of training the classroom teacher in 

instructional strategies and techniques (Barron, 1991b; 

Berkowitz & Eisenburg, 1989; Breivik, 1991; Eisenberg & 

Berkowitz, 1988; Kahler, 1993; Pritchett, 1991; Wehmeyer, 

1993). 

The Collaborative Model 

The collaborative model derived from organizational 

literature has as its main focus the developmental growth of 

the consultee. As with the other models, it is also a 

triadic structure composed of consultant, consultee and 

client. The emphasis of the model is on consultant-

consultee interactions through which the consultee develops 

not only in professional expertise but also in "cognitive 

and affective processes" (Gallessich, 1985, p. 347). 

Gallessich (1982) hypothesizes that within peer 

interactions, consultees will change developmentally as they 

identify, embrace, and come to understand their relationship 

with a consultant. Together, the consultee and consultant 

will face challenges and find solutions to problems. 

Integral to interacting with others is the give and take 

situation which leads to interpersonal reflection and 

revision. 

A library media model of instructional consultation 

based upon the organizational collaborative model is 

composed of a library media specialist, as consultant, who 



consults with a classroom teacher, a consultee, concerning 

students, the clients. The emphasis of the model is 

developmental growth of the consultee, the teacher, through 

interaction with the consultant, the library media 

specialist. 

The library media specialist, as the instructional 

consultant, and the classroom teacher share as partners in 

the responsibilities of the teaching process as they design, 

implement and evaluate instruction for and with students 

(Callison, 1989; Loertscher, 1988; Pickard, 1993b; Urbanik, 

1991). The partners acknowledge their strengths and 

capitalize on them in the instructing process. The 

classroom teacher knows the students and the class 

curriculum; the instructional consultant has a knowledge of 

resources and how to utilize resources within the curriculum 

(Loertscher, 1988). Each contributes to the learning 

experience and the outcome is enhanced by the combination of 

the two. The results is an instructional process in which 

educators with different expertise teach more effectively 

together than either could teach alone (Idol, Nevin, & 

Paolucci-Whitcomb, 1994). 

Theoretical Framework 

Although the models from organizational and 

psychological literature provide a way of systematizing 

prescriptive library media literature and point to an 
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understanding for practitioners, the models do not provide a 

theoretical framework for instructional consultation. 

Therefore, this research looked to learning and 

developmental theory in order to ground the research. 

The learning and developmental theory of Lev Semenovich 

Vygotsky (1960/1978) will provide the framework for 

understanding library media instructional consultation in 

this research. The theory of Vygotsky (1960/1978) is based 

upon the premise that two processes are involved in learning 

and development: the innate individual and the social 

environment. An individual grows because of these two 

processes. The first is "biological" and the other is 

"sociocultural" in nature (Vygotsky, 1960/1981, p. 146). The 

biological process contains the innate characteristics of 

each human being. The sociocultural process consists of 

interactions which Vygotsky terms "social activity." 

Vygotsky (1960/1981) defines social activity as an 

individual's actions, motives, or operations plus the 

interactions of the individual with culture. 

Vygotsky (1978) asserts that instruction plays a 

significant role in the developmental process as it creates 

a zone of proximal development within an individual. 

Instruction creates a zone of proximal development whereby 

developmental processes are set into motion. Vygotsky 

(1960/1978) defines the zone of proximal development as the 

distance between the actual level of development and the 
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potential level of development of a human being. Vygotsky 

maintains that instruction is only "good" when it stimulates 

functions that are already in the process of developing 

within the zone of proximal development. In essence, 

instruction should go ahead of development and should happen 

within the zone of proximal development. 

It is within the zone of proximal development that 

individuals develop by internalizing social interaction. 

Vygotsky (1960/1978) argues that diverse internal 

developmental processes are stimulated only when persons are 

interacting with others in their environment. Development 

first takes place between human beings, rather than within a 

human being, as humans interact within the social 

environment. Internalization then is the process of 

creating an internal plane from the stimulation which occurs 

from the interaction with others on the external plane. 

What was once a part of the external is now internal and 

becomes a part of that person's cognitive structure. 

Vygotsky (1960/1981) proposes that human beings go 

through four stages in the developmental internalization 

process. The first stage is the "stage of natural or 

primitive responses." The second stage of development is 

the "stage of intellectual responses" in which humans learn 

through direct human experience. Stage three is extremely 

important because of the use of signs in internal 

operations. It is at this stage that a human being begins 
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to learn to cope with new situations and problems by using 

"external signs" to accomplish a task. Speech itself 

becomes a bridge between the external world and the 

internal. For example, at this stage, a child will talk 

outloud in order to solve problems. 

The fourth stage of development is the "stage of inner 

signs" when humans learn to control their behavior. All of 

the intermediate linking actions are no longer necessary. 

Inner speech is now internalized as thought and 

internalization has been reached. The individual uses 

thinking instead of external signs as the external has 

become internal. 

Vygotsky (1960/1981) also maintains that interactions 

between individuals take the form of either "direct 

relations" or "mediated relations" (pp- 159-160). Direct 

relations are instinctual and are utilized by all animals. 

Mediated relations are only used by humans. For example, 

humans use a sign as an action which organizes an 

individual's action or response to the environment. The use 

of a sign is the process of combining the inner and outer 

worlds of a human being and ultimately, the creation of the 

human being. A sign is applied within culture as a means of 

influencing others and second within the individual as a 

means of transforming oneself (Vygotsky, 1960/1981). The 

use of signs is very important for the development of 

culture. Vygotsky (1934/1986) maintains that speech is the 
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most important mediating sign in human behavior. Speech is 

a medium for social interaction and also for thought which 

becomes the intermediary and conveys meanings from one plane 

to another plane. 

In summation, the learning theory of Vygotsky provides 

a theoretical foundation for understanding instructional 

consultation for this research. Vygotsky emphasizes that 

there are two processes involved in learning and 

development: the innate individual and the sociocultural. 

Furthermore, Vygotsky argues that the developmental process 

can only occur as persons are interacting with others in 

their environment. Development takes place first between 

human beings. Instruction creates a zone of proximal 

development within an individual whereby developmental 

processes are set into motion. It is within the zone of 

proximal development that a human being can internalize 

social interaction. 

It is within the social environment that a library 

media specialist, as instructional consultant, interacts 

with a teacher, the consultant, and thus creates a zone of 

proximal development whereby developmental processes are set 

into motion. Within the zone of proximal development, the 

teacher can develop by internalizing social interaction. As 

Vygotsky (1960/1978) argues, developmental processes are 

stimulated only when persons are interacting with others 

within their environment. Development first takes place 
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between human beings as humans interact within the social 

environment. 

Purposes of the Research 

The purpose of this research was to elicit a fifth 

grade teacher's perceptions concerning the interactions 

between the teacher and the library media specialist. As 

Vygotsky argues, it is within the social environment and 

through interactions that persons learn and develop. 

Therefore, the research drew on Vygotsky's theory in order 

to understand the interactions which were occurring between 

the teacher, as the consultee, and a library media 

specialist, as the instructional consultant. 

Although experts in the library media field maintain 

that an instructional consultant is an important role within 

the public school institution, as yet there has been little 

research to undergird the actual practice of library media 

specialists as instructional consultants in the public 

schools. 

Research Questions 

The following questions which directed the research are 

interrelated: (1) What are the perceptions of a fifth grade 

teacher concerning the library media specialist as an 

instructional consultant? and (2) What meanings does the 

fifth grade teacher assign to the interactions which occur 

when the teacher consults with the library media specialist? 
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Definition of Terms 

Key terms within the research questions will be defined 

in the next section in order to clarify the concepts which 

guided the research design. 

Consult. Consult is the act of deliberating with another. 

This usually takes the form of asking advice or opinions of 

another. The act of consultation is practiced by many human 

services professionals in a variety of settings. In this 

research the teacher consults with the library media 

specialist. 

Instructional Consultant. An instructional consultant in 

this research is a school library media specialist who is a 

consultant to a teacher. Library media literature in 

Information Power (1988) defines the instructional 

consultant as a teacher who has a "broad knowledge base" (p. 

34) which includes an understanding of resources and their 

application to school instruction. 

Interactions. Interactions are activities which are mutual 

or involve reciprocal action or influence between 

individuals. Vygotsky (1960/1978) argues that it is through 

interactions within the social environment that individuals 

change and ultimately become human beings. 

Library Media Specialist. A library media specialist is: 

(1) a trained educator who links a library media center and 

16 



its program with the students and faculty in a public school 

system; (2) one who knows the resources of the library media 

center and understands how to utilize these resources while 

working with teachers or students to impact instruction, 

curriculum and learning; and (3) carries outs three 

interrelated but unique roles of instructional consultant, 

teacher and information specialist. 

Meanings. Meanings are the significance which lies behind 

words or actions. Vygotsky (1934/1986) maintains that "the 

transition from thought to word leads through meaning" 

(p. 251). Communication from one individual to another 

individual first occurs as thought but then must "pass 

through meanings" to words. In order to fully understand an 

individual's words or actions, one must first understand 

what lies behind the words. One must understand the 

individual's thoughts and motivation which are the meanings 

that the individual assigns to the words and actions. 

Perception. Perception is the meaning which a person 

accepts as reality. Vygotsky (1960/1978) argues that the 

unity of perception with speech and action produces 

internalization and problem solving. Furthermore, Vygotsky 

relates that perception consists of "categorized rather than 

isolated" understanding (p. 33). By this he means that a 

human being sees not only the world as colors and shapes but 

also the "meaning" behind the colors and shapes. For 
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example, when humans see a clock they do not merely see a 

round shape with hands but can discern that what they 

understand is a clock. This study is concerned with the 

perceptions that the fifth grade teacher assigned to the 

interactions which occurred with the library media 

specialist. 

Teacher. A teacher is a certified professional who is 

employed by a public school district for the purpose of 

educating children. The school district, by employing a 

teacher, recognizes that the teacher has completed 

requirements according to higher education criterion and 

state certification standards and thus is qualified to 

teach, manage and supervise students. 

Setting and Sampling 

The site for this research is a school setting within 

the southwestern United States in an agriculturally based 

community. The public elementary school is composed of 

approximately four hundred fifty students. I purposely 

chose a fifth grade social studies teacher, whom I will 

refer to in this study as Ann, because of her high interest 

in consulting with me, as the library media specialist. 

Methodology 

This research used qualitative methods to elicit 

meanings from a teacher while in the setting of a fifth 
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grade social studies classroom as she interacted with her 

students and the library media specialist. Qualitative 

methods were first utilized during a three-month pilot study 

with a fourth grade teacher in self-contained classroom. 

This research focuses on the perspectives of a fifth grade 

teacher working with students in three social studies 

sections. Sixteen of the fifth grade students were members 

of the fourth grade pilot study. 

This research was conducted from the stance of an 

insider of the school district but an outsider of the fifth 

grade teacher's classroom. Because I had been in the school 

district for seven years as library media specialist prior 

to the research, connections had been established with both 

the teacher and students before entry into the classroom. 

Consent forms were signed by the classroom teacher and 

parents or guardians of the children. Confidentiality was 

adhered to by keeping all notes and documents within my 

possession. Data were collected through participant 

observation, interviews and documents. Data were analyzed 

using the constant comparative method. 

Participant Observation 

I progressed along a continuum from participant to 

observer and back to participant as I teamed with the 

classroom teacher. Initially, I was a full participant as I 

taught with the teacher to instruct the students in the 
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library media center. I then utilized participant 

observation as I observed from a corner of the room during 

class and wrote detailed descriptions of the interactions 

that transpired. I then progressed back to a full 

participant in the instructional environment when as the 

library media specialist I taught with the classroom 

teacher. During these times when I was instructing 

alongside the teacher, videotaping was utilized so that I 

could relive the sessions later. 

Interviews 

I used interviews as a second major method of data 

collection. Informal conversational interviews were 

utilized in combination with participant observation and 

planning sessions. Informal conversational interviews were 

used primarily with the teacher in order to get a sense of 

teaching strategies and perceptions of the teacher about her 

students. 

A second type of interview used was the standardized 

open-ended approach. The standardized open-ended interview 

was used with Ann's students to gain a sense of their 

perceptions of the entire year. Audiotaping of the 

interviews allowed me to be attentive to the students and 

thus record their actual words. 

I also utilized a third type of interview, a general 

interview guide, when interviewing Ann at the end of the 
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year. I outlined the direction of the questioning before 

the interview by listing the topics that needed to be 

explored. The guide was based upon data I had collected 

during the entire year. This interview was audiotaped to 

allow for flexibility in talking with Ann. 

In summary, I employed three types of interviews during 

the course of the year with Ann and her students: the 

informal conversational interview, the standardized open-

ended interview and the general interview guide approach. 

Each allowed Ann or her students to speak about their 

perceptions. The questions were open-ended which encouraged 

the interviewees to talk openly about their understandings 

of their experiences. Audiotapes were made of the planning 

sessions and the interviews conducted after the resource-

based teaching sessions and at the end of the school year. 

Contextualization 

I also collected documents on the individual students 

from the official records of the school and classroom 

activities in order to provide contextualizing data. These 

included journals and student projects as well as grades and 

work from student folders. I took photographs of the 

students and their projects in order to be able to relive 

the sessions after completion of the research. 
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Data Analysis 

The constant comparative method of analysis was used to 

compare participant observation fieldnotes, video recordings 

of classroom and library media center instruction and 

audiotaped interviews. When analyzing the data, I first 

read through the entire material and color coded the data by 

underlining or writing in the margins. In this way, I was 

able to devise several preliminary codes. As I read back 

through the data, two distinct types of codes outlined by 

Strauss (1987) were delineated. The two types of codes were 

"in vivo" codes which were "behavior or process" oriented 

and "sociological constructs" which were derived from 

library media and learning theory literature. 

I then proceeded to perform "open coding" suggested by 

Strauss (1987) to probe the data further. Eventually, I set 

up categories by examining comparatively the events or 

behavior which occurred and were coded. Finally, categories 

were reformed as I established a "core category," a category 

that is primary to bringing cohesion to all the categories 

and to the research. Eventually three other categories 

emerged alongside the core: growth of a relationship, growth 

of an environment and growth of persons. 

Credibility 

I increased the probability that credibility would be 

achieved during the research by prolonged engagement, 

persistent observation and triangulation. I worked with the 
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fifth grade teacher and her students during an entire school 

year. I was also continuously observing and recording 

interactions when working with the teacher and her students. 

With the teacher and students, I continually verified 

fieldnotes which I recorded as I observed in the field. 

Therefore, the strength of the research was in using 

triangulation to collect data: participant observation and 

interviews, along with audiotaping, videotaping, collecting 

photographs and student documents. 

Significance of the Research 

The findings have both practical and theoretical 

significance for the library media community. Because 

little research has concentrated on instructional 

consultation by the library media specialist, this research 

provides the library media community with a better 

understanding of the integral role the instructional 

consultant can play in the public schools. Primarily, the 

research can serve as a guide for professionals in the 

field. 

The research also has theoretical significance as it 

can provide the library media community with a theoretical 

framework for instructional consultation. This research can 

also benefit the educational community in understanding the 

implications of the theory provided by Vygotsky. Vygotsky's 

work concentrated on how children learn and develop. This 
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research extends the knowledge base on adult learning 

theory. 

Limitations of the Research 

The research was conducted in one rural southwestern 

community. The student population was approximately half 

white and half minorities. Therefore, the research has 

limitations associated with participants and place. 

Summary of Chapter I 

This research examines the library media specialist as 

instructional consultant. I utilized the learning and 

developmental theory derived by Vygotsky as the theoretical 

framework for the research. I relied on qualitative methods 

to elicit meanings from a fifth grade teacher concerning her 

interactions with the library media specialist. Principal 

methods of data collection were participant observation, 

interviews and documents. The constant comparative method 

was used to analyze the data collected. 
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CHAPTER II 

LITERATURE REVIEW 

Introduction 

Library media literature maintains that the library 

media specialist as instructional consultant is 

indispensable to the classroom teacher involved in a 

teaching-learning process with students. However, the 

library media field has yet to provide a theoretical 

foundation for support of this essential partnership. 

Library media specialists must look elsewhere for theory 

which will undergird the library media specialist as 

instructional consultant. 

The purpose of Chapter II is to review the library 

media literature and to describe the theory of Lev 

Semenovich Vygotsky in order to provide a theoretical 

foundation for the practice and research of instructional 

consultation. Terms from organizational and psychological 

literature will be used in this chapter as a means of 

organizing prescriptive library media literature into three 

types of consultation. Then the developmental theory of Lev 

Semenovich Vygotsky will be utilized to provide a 

theoretical foundation for supporting library media 

prescriptive literature. 

Chapter II is divided into several sections. The first 

section depicts the background of the research and the 

historical development of the library media term of 
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instructional consultation. Then library media research, 

which centers on the instructional consultant, will be 

examined. Next, organizational and psychological literature 

will be utilized to organize library media prescriptive 

literature concerning instructional consultation. The last 

section will discuss specific aspects of Vygotsky's theory: 

processes of development, instruction, the zone of proximal 

development, internalization, stages of development, and 

external mediators. 

A Call for Restructuring 

A dramatic restructuring in public school library 

programs has occurred over the past few years (Barron, 1991, 

1992; Barron & Bergen, 1992; Brown, 1993; Dervin, 1982; 

Hamilton, 1992; Haycock, 1990). The change is seen foremost 

in the main roles of the library media specialist (Brown, 

1993; Dalbotten & Wallin, 1990; Eisenberg & Brown, 1992; 

Krimmelbein, 1989; Scharer & Detwiler, 1992; Thompson, 1991; 

Urbanik, 1991). In response to the change, the American 

Association of School Librarians, in coordination with the 

Association for Educational Communications and Technology, 

produced a framework for reform and a new concept of school 

library media centers. The document. Information Power: 

Guidelines for School Library Media Programs (AASL & AECT, 

1988), provides the framework for the main roles of the 

library media specialist (Barron & Bergen, 1992). 
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Information Power (AASL & AECT, 1988) asserts that one of 

the primary roles of the library media specialist is that of 

an instructional consultant. 

Research Concerning the Library Media Specialist 
As Instructional Consultant 

The Early Years 

A small stream of research appeared in the early years 

in library literature as school libraries were formed. By 

the 1930s, Adams (1933) called for cooperation between 

teachers and school librarians. Yet, dissertation studies 

stressed that there existed a confusion among school 

personnel as to the role of the school librarian (Moreland, 

1967; Voisard, 1955). 

By the late 1960s and early 1970s, researchers (Ward, 

1969; Wilson, 1972/73) concluded that principals and 

librarians agreed that a librarian was beneficial to the 

school's instructional program although an instructional 

role was not yet recognized by the classroom teacher 

(Anderson, 1970/1971; Hodson, 1978). Voisard (1955) 

determined that when librarians were included on curriculum 

committees, they rarely participated. Moreland (1967) 

concluded in his research that when a team of teachers did 

cooperate in curriculum planning and teaching, librarians 

were excluded. 

By 1972, Jetter forecasts that one of the most 

important roles of the future librarian would be as an 
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instructional development specialist. Her research 

questioned fifty-three leaders in education, including 

library services. The experts echoed the 1930s research of 

Adams calling for collaboration between classroom teachers 

and librarians in the area of instructional development 

(Jetter, 1972/1973). 

1975-1990 

After the 1975 change in library media terminology from 

school library and school librarian to school library media 

center and school library media specialist, streams of 

research replaced the smaller trickle of research of the 

1960s and early 1970s. The streams focused on role 

perceptions, expectations versus practice, administrative 

support, and the impact of training and skills on the 

library media specialist. 

Role Perceptions 

Several studies attempted to discover the perceptions 

of school educators concerning the newly envisioned role of 

the library media specialist as an instructional consultant 

(Naylor & Jenkins, 1988; Smith, 1988/1989). Smith 

(1988/1989), using the critical-incident technique, 

interviewed by phone faculty members from 201 elementary and 

secondary schools to determine the effective services 

provided by their school library media specialists. The 

polled faculty members never alluded to the instructional 
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consultation role of the library media specialist. Instead 

they perceived technical services, in the form of 

circulation and managing equipment, as the effective 

services performed by the library media specialist (Smith, 

1988/1989) . 

Other researchers examined the perceptions of 

principals concerning their understanding of the library 

media specialist's role in curriculum development. Naylor 

and Jenkins (1988) gathered data from twenty-two North 

Carolina schools in order to discern how administrators 

perceived the role of library media specialists. They 

concluded that principals were unenlightened as to the 

contributions the library media specialist could provide to 

teachers in instructional services (Naylor & Jenkins, 1988). 

In other research, library media specialists were 

questioned as to their perceptions of their role. Master 

and Master (1986) surveyed fifty-nine Nevada school 

districts' library media personnel to ascertain perceptions 

and practices of the role of the library media specialist. 

Based upon the results of their questionnaire, they 

concluded that library media specialists did not practice 

consultation but rather envisioned themselves as "support, 

auxiliary personnel" (Master & Master, 1986, p. 17). 

Leung (1983) gathered information through 

questionnaires and personal interviews with 110 library 

media specialists and thirty-one curriculum coordinators 
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from thirty-two school districts in Western New York. She 

concluded that the school library media specialist still 

filled a passive role in curriculum endeavors. The library 

media specialist practiced a traditional role in public 

schools and was minimally involved in curriculum design and 

implementation, thereby supporting Harper (1982) and 

Stanwich (1982). 

Several additional studies showed that principals and 

library media specialists tended to have a better 

understanding of the library media specialist's role as 

instructional consultant than did teachers (Bias, 1979/1980; 

Kerr, 1975; Kim, 1981 and Pichette, 1975). Few classroom 

teachers had grasped the idea that the library media 

specialist could assist them in the teaching process or had 

welcomed them as part of a cooperative teaching team. 

In summary, between 1975 and 1990, it was evident that 

the majority of administrators, library media specialist and 

teachers did not seem to acknowledge the new role of library 

media specialist as an instructional consultant. 

Expectations Versus Practice 

Research during the 1970s and 1980s also depicted a 

discrepancy between expectations and actual practice 

(Fitzgerald, 1985/1986; Mohajerin & Smith, 1981; Norton, 

1978; Staples, 1981). The intent of the 1978 research in 

eastern Alabama undertaken by Mohajerin and Smith was to 
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analyze perceptions held by principals, teachers, library 

media specialist and professionals in higher education 

concerning the role of the library media specialist. The 

researchers found that the higher education faculty 

envisioned that the library media specialist should be an 

instructional consultant to teachers, yet, public school 

educators did not perceive that the library media specialist 

should be or was an instructional consultant in their school 

district. They understood that the important functions the 

library media specialist performed were in the area of 

organization and administration of the collection of library 

media resources. There was a definite discrepancy between 

the ideal perceived by educators in higher education and the 

reality practiced by the library media specialist in the 

public schools (Mohajerin & Smith, 1978). 

Other researchers concluded that many teachers, 

administrators and library media specialists did, in fact, 

perceive that the library media specialist should be 

involved in consultation with teachers concerning curriculum 

(Corr, 1979; Hartley, 1980; Scott, 1982). Bocachica-Mills 

(1982) asserted that although principals and teachers in the 

virgin Islands reported that they embraced the idea of 

collaboration in the schools, secondary library media 

specialists revealed that in practice they were not involved 

as instructional consultants with teachers. The stream of 

research until the early 1990s confirmed that there was a 
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discrepancy between expectations and actual practice 

concerning the role of the library media specialist as an 

instructional consultant. 

Administrative Support 

Another stream of research which surfaced during the 

1975-1990 time span focused upon the positive relationship 

between the principal's involvement with the library media 

program and the library media specialist's involvement with 

the classroom teacher in instructional consultation 

(Charter, 1982; Corr, 1979; Hinds, 1976; Shields, 1977; 

Turner, 1980; Walker, 1982). The purpose of Turner's 

research in 1980 was to ascertain whether there was a direct 

relationship between the principal's involvement and library 

media instructional consultation with teachers. Turner sent 

questionnaires to three hundred principals and library media 

specialists in Alabama. The participants checked a Likert-

type scale of twenty-eight activities which are performed by 

the library media specialist. Turner concluded that 

administrative attitude is essential for ensuring that the 

library media specialist carries out instructional 

consultation with teachers. 

Library Media Specialist Training and 
Personal Skills 

The origin of another line of research during the 1975-

1990 period was to ascertain the training and skills of the 
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library media specialists who actually were working with 

teachers as instructional consultants. Research indicated 

that library media specialists who practiced instructional 

consultation with teachers were professionals who had been 

trained in instructional consultation (Bowie, 1981/1982; 

Charter, 1982; Christensen, 1986/1987; Coleman, 1982/1983; 

Gustafson, 1982/1983; Royal, 1981/1982; Turner & Martin, 

1979). Turner and Martin (1979) concluded that training of 

library media specialists in instructional consultation 

directly influenced whether instructional consultation was 

practiced in the field. 

Christensen's 1986 research echoed the previous 

research. Christensen utilized interviews to identify the 

library media specialist characteristics which correlated 

with exemplary Washington State high school library media 

programs. The key elements for involvement in instructional 

consultation were library media specialists who were 

professionally trained and certified as library media 

specialists. 

The research of Loertscher, Ho and Bowie (1987) also 

focused upon the impact of highly trained library media 

specialists. The researchers utilized the United States 

Department of Education list of exemplary schools to 

pinpoint over two hundred library media specialists from 

model schools. These specialists were questioned about the 

services they provided for their school districts. The 
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study revealed that there was a definite link between 

excellent district programming and trained library media 

specialists who consulted regularly with teachers. Forty-

seven percent of the 146 library media specialists who 

responded to the questionnaire did consult with teachers on 

a regular basis. The researchers concluded that a necessary 

element in the consultation process was full-time 

professionally trained library media specialists. 

Instructional consultation declined as certified and 

training library media specialists were reduced (Loertscher, 

Ho & Bowie, 1987) . 

Research also confirmed that library media specialists 

who practiced instructional consultation were highly skilled 

in human relations (Charter, 1982; Herrin, Pointon & 

Russell, 1988; Johnson, 1975; Kerr, 1975; Urbanik, 1984/85). 

Herrin, Pointon & Russell (1988) observed in library media 

settings five library media specialists who were nominated 

by their peers as excellent professionals in their field. 

The specialists were shadowed for four hour periods on three 

separate occasions and completed four inventories which 

focused on personal insight into their communication skills 

with others. The researchers concluded that four out of the 

five library media specialists spent more than three fourths 

of their time communicating with others and, more 

significantly, that their interactions with others centered 

upon attentive behaviors which focused upon the person with 
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whom they were interacting. These attentive behaviors were 

a signal to others of their willingness to listen to and 

understand the other person; genuine expressions of concern 

were demonstrated by the library media specialist. The 

patterns which emerged from the study depicted successful 

library media specialists as those who are confident in 

themselves as human beings and communicate perceptively with 

others. According to Herrin, Pointon and Russell (1988) the 

profile of a library media specialist is one who is: 

"interactive, dynamic, changing, radiating vitality, exuding 

of a confidence that . . . believes people are important" 

(p. 87). In essence, library media specialists who excel in 

their field communicate the fact that they value the worth 

of others with whom they are working. 

Kerr (1977) developed a questionnaire for 

administrators, teachers and library media specialist in 

Washington State to ascertain factors related to the library 

media specialist performing forty role elements, including 

seventeen on instructional consultation. Kerr (1977) 

concluded that those library media specialists who possessed 

exceptional social skills were more ready to assume the 

social aspects of the library media specialist including 

working with groups of teachers in planning curriculum or 

team teaching. Therefore, Kerr (1977) concludes that 

library media specialists who practiced instructional 

consultation are more socially adept. 
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In summary, the researchers of the 1975-1990 time 

period maintained that academic training in instructional 

consultation and excellent human relations skills were 

extremely important to the practice of instructional 

consultation by the library media specialist. 

Summary of 1975-1990 Research Themes 

From 1975 to 1990, research continued to formulate an 

understanding of instructional consultation. The research 

centered around these themes: perceptions concerning 

instructional consultation, the difference between 

expectations and practice, the importance of administrative 

support, and the impact of training and human relation 

skills of the library media specialist. 

1990s Research 

So far the research of the 1990s has sought to merge 

the earlier streams into one united course. First, 

researchers are attempting to clarify the issue already 

addressed in the preceding years of whether library media 

specialists are actually practicing instructional 

consultation with teachers. As in years past, researchers 

are concluding that for the majority of library media 

specialists consulting instructionally with teachers is not 

yet a reality in most schools (Bell & Totten, 1992; 

Ceperley, 1991; Fedora, 1993/1994; Jenkins, 1991; Miller & 
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Shontz, 1993; Pickard, 1993b; Turner, 1996; Turner & Zsiray, 

1990; Wolcott, 1996). 

Role Perceptions of the 
Library Media Specialist 

Also, the 1990s continues the research begun in early 

years which centered on role perceptions. Johnson's 

(1993/1994) dissertation study and surveys by Tallman and 

van Deusen (1994b) conclude that instructional consultation 

is not a high priority for library media specialists. 

Stoddard (1991/1992) confirms that library media specialists 

consider the role of instructional consultant not as 

important as the role of information specialist. Kahler 

(1991) asserts that library media specialists, in essence, 

lack vision in terms of instructional involvement. Those 

library media specialists who do not engage in consultation 

possess little insight into changing the direction of the 

library media program to include collaborative teaching 

opportunities with teachers (Kahler, 1991). 

Expectations of Educators 

As in earlier years, some research is focused on 

educators' expectations of the library media specialist. 

Brown and Sheppard (1998) interviewed principals in eight 

schools in Newfoundland in 1996 and 1997 as to their 

expectations of library media specialists or "teacher-

librarians." First of all, the principals indicated that 
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they expected their teacher-librarian to be knowledgeable in 

the areas of resource-based learning, staff development and 

adult learning. They stated that, in order for their 

schools to have successful resource-based programs, 

collaborative planning between teachers and teacher-

librarians is required. Second, the principals indicated 

that they solicited for employment teacher-librarians who 

were "risk-takers" with a commitment to upgrading their 

skills in such areas as integration of technology in the 

curriculum (p. 26). Also, many principals told the 

interviewers that they placed more emphasis on interpersonal 

and team skills than technical skills. Principals expected 

their teacher-librarians to work well with students and 

teachers, thus needing strong personal skills. 

National surveys conducted by White and Wilson (1997) 

and Buttlar and Du Mont (1996) confirmed the importance of 

strong personal skills for library media specialists who 

practiced instructional consultation. White and Wilson 

surveyed 571 school counselors concerning their perceptions 

of the library media specialist. The counselors emphasized 

the importance of the library media specialist possessing 

good interpersonal skills and a positive attitude. White 

and Wilson's research supported Buttlar and Du Mont's (1996) 

earlier survey. Buttlar and Du Mont recommended including 

communication skills in every library media education 

program. 
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Library Media Specialists Who 
Practice Collaboration 

Much of the focus of library media specialist research 

in the 1990s is concerned with documenting library media 

specialists who actually do practice collaboration. As in 

earlier research on exemplary schools, a high correlation is 

found between excellent academic schools and excellent 

library media specialists who practice instructional 

consultation (Alexander, 1992; Bell, 1990/1991; Bell & 

Totten, 1992; Bishop, 1992/1993; Burroughs, 1993). In high 

achieving schools, library media specialists are seen as 

members on curriculum teams who plan across curriculum or 

across grade levels (van Deusen & Tallman, 1994). Also, 

instructional consultation is practiced by the teachers and 

library media specialist when the library media center 

follows a scheduling policy which allows for classes to be 

scheduled for library media center times when needed rather 

than following a rigid schedule (van Deusen & Tallman, 1994; 

Tallman & van Deusen, 1994a). van Deusen (1993) contends 

that perhaps the existence of flexible scheduling in high 

performing schools provides a means for understanding the 

reasons why the library media program is successful in those 

schools. In addition to flexible scheduling, high achieving 

schools also exhibit a collegial work arrangement which is 

not only encouraged by the principal but incorporated into 

the expectations of the school district (Bishop & Blazek, 

1994). 
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Bell (1990/1991) found that high academic schools are 

significantly more instructionally cohesive than other 

schools and that classroom teachers in those schools are 

significantly more inclined to choose the school library 

media specialist to cooperate with them on instructional 

problems than in low achieving schools. Therefore, in those 

settings where there exists less rigid scheduling of the 

library media specialist's time combined with a cooperative 

climate among staff encouraged by principal's expectations 

for the entire staff, classroom teachers and the library 

media specialist collaborate systematically (van Deusen, 

1993). 

van Deusen (1996) argues in her research that the 

library media specialist's position in the school as an 

"insider" within the school structure but an "outsider" of 

the classroom or supervisor role gives the library media 

specialist a unique role. As an insider, the library media 

specialist is available to teach on teams with teachers. 

Since the library media specialist is an outsider of the 

classroom and does not function as a supervisor, the 

teachers in van Deusen's research trusted the specialist and 

thus felt safe to ask for assistance from a colleague. The 

elementary teachers summed up the benefit of teaming with an 

insider-outsider in this way: 

She is not really an observer, but a third person 
who is able to see the school as a whole and see 
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the big picture, whereas often we see our little 
segment, (van Deusen, 1996, p. 240) 

The teachers recognized that the library media specialist 

was in an unique position in the school structure and thus 

was able to aid teachers because of this insider-outsider 

perspective. 

Summary of 1990s Research Themes 

The research on instructional consultation which begins 

as a trickle in the early years as the library media center 

came into existence has come together in a united flowing 

stream. The research indicates that instructional 

consultation by library media specialist is not a reality in 

most schools. In addition, most library media specialists 

lack a vision concerning instructional consultation. Yet, 

some principals are beginning to see the need for 

collaboration between teachers and library media specialist 

to implement resource-based learning. Many educators also 

understand the necessity for the library media specialist to 

possess good communication techniques in order to 

collaborate with colleagues. As research indicated in 

earlier years, excellent academic schools have library media 

specialist who do indeed practice consultation with teachers 

and participate on school curriculum teams. Because library 

media specialists have unique roles as insiders and 

outsiders in the school district, they are able to aid 
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teachers in ways that teaching colleagues and administrators 

cannot. 

I have reviewed 1990s literature and found little real 

procedural guidance for the practitioner of instructional 

consultation. In essence, the library media community has 

yet to provide accessible in-depth research on instructional 

consultation or a theoretical foundation for instructional 

consultation. 

Consultative Models in Prescriptive Literature 

Library media literature, as yet, offers meager 

guidance to library media specialists in providing a 

theoretical foundation for practice. Finding little 

substantial theoretical basis for instructional consultation 

in the library media literature, library media specialists 

may have difficulty understanding the nature of the tasks in 

which they are supposed to be engaged. Conceptual problems 

thus obstruct the practice of the library media specialist 

as instructional consultant. 

Nonetheless, prescriptive library media literature 

which focuses on the library media specialist as 

instructional consultant can be organized according to three 

specific models drawn from organizational and psychological 

literature. These models are designated as clinical, 

consultee-centered and collaborative designs. These three 
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models are discussed in the next section and linked with 

library media prescriptive literature. 

The Clinical Model 

The clinical model of consulting essentially evolved 

from the medical field in which a physician (the consultee) 

conferred with an expert in a specialized field of medicine 

(the consultant) to diagnose his patient (the client) and 

prescribe medical care (Kuhlthau, 1993; Ruben, 1990; Schon, 

1983). In England, typically, the office of a physician has 

been called the "consulting room" and the practice of 

treating patients has been referred to as "consultation" 

(Caplan, 1970). The physician's model was later adopted by 

psychiatry (Mendel & Solomon, 1968) and is now used in many 

educational settings. The foundation of the clinical model 

is the view that the consultant is present to help diagnose 

some "disorder" for the consultee and provide a prescription 

in order to correct the problem of the client (Glenwick & 

Jason, 1980). The consultee ultimately has the "motivation 

and resources" to follow through with the consultant's 

diagnosis and prescription (Gallessich, 1985). 

Bergan and Tombari (1975) delineate four basic stages 

in the clinical model: "problem identification, problem 

analysis, intervention and evaluation" (p. 210). The central 

aim of the initial process of the clinical model is for the 

consultant to pinpoint the exact nature of the problem of 
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the client for the consultee and thoroughly analyze the 

various ingredients which will directly lead to 

interventions (Conoley, 1981). In the intervention stage, 

the consultee is directly responsible for carrying out the 

strategies outlined by the consultant. The consultant 

usually will not have direct responsibility for 

implementation and instead advises the consultee (Caplan, 

1970). In some situations, the consultant may 

"troubleshoot" by modeling desired strategies or directly 

teach the consultee methods by which problems or concerns 

are solved (Conoley, 1981). Problem evaluation usually take 

the form of an interview with the consultee and analysis of 

data which the consultee has collected during intervention 

(Bergan & Tombari, 1975). 

Knapp and Salend (1984) maintain that a consultant 

using the clinical model must establish "referent power," or 

credibility as a respected master in the field, in addition 

to "expert power," in order to prescribe strategies for 

change. Levinson (1972) argues that in the clinical model, 

the consultant's approach must center around cooperation 

rather than "exploitation" even though the consultant must 

be viewed as an expert in the process. In essence, in the 

clinical model, consultation focuses on first, the diagnosis 

of the problem of the client, and then prescription, or 

strategies performed by the consultee. Therefore, 

consultation is not particularly sensitive to enhancing 
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other issues, such as consultee self-esteem or consultee 

problem-solving skills (Caplan, 1970; Dougherty, 1990). 

Within library media prescriptive literature, several 

authors recommend a model for library media instructional 

consultation based upon a clinical design (Johnson, 1981; 

Turner & Zsiray, 1990). This type of library media model is 

a triadic structure which involves the instructional 

consultant as the specialist or expert and the teacher as 

the consultee, who seeks advice concerning a client or 

clients, that is, a student or students in the classroom. 

The library media specialist as instructional consultant is 

an authoritarian figure, an expert, and the relationship 

between the teacher and the instructional consultant is 

hierarchial in structure. The consultee, or teacher, lacks 

the knowledge to diagnose or solve the problems in the 

environment, the classroom, and thus needs expert advice 

from the master, the instructional consultant, to implement 

the process of change in the classroom. 

Library media prescriptive authors depict the clinical 

model process in terms of steps; Johnson argues for a three-

step process while Turner and Zsiray endorse a eight-step 

process. Essentially each relate that the library media 

specialist must expertly diagnose problems for a teacher and 

then design interventions. In Johnson's instructional 

development model (SID), the first step is defining the 

problem. The instructional consultant, as expert, analyzes 
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and presents a draft to the teacher, the consultee. The 

draft is an attempt to solve the problem for the classroom 

teacher concerning the students, or clients. In so doing, 

specific goals and objectives are outlined. Likewise, the 

first four steps of Turner and Zsiray's model also center 

around diagnosis: ascertaining objectives, pinpointing 

characteristics of students, drawing on knowledge concerning 

the environment in which students learn best, and assessing 

student performance. 

The second step of a library media model based upon a 

clinical design involve prescription. Johnson's design at 

this point details activities which are aimed at fulfilling 

desired outcomes based upon the needs of the clients. Three 

steps in the Turner and Zsiray model focus upon 

prescription: selecting appropriate resources, designing 

instructional activities and outlining an environment 

conducive to learning. 

The last step in each library media model based upon a 

clinical design is to evaluate summatively although 

evaluation must also be an integral component of each stage 

of the model (Johnson, 1981; Turner & Zsiray, 1990). The 

consultant effectively impacts each stage by perceptively 

critiquing all along the way. Not only does evaluation 

occur at each stage, but ultimately, summative evaluation 

must be completed concerning the entire teaching-learning 

proceedings. 
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other library media specialist authors in prescriptive 

literature argue that library media specialists must assume 

a consultant role as an expert for the entire educational 

institution. Woolls (1994) believes that library media 

specialists must become leaders of curriculum teams rather 

than just consultants for a single classroom teacher. In 

essence, it is her conjecture that the library media 

specialist must move from designer of instruction with a 

single classroom teacher to a leadership role of working 

directly with a team of teachers, administrators and 

parents. The instructional consultant must become a leader 

and expert in curriculum reform (Farwell, 1998). Biagini 

(1994) maintains that the library media specialist must 

extend leadership and become involved in the design of an 

integrated or an interdisciplinary curriculum for the entire 

school system. 

Other educators echo Woolls assertion that the library 

media specialist in the clinical model should assume a role 

within the system as mid-level change agent (Herrin, 1993; 

Herrin, 1994; Johnson, 1981). Several events must take 

place within the educational institution in order for the 

library media specialist to assume the role of change agent. 

Of foremost importance, the administrative and teaching 

staff must acknowledge and support the library media 

specialist in the role of change agent (Johnson, 1981; 

Keegan & Westerberg, 1991). Secondly, the library media 
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specialist must become proficient, not only in instructional 

design, but also in supervisory and teaching techniques 

(Johnson, 1981; Miller, 1991; Mills, 1991). Then, the 

library media specialist must assume leadership 

responsibility for helping develop the entire instructional 

program (Johnson, 1981; Loertscher, 1990; Woolls, 1994). In 

essence, Johnson (1981) sees the clinical model of 

instructional design to be a proactive approach by the 

library media specialist for institutional change in 

education. The library media specialist is the expert in 

the clinical model who solves problems for the educational 

institution. 

The Consultee-Centered Model 

The consultee-centered approach to consultation, found 

in prescriptive library media literature, is a model which 

evolved from mental health institutions in the 1940s and is 

presently used not only in educational settings, but also in 

the business arena (Conoley, 1981; Gallessich, 1982). 

Psychiatrists working in mental health agencies, when 

following a clinical model, found that their task involved 

more than just diagnosis and prescription. Therefore, they 

maintained that the clinical model was not successful in 

solving many mental health agency problems. Mental health 

professionals discovered that they must educate the 

consultee, not just diagnose the client's problems and write 
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a prescription. What evolved was a pyramid organization in 

which at the apex the mental health professionals, such as 

psychiatrists, influenced others at the base, the clients, 

by consulting with the middle staff members, such as case 

managers and counselors (Gallessich, 1982). Essentially, 

consultee-centered consultation is built upon a triadic 

structure with a consultant working with a consultee as an 

equal in order that the consultee may help a client 

(Dougherty, 1990). 

The main focus of the consultee-centered model is 

education of the consultee by the consultant (Gallessich, 

1982). The consultant does not personally examine a client 

but relies on the discourse with the consultee to understand 

the client's problem. Although the subject of conversation 

between consultant and consultee may be content centered, 

such as a discussion about the client's problem, the 

ultimate goal of the relationship is process centered, 

educating the consultant in how to solve problems 

(Dougherty, 1990). The consultant then focuses on correcting 

consultee "deficits" in solving the client's problem. These 

deficits may include diagnosing client problems and 

developing strategies for preventing or solving client 

difficulties (Gallessich, 1985). In essence, the objective 

of the model is to improve the consultee's "problem-solving 

skills" in order that he/she may work with clients (Conoley, 
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1981). Thus, the consultant helps the consultee overcome 

his or her inadequacies (Conoley, 1981). 

Depending upon what constitutes the consultee's 

inadequacies, the consultant may provide needed information, 

teach skills or concepts, offer suggestions, or provide 

emotional support. In the process the consultant not only 

teaches the consultee to solve current problems, but more 

importantly, the consultant educates the consultee in order 

that the consultee may solve future problems by using 

similar techniques and strategies (Caplan, 1970). 

Ultimately, the responsibility for implementation is in the 

hands of the consultee. The consultee decides whether to 

accept, modify, or even reject the recommendations of the 

consultant. Thus, the interaction between consultant and 

consultee is an "egalitarian" relationship between peers 

(Gallessich, 1985). This relationship is extremely 

important in order for the consultee to feel safe as he/she 

works through problems. The consultant must develop an 

atmosphere of "trust and credibility" in order for the 

consultation process to occur (Dougherty, 1990). 

Caplan (1970) maintains that there are four basic 

reasons why the consultee might seek assistance from a 

consultant: "(1) lack of knowledge; (2) lack of skill; 

(3) lack of self-confidence; and (4) lack of professional 

objectivity" (p. 127). Consultees may have a lack of 

training and must consult another to extend their knowledge 
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or skills. The consultee may also lack experience and thus 

lack confidence in his or her own abilities to handle a 

situation. Caplan maintains that a consultee may allow 

personal factors to get in the way of performing the duties 

with the client. Usually, when this happens, the consultee 

has lost "professional distance" and has either become too 

attached or too indifferent to the client so that he/she may 

be unable to accurately assess the situation. Thus, the 

consultee may need advice from the consultant. 

Conoley (1981) maintains that the consultee-centered 

approach must focus on the consultant teaching the consultee 

to follow certain procedures: (1) problem identification; 

(2) formulation of options; (3) solution implementation; and 

(4) evaluation. Since the focus of this model of 

consultation is on educating the consultee in order that the 

consultee may learn to solve problems, the consultant's role 

is "educator" and "facilitator" (Gallessich, 1985). The 

assumption of this model is that educating the consultee in 

problem solving strategies will provide sufficient training 

so that the consultee will be able to use new skills or 

techniques to help clients. 

A library media model of instructional consultation 

constructed on the consultee-centered model would be based 

upon this emphasis of the library media specialist as the 

consultant instructing the teacher, the consultee, in 

instructional strategies and techniques in order that he/she 
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may work with students, the clients. According to the 

model, the classroom teacher may seek help from the library 

media specialist in learning new techniques. One area in 

which the teacher may need instruction is in acquiring and 

learning how to use resources in the classroom which 

complement and sustain the curriculum (Farwell, 1998; 

Loertscher, 1988). Kahler (1993) argues that the knowledge 

of resources (including technology), makes the library media 

specialist an essential instructor of teachers in the 

teaching-learning process. As consultant, the library media 

specialist is one who instructs teachers to integrate 

curriculum, resources, students and instructional staff 

(Barron, 1991; Berkowitz & Eisenburg, 1989; Eisenberg & 

Berkowitz, 1988; Breivik, 1991). 

Also, the library media specialist may be asked to 

suggest ideas for a session or unit and also to collect 

materials from many sources for the teacher (Berkowitz & 

Eisenberg, 1989). Loertscher (1988) emphasizes that the 

library media specialist functions best when the teacher 

communicates to the library media specialist the plans for 

the teaching experience in advance of the session or unit. 

The advantage of this arrangement is that the library media 

specialist understands what the unit will entail because of 

thorough communication and cooperation between teacher and 

library media specialist (Loertscher, 1988). 
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Hurren (1993) emphasizes the need for the instructional 

consultant to instruct the teacher concerning resource-based 

teaching. Resource-based instruction is the utilization of 

various resources in a diversity of media formats and 

technologies to fulfill a curricular purpose (Loertscher, 

1988; Weisburg & Toor, 1995). The essence of the model of 

resource-based instruction is that resources are utilized by 

students to facilitate their own learning (Haycock, 1991). 

The shift is away from the teacher and textbook isolated in 

a self-contained classroom (Meyer & Newton, 1992; Pickard, 

1993a; Stripling, 1992). As a consultant, the library media 

specialist, also, educates teachers to utilize the best 

resources available which meet the needs and interests of 

the students in their classroom (Easton, 1985; Garratt, 

1991; Piatt, 1979; Pritchett, 1991; Schein, 1987; Shay, 

1967; Steele, 1982; Wehmeyer, 1993). 

According to Keegan and Westerberg (1991), preparing 

students to meet the challenges of the twenty-first century 

and beyond demands that the library media specialist 

instruct teachers to utilize resource-based instruction. 

Instructional consultants teaching educators to use the 

resource-based format can transform educational instruction 

and provide students with access to resources in order that 

they may facilitate their own learning (Cull, 1991; Haycock, 

1991; Mills, 1991; Perritt & Helm, 1990; Thompson, 1991). 
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The consultee-centered library media model emphasizes 

the educational relationship between instructional 

consultant and teacher. The consultant does not examine the 

classroom and prescribe methods to cure the problems which 

the teacher has encountered. Rather, the consultee relies 

upon the consultant to help the consultee with areas of 

inadequacies and effective classroom skills or strategies 

which can be also be utilized in future years with students. 

In essence, the consultee-centered model has at its core a 

process-centered approach to consultation rather than a 

diagnostic and prescriptive orientation (Pryzwansky, 1974). 

The primary goal is helping the classroom teacher learn new 

instructional strategies and techniques to use with students 

(Gallessich, 1982; Tarasoff & Emperingham, 1994). In 

summary, the focus of consultee-centered consultation is on 

the "how" or the processes involved in problem solving 

rather than the "what" of problems, diagnosis and 

prescriptions of solutions. The consultant and consultee 

join together in order that the consultee can learn to solve 

current concerns involving students in the classroom and 

plan for future problems. 

The Collaborative Model 

An alternative to the clinical and consultee-centered 

models is the collaborative model described by Gallessich 

(1985). Gallessich (1985) maintains that several features 
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of this model are also embedded within the other two models. 

First of all, consultation exists as a "triadic" structure 

composed of a consultant, consultee and client. In library 

media consultation, a triadic structure exists between the 

teacher, the library media specialist and the students as 

the consultant provides indirect service to the students, 

the clients, by providing direct service to the teacher, the 

consultee. 

Second, consultation is based upon a voluntary 

relationship between consultant and consultee. Each person 

retains the authority over his or her own environment and 

the decision whether to participate in the relationship. In 

library media consultation, the teacher and the library 

media specialist decide whether to join together in this 

kind of relationship. 

Third, consultation involves the idea that the 

consultant and consultee share in the process. The two are 

personally involved, emotionally and intellectually, as each 

has a stake in the proceedings. Library media literature 

promotes sharing responsibility of the teaching process 

between the instructional consultant and the classroom 

teacher. The relationship between teacher and instructional 

consultant is termed "collegial teaming" by Brown (1993). 

Each commits to jointly designing, implementing and 

evaluating the teaching enterprise. Gutkin (1986) 

designates this commitment as "psychological ownership" of 
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the entire process. As partners, the library media 

specialist along with the teacher are committed to mutual 

goals and objectives (Berkowitz, 1994). Together they form 

an effective cooperative alliance in developing, 

implementing and evaluating instruction (Callison, 1989; 

Loertscher, 1988; Pickard, 1990; Tarasoff & Emperingham, 

1994; Urbanik, 1991). Brown (1993) designates the 

environment which is created by the interaction as "shared 

culture." Together, a teacher and a library media 

specialist research possibilities, design, prepare and 

prepare teaching materials and co-author the teaching and 

learning process. 

In essence, the instructional consultant and classroom 

teacher share the responsibility for the process and outcome 

of the teaching-learning environment and strategies. This 

emphasis on "collaborative cultures" is of foremost 

importance for breaking out of the isolated work environment 

of one teacher working alone in an "individualistic manner" 

(Brown, 1993). Instead, there is a "collective vision" 

where teachers find "mutual support and collective action" 

in order to build upon the strength of collegiality (Brown, 

1993). 

The partners utilize the strengths of their positions 

as professionals in the educational setting. The classroom 

teacher usually brings extensive experience with a 

particular curriculum and knows the strengths and weaknesses 
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of students in the classroom (Hurren, 1993); the library 

media specialist has extensive knowledge concerning 

resources as well as their use within curriculum 

(Loertscher, 1988). As instructional consultant, the 

library media specialist is trained in library media 

research and study skills. He or she brings to the team 

experiences in teaching at several different grade levels 

and working with different grade level teachers (Hurren, 

1993). Both team members recognize that each has important 

skills and that neither is expected to become an expert in 

the other's field of expertise. The partners know and 

respect each other's skills, philosophy of education, and 

responsibilities. Each person contributes to the learning 

experience and the outcome is enhanced by the combination of 

the two. The amount of involvement in each area of the 

teaching process and management of the classroom is 

determined through joint agreement between the partners. 

A fourth feature of all models of consultation is that 

all consultation revolves around a specific goal, such as 

diagnosis and prescription in the clinical model or 

education in professional skills as in the client-centered 

model (Gallessich, 1985). This goal directs the role of the 

consultant and the methods which he or she employs as he/she 

carries out the duties of consultant (Dougherty, 1990). 

Gallessich (1985) maintains that the most important 

feature which separates the collaborative model from the 
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other two models is a fundamentally different goal from the 

other models. Gallessich (1985) asserts that the 

collaborative model's goal is the developmental growth of 

the consultee. The collaborative model centers around the 

belief that the consultee develops not only in professional 

expertise but also in "cognitive and affective processes" 

(Gallessich, 1985, p. 347). 

Gallessich asserts that an egalitarian relationship 

creates a more conducive atmosphere for growth than an 

authoritarian climate. The process of collaborative 

consultation includes the consultant and the consultee 

involved as co-workers, in assessing problems, devising 

creative answers and implementing alternatives. Gallessich 

(1982) maintains that the consultant and the consultee 

should "collaborate in the data-gathering, diagnostic, and 

intervention processes" and that the process should be 

"continuous and intricately related" (p. 314). The 

consultant's role, then, is to assist, suggest and support 

by sharing in every aspect of the process. 

Gallessich (1982) hypothesizes that because the 

relationship centers on egalitarian interactions, persons 

will change developmentally as they "recognize, accept, 

and/or deal with emotions related to problems or their 

solutions" (p- 103). In essence, integral to interactions 

with others is the give and take situation which leads to 

interpersonal reflection and revision. The consultant's 
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responsibility to the consultee is to listen with empathy, 

to be an advocate and safe ally for risk taking along with 

suggesting innovative ideas in order that the partner not 

only grow in techniques and strategies but also be nurtured 

in "cognitive and affective processes" (Gallessich, 1982, p. 

347). 

Barron (1993) uses the definition of partner from 

seafaring terminology to describe the importance of the 

library media specialist in collaboration with teachers. He 

states that partner defined by the dictionary is "one of the 

heavy timbers that strengthen a ship's deck to support a 

mast" (p. 48). Barron (1993) further elaborates: 

How apt, if we consider the fact that without a 
secure mast, there can be no faith in the sail. 
If there is no faith in the sail, there is no 
faith in the boat. If there is no faith in the 
boat there will be few who will venture out in 
voyages of exploration or commerce, (p. 48) 

Barron (1993) understands that the instructional consultant 

is a partner who sustains and strengthens in order that 

another may voyage into adventures and explore new horizons. 

In essence, the role of the library media specialist is one 

in which teachers are enabled to teach students more 

effectively because of the support and strength of a 

partnership with a library media specialist (Farmer, 1993; 

Turner, 1985; Woolls, 1997). 

A library media model of instructional consultation 

based upon the collaborative model as depicted by Gallessich 
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(1982) is not fully developed in library media prescriptive 

literature. However, library media prescriptive literature 

does point to a collaborative design. First of all, library 

media prescriptive literature does emphasize the idea of a 

on-going egalitarian relationship between the instructional 

consultant and classroom teacher. Since the relationship 

occurs between two insiders of a educational system, the 

instructional consultant is more available for consultation 

with the classroom teacher than utilization of an outside 

consultant. Pryzwansky (1974) points to a collaborative 

model which makes use of an "active response strategy" 

versus a "reactive" response strategy. Since the 

instructional consultant is part of the school system, a 

consultant is accessible for consultation on an ongoing 

basis rather on an emergency basis. This kind of 

relationship is contrasted with the clinical model in which 

an expert is solicited for diagnosing a particular problem 

with students and prescribing a solution for the teacher. 

At the collaborative model base is the philosophy of a 

present on-going commitment between two peers. The 

unification of abilities brings about more than either could 

have produced alone because individuals have access to 

others' wisdom, experience and intellectual capacities 

(Brown, 1993; Hurren, 1993). 

Although the emphasis upon developmental growth of a 

classroom teacher is not a main focus in library media 
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literature, one library media writer, Herrin (1993a), does 

cite the work of two educational scholars, Zahorik and 

Lieberman, who do emphasize the cognitive and affective 

developmental goal for educators. Herrin (1993a) maintains 

that Zahorik (1987) has identified the collegial 

relationship of educators as the essential ingredient for 

professional cognitive growth. Also, Herrin (1993) contends 

that Lieberman (1986) maintains that cognitive growth is 

accomplished through collaboration as it provides a fitting 

arena where educators can experience diverse beliefs and 

domains. Herrin (1993) understands from Lieberman (1986) 

that once exposed to other worlds, educators may be more 

open to incorporating divergent views into their sense of 

reality, thus producing developmental growth. Conclusions 

from library media research of Meyer and Newton (1992) also 

support the contentions of Zahorik (1987) and Lieberman 

(1986). As an instructional consultant assists classroom 

teachers to modify teaching methods, teachers begin to 

change their own ideas and beliefs about teaching. 

Therefore, a library media model of instructional 

consultation, built upon the foundations of Gallessich's 

collaborative model, has as its goal developmental growth of 

the classroom teacher not only in professional avenues but 

also in individual cognitive and affective processes. 
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Summary of Models 

Prescriptive library media literature which focuses on 

the library media specialist as instructional consultant is 

organized according to three specific models. These models 

are described in terms of clinical, consultee-centered, and 

collaborative deigns. Although the models provide a way of 

systematizing prescriptive library media literature, they do 

not provide a theoretical framework for grounding the actual 

practice of library media specialist when assisting a 

teacher. Library literature recommendations may guide 

practitioners, but they do not answer crucial questions 

regarding the very nature of instructional consultation. A 

theory is needed to address basic questions regarding 

instructional consultation. It is my contention that growth 

in terms of cognitive and affective processes of the 

classroom teacher is central to and underlies the 

relationship between classroom teacher and library media 

specialist. Therefore, the library media field must look to 

Vygotsky's sociocultural learning theory in order to ground 

actual practice. 

Lev Semenovich Vygotsky 

Lev Semenovich Vygotsky (1896-1934) developed his 

theory of cognitive development and learning during a time 

of intellectual turmoil and liberation following the 1917 

Revolution in Russia. This milieu of freedom set the stage 

for reformulation of entire disciplines to accompany the new 
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order of socialist society (Wertsch, 1985a). Vygotsky 

endeavored to remodel psychology which had strictly 

separated the innate individual from the social environment 

and thus, unite the disciplines of social sciences, 

humanities and historical science in theory and practice 

(Cole, 1985; Wertsch, 1985a). 

Background 

Born in 1896, Vygotsky lived in the province of 

Belorussia, Russia, and attended Moscow University to study 

literature. Following graduation in 1917, he taught 

literature along with psychology in Gomel and established a 

psychological laboratory for teacher training. During this 

early period, Vygotsky read extensively from the works of 

Aristotle, Buhler, Darwin, Dostoevsky, Engels, Freud, 

Goethe, Hegel, Marx, Potebnya, Tolstoy and Wundt (Wertsch, 

1985a). His research and his intense studies of these 

classic authors provided the foundation for his intellectual 

work during the period that followed. 

On January 6, 1924, following a presentation of a paper 

which set forth his new understandings of psychology, 

Vygotsky was asked to join the staff at the Institute of 

Psychology in Moscow. It was there that he gathered 

together an impressive following. The first were A.N. 

Leont'ev and A.R. Luria who, together with Vygotsky, came to 

be known as the "troika." During the next ten years, before 
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his death from tuberculosis in 1934, Vygotsky published 

numerous articles on psychology (Wertsch, 1985a). Although 

Vygotsky set out to develop a new psychology for Russia, his 

theories were censured for twenty years by the Marxist 

thinkers in his day because Vygotsky viewed Marx as just one 

of the important thinkers in Europe instead of the only 

important thinker in Europe (Russell, 1993). 

Two Processes: Innate and Social Environment 

In developing a new psychology for Europe, Vygotsky 

(1960/1978) proposes that there are two processes involved 

in learning and development, the social environment and the 

innate individual. Vygotsky describes the learning and 

developmental relationship as a "crucial match" between the 

"support system," the environment, and the innate 

"acquisition process" which the learner possesses (Bruner, 

1985, p. 28). Both ingredients, the social environment and 

individual, are uniquely interrelated and necessary for 

development and learning to occur. Therefore, Vygotsky 

(1960/1981) contends that the individual actually develops 

according to two lines, the "elementary processes," which 

are "biological" in nature, and the "higher psychological 

functions," which are "sociocultural" in nature (p. 146). 

The creation of an individual is the intertwining of these 

two qualitatively different functions. 
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Instead of separating the individual and the social 

environment, Vygotsky insists that both are essential for 

development. Vygotsky sees both entities as "mutually 

constitutive elements of a single, interacting system" 

(Cole, 1985, p. 148). John-Steiner and Souberman (1978), in 

describing Vygotsky's understanding of the relationship 

between the individual and the social environment, compare 

the two to a river and its branches. Each mixes and divides 

in a dynamic process which is constantly changing. 

The social environment consists of individuals who 

interact and carry out transactions between people and the 

environment (Tudge & Winterhoff, 1993). Vygotsky terms this 

behavior, "social activity" which includes not only the 

individual's actions, motives, or operations but also the 

interaction of the individual with civilization played out 

in the social environment (Cole, 1979, 1981). Therefore, 

Tudge and Winterhoff (1993) maintain that Vygotsky depicts 

the social world, the social environment, as "simultaneously 

interpersonal, cultural and historical" (p. 75). 

In essence, Vygotsky (1960/1978) asserts that the 

social environment is the mechanism by which individuals 

actually become human beings. Cole (1985) relates that 

Vygotsky does not assert that this is just a process in 

which "culture shapes cognitive development" but is, in 

actuality, a process in which culture is created as a result 

of the human interactions within the culture. Culture and 
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cognitive development actually produce each other and are 

intimately intertwined; one cannot exist without the other 

(Cole, 1985). 

Vygotsky also covers several constructs as he develops 

his sociocultural learning and development theory. Three 

key theoretical constructs (instruction, the zone of 

proximal development and internalization) along with 

Vygotsky's understanding of developmental stages are 

discussed below. 

Instruction 

The intertwining of the innate individual and social 

environment plus their relationship to instruction is at the 

core of Vygotsky's sociocultural learning theory. Vygotsky 

maintains that instruction is connected to development in a 

very complex way (Vygotsky, 1960/1978). The purpose of 

instruction is not to become a substitute for or supplement 

to development (Russell, 1993). Instruction is the 

governing agent in the developmental process (Tomic, 1992). 

Development does not automatically flow from instruction but 

instruction is a necessary ingredient in order that 

development can occur. Vygotsky (1960/1978) asserts that 

instruction stimulates a string of operations that are 

responsible for the developmental process. Therefore, 

Vygotsky (1960/1978) maintains that instruction must precede 

development. Since instruction precedes development, a 
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human being appropriates a certain skill before he or she 

can purposely apply the skill. Such is the case when a 

child learns to pronounce a word before being able to 

understand and correctly use the word. Vygotsky (1960/1978) 

elaborates on the influence of instruction on development by 

stating that learning is accomplished by the creation of the 

zone of proximal development. 

Zone of Proximal Development 

Vygotsky (1960/1978) maintains that an essential 

ingredient in the learning and development process is the 

concept of the zone of proximal development. He defines the 

zone of proximal development as 

the distance between the actual developmental 
level as determined by independent problem solving 
and the level of potential development as 
determined through problem solving under adult 
guidance or in collaboration with more capable 
peers. The zone of proximal development defines 
those functions that have not yet matured but are 
in the process of maturation, functions that will 
mature tomorrow but are currently in an embryonic 
state. These functions could be termed the "buds" 
or "flowers" of development rather than the 
"fruits" of development. (Vygotsky, 1960/1978, p. 
86) 

The zone of proximal development (ZPD) is a metaphorical 

term used by Vygotsky to depict the process that is 

responsible for the development of a human being. 

Essentially, the ZPD is the distance between the present 

plane of development and the possible plane of development 

of a human being when assisted by another. Vygotsky 
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understands that the learner progresses from one plane of 

development to another plane through the process of the ZPD 

with the assistance of other human beings. Furthermore, 

there are no limits to the number of zones created for each 

individual because for every skill that is learned, a ZPD is 

created (Tharp & Gallimore, 1988). 

In summation, a zone of proximal development is created 

through instruction as a human being is assisted by another 

human being within the social environment (Dean, 1994; 

Ratner, 1991; Vygotsky, 1960/1978; Wertsch, 1985b). The ZPD 

is a shared experience in which the membership includes 

those in varying stages of development in a social 

relationship. Development takes place between human beings, 

rather than within a human being as humans interact within 

the social environment. 

Internalization 

Vygotsky (1960/1978) argues that instruction stimulates 

diverse internal developmental processes when a person 

interacts with another. Vygotsky maintains that what is 

internalized is the "means" utilized by an individual in 

"social interaction" not just the experiences of human 

contact (Vygotsky, 1960/1981, p- 146). In essence, 

internalization is the process of creating an internal plane 

not just moving an external entity to an internal location 

(Dean, 1994; Daiute, 1993; Leont'ev, 1981; Vygotsky, 
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1960/1978; Wertsch & Stone, 1985). The plane now created 

and internalized by the person becomes a part of that 

person's very being and may be used by the person in future 

interactions. 

Vygotsky (1960/1978) uses the example of an infant 

pointing to explain the internalization process. Vygotsky 

maintains that initially, the child attempts to grasp an 

object and therefore makes a pointing gesture. When an 

adult recognizes that the gesture has meaning, the adult 

changes the situation. 

The child's unsuccessful attempt engenders a 
reaction not from the object he seeks but from 
another person. Consequently, the primary meaning 
of that unsuccessful grasping movement is 
established by others. Only later, when the child 
can link his unsuccessful grasping movement to the 
objective situation as a whole, does he begin to 
understand this movement as pointing. . .Its 
meaning and functions are created at first by an 
objective situation and then by people who 
surround the child. (Vygotsky, 1960/1978, p. 56) 

As the example illustrates, the internalization process 

first begins as an "external activity" between persons. 

Only later is it internalized through a series of 

"developmental events." 

Vygotsky (1960/1981) concludes that in essence there 

are two discrete domains in development, first the social, 

and then the psychological. 

First it [development] appears between people as 
an interpsychological category, and then within 
the child as an intrapsychological category. This 
is equally true with regard to voluntary 
attention, logical memory, the formation of 
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concepts, and the development of volition. 
(Vygotsky, 1960/1981, p. 163) 

Vygotsky (1960/1981) understood that cognitive functions are 

initially carried out on the "interpsychological," the 

external plane and then on the "intrapsychological," the 

internal plane. Any psychological function goes through an 

external level in its development originally since its basic 

nature is social. Vygotsky (1960/1981) maintains that 

"external" actually means "social" (p. 162). 

Included with the theory of internalization is the 

affirmation of Vygotsky of the "revolutionary" 

transformation of the individual and the rejection of ideas 

of "reformation" and "latent evolutionism" (Vygotsky, 

1960/1981). Vygotsky (1960/1981) gives an example of the 

theory of reformation as an acorn which contains the roots, 

trunk and branches of the oak tree. The only difference in 

the acorn and the oak is the size. Vygotsky renounces the 

theory of "reformation" for an individual, the premise that 

a child is born completely finished except for size. In 

rejecting the reformation theory, Vygotsky, asserts that the 

very "nature" of an individual's "intellect" is transformed 

and altered by growth and maturation. Maturation and growth 

of an individual includes not only a quantitative change in 

size but also a qualitative change in every aspect of 

his/her very nature. 

The second feature which Vygotsky denounces is "latent 

evolutionism" or the idea that an individual develops by a 
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deliberately slow process. In fact, Vygotsky (1960/1981) 

maintains that the basic nature of cultural or mental 

development is created as a result of a "collision" between 

the fully developed society or environment and the immature 

behavior or intellect of a child. The collision, in effect, 

forms a "revolutionary" transformation in the child's 

knowledge processes (Vygotsky, 1960/1981). The contact 

between the environment and the individual creates an unique 

essence, not just the maturing of already present 

possibilities. Therefore, Vygotsky defines individual 

development as 

a complex, dialectical process characterized by a 
multifaceted, periodic timetable, by disproportion 
in the development of various functions, by 
metamorphoses or qualitative conversion of one set 
of forms into others, by complex combinations of 
the processes of evolution and involution, by 
complex mixing of external and internal factors, 
and by the process of adaptation and surmounting 
difficulties. (Vygotsky, 1960/1981, p. 150) 

Development is an intricate transformation process in which 

the external world is internalized in each individual. 

Internalization not only changes the composition and 

workings of the individual but also the very process itself. 

Internalization is the creation of an inner plane within an 

human being not just the moving of an experience, skill, or 

concept from its outer location in the world to an internal 

location in the individual. 
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Four Stages of Development 

Vygotsky (1960/1981) maintains that there are four 

stages in the actual development process from 

interpsychological to intrapsychological. The first stage 

is the "instinctive," or the "innate" which is, in essence, 

the inherited processes (p. 172). This first stage Vygotsky 

terms "natural or primitive responses" and is controlled by 

"the natural state of their brain apparatus" (pp. 177-178). 

Vygotsky uses the example of counting to explain the initial 

stage of development. At the first stage, children solve a 

problem by direct means, just as they use sight to compare 

objects. This stage can also be seen when a child is first 

learning to talk. At first, there are no words, just 

sounds. This is the "preverbal stage in language" 

(Vygotsky, 1960/1981, p. 188). 

The second stage of development is best described as a 

stage of "naive psychology" or "conditioned reflexes," 

learned through direct human experience (Vygotsky, 

1960/1981, p. 180). Individuals at this stage cannot 

explain the link between the outer physical world and the 

inner meaning of an object or concept. It is typical for an 

individual, at this stage, to use an external link to 

accomplish a task or to learn a concept, even though the 

individual may not understand that the link has actually 

helped the individual in his or her task. As an example, 

children are deficient in their understanding of bodies, 
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their own and others, therefore, children use reaching 

gestures without really knowing how the gestures work. The 

gesture from a small child is presumed by an adult to be a 

sign or signal to an adult, thus an adult will respond to 

the child (Vygotsky, 1960/1981, p. 161). Naive psychology 

is also evident when children use counting words even though 

they do not understand what counting means. Also, as 

children acquire language they begin to sense, in this 

stage, that everything has a word attached to it and for 

some time they also believe that the word itself has a 

magical quality. This naive notion is also observed in 

people who believe that in simply speaking a word something 

will come to pass. 

The beginning of superior stages commences at stage 

three. In superior stages an individual learns to confront 

new situations and problems. Stage three, defined by 

Vygotsky (1960/1981) as the "stage of intellectual 

responses," is the stage of conceiving the relationship 

between the use of "external signs" and accomplishing a 

task. It is defined as the stage when persons begin to 

"organize stimuli in order to achieve their responses" (p. 

182). When an individual recognizes the "purpose" behind 

the response, the individual has moved from stage two to 

stage three. An individual begins to understand that using 

a "sign" actually helps perform the procedure. At this 

stage, an individual arranges the environment by using 
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external signs. The "gestures" of a small child are now 

understood by the child as motions which will be carried out 

by others in his social world. In stage three, children 

must use fingers, an external sign, to count objects. In 

language, children can now "use words as signs" (Vygotsky, 

1960/1981, p. 188). Speech itself becomes a bridge between 

the external world and the internal. At this stage, a child 

will talk outloud while playing or when striving to resolve 

dilemmas, as if he or she is trying to sort out the 

interactions which he or she has encountered. 

The fourth stage of development is marked by 

individuals learning to control their behavior. It is the 

"stage of inner signs" or organization of activity 

(Vygotsky, 1960/1981, p. 183). All the intermediate linking 

actions are no longer necessary. A child no longer has to 

point to adults but can use words to entice others to heed 

his or her bidding. Children can count mentally plus 

incorporate "inner speech" or "thought" itself (Vygotsky, 

1960/1981, p. 188). Inner speech, which begins externally 

between persons as a "collective practice," is now 

internalized as thought (Morss, 1988, p. 337). 

Internalization has been realized, thus thinking can be 

utilized by the individual to obtain power over the 

environment which he or she encounters. The individual can 

utilize experiences to solve new problems and create new 

structures (Russell, 1993). In essence, the individual 
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depends now upon thinking instead of external signs. The 

individual relies less and less on another individual, such 

as an elder or peer, as the external has become internal. 

Intrapsychological functions have now been internalized as 

interpsychological functions, therefore, individuals can now 

control stimuli and create new stimuli (Dean, 1994; 

Vygotsky, 1960/1981). The fourth stage of development is 

"self-assisted" and self-regulated. 

In summary, Vygotsky (1960/1981) maintains that 

development is achieved through stages, an intricate organic 

process which creates new pathways in the brain as a skill 

or concept is learned. He theorizes that each stage of 

development is intertwined, and therefore each stage exists 

as an individual entity in the original state, but each 

stage also exists as a portion of the new stage of 

development. 

Instinct is not destroyed, but 'copied' in 
conditioned reflexes as a function of the ancient 
brain, which is now to be found in the new one. 
Similarly, the conditioned reflex is 'copied' in 
intellectual action, simultaneously existing and 
existing in it. (Vygotsky, 1960/1981, p. 156) 

Vygotsky (1960/1981) maintains each stage of development 

exists in the present and in the preceding state. For 

example, the fourth stage, internalization, is tied to the 

third, externalization, because it is included in the other 

stage. The third stage, externalization, is directly linked 

with the second stage, conditioned reflexes. Therefore, 

75 



externalization depends upon conditioned reflexes in order 

to function just as the second stage, conditioned reflexes, 

depends upon the first stage, instinct, in order to operate. 

Yet, Vygotsky (1960/1981) asserts that the correlation 

between stages is also a rejection of the preceding stages. 

Each successive stage in the development of 
behavior is the negation of the preceding stage. 
It is a negation in the sense that the qualities 
peculiar to the first stage of development are 
copied, destroyed, and sometimes transformed into 
a higher stage. . . On the other hand, however, 
the preceding stage exists within the following 
stage. (Vygotsky, 1960/1981, pp. 173-174) 

Essentially, each stage of development is uniquely separate 

from the preceding stage, and yet is also uniquely a 

composite of both the past and the present stage (Dean, 

1994, Vygotsky, 1960/1981). 

External Mediators 

Interactions between individuals take the form of 

either "direct relations" or "mediated relations." 

(Vygotsky, 1960/1981, pp. 159-160). Direct relations are 

instinctual and are also used by animals other than humans. 

One animal has power over another animal by direct 

relations, the animal's "instinctive, automatic, expressive 

movements" (Vygotsky, 1960/1981, p. 160). One animal 

contacts another through direct touch, looks, or sound, such 

as a cry. Direct relations are used by living organisms to 

control other animals in their environment. 
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Mediated relations, on the other hand, are used by 

humans and exist on another plane of development than direct 

relations (Vygotsky, 1960/1981). Man is not restricted to 

simple direct relations. He is able to make mediated 

relations in the form of signs. The sign is first utilized 

for social reasons and later used as a means of controlling 

one's self (Vygotsky, 1960/1981). 

Vygotsky (1934/1962) maintains that human beings' 

ability to control themselves by using a sign does not 

mature until humans reach adolescence. Signs can take the 

form of verbal and nonverbal actions. In the technological 

world, speech becomes the main form of humans' use of signs 

but in the nontechnological world, humans may use speech in 

a much more limited way, relying on nonverbal actions to 

convey meanings. Wertsch (1979, 1981) asserts that 

Vygotsky's main focus in development is on how an individual 

becomes proficient in using the sign for organizing what he 

or she encounters, the tasks and responsibilities associated 

with culture, and also joining together both culture and 

individual mental processes. The use of signs is very 

important for the development of culture. Human beings not 

only adapt to their environment but also can change their 

environment through sign mediation (Leont'ev, 1981). In 

essence, the use of a sign is the process of combining the 

inner and outer worlds of a human being and ultimately, the 

creation of the human being. Sign are applied within 
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cultures as a means of influencing others and second within 

the individual as a means of transforming oneself (Vygotsky, 

1960/1981; Vygotsky, 1934/1986; Wertsch, 1985a). An 

individual first utilizes the information and suggestions 

that are presented to him from others in the culture; but as 

the individual becomes proficient in the employment of what 

he or she encountered, he or she internalizes it for his or 

her own use (Vygotsky, 1960/1981). Vygotsky maintains that 

a sign provides the "bridge" that connects the outer with 

the inner or the environment with a single human being 

(Wertsch & Stone, 1985, pp. 163-164). 

An individual masters or internalizes a sign in order 

that a sign may become a part of the individual's own 

actions, goals, and motives. An individual internalizes 

different kinds of skills or concepts which can be used to 

structure other things which he or she experiences in the 

environment. When an individual internalizes a new task or 

concept, he or she is then able to use the new. Then signs 

are employed by an individual to change his or her own 

intellectual processes (Strauss, 1993). 

Vygotsky (1960/1981) maintains that speech is the most 

important mediating sign in human behavior. Speech is a 

medium for social interaction and also for thought or what 

Vygotsky terms "inner speech." Speech is a means by which 

humans can plan and carry out actions since it is a means by 

which humans organize "perception and action" (Bruner, 1985, 
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p. 23). Speech becomes the intermediary which conveys 

meanings from the interpsychological plane to the 

intrapsychological plane. For example, when a child hears a 

word, he may use that word with others in his environment 

and also later transform the spoken word into inner speech 

or thought. Tharp (1988, 1990) asserts that as inner speech 

transforms into cognitive thought it can be heard in the 

form of dialogue between adults. Therefore, Vygotsky 

(1960/1981) maintains that the only way to fully understand 

human consciousness is to study humans' use of signs and 

particularly the use of speech. 

Vygotsky asserts that an individual may use other 

external mediators, which he terms tools, to interact with 

the physical world (Strauss, 1993; Vygotsky, 1960/1981). He 

maintains that the fundamental characteristic which 

distinguishes a tool from a sign is that the tool is used as 

a external link between an individual and a non-human object 

in order to alter the object. The sign is the medium which 

individuals use to influence human beings, either oneself or 

another. In other words, humans use signs as a mediation 

devise to master the outer world and actually transform 

themselves and the world around them (Vygotsky, 1960/1981). 

Summary 

The learning and development theory of Vygotsky 

provides a theoretical foundation in this research for 
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understanding library media instructional consultation. 

Vygotsky maintains that there are two processes involved in 

the learning and development process: the innate individual 

and the social environment. Each is important and 

development of a human being can only occur as the human 

being is interacting with others in the social environment. 

Foremost, development takes place first between human 

beings. Vygotsky also maintains that instruction creates a 

zone of proximal development within a human being in which 

developmental processes are set into motion. It is within 

the zone of proximal development that a human being can 

internalize social interaction. 

Integration of Contemporary Work 
with Vygotsky Tradition 

Vygotsky has laid the foundation for learning and 

developmental theory but has left several aspects 

undeveloped. His followers have extended his theory in 

order to clarify his work. Bruner (1985) has refined the 

zone of proximal development through his own work with 

children and developed the term, scaffolding. Vygotsky 

conducted his research with children, therefore, his 

conclusions highlight that work with children. In order to 

extend Vygotsky's theory to adult learning, Roland G. Tharp 

and Ronald Gallimore (1988) included adults in their 

research. Three dissertation studies since Tharp and 

Gallimore's research in 1988 echo this research. The 
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following sections highlight Bruner's extension of 

Vygotsky's zone of proximal development. I will also discuss 

Tharp and Gallimore's research with adults and the three 

dissertation studies of Walker (1994), Prentice (1995) and 

DeLaney (1997). 

Jerome Bruner 

Jerome Bruner, Western learning and development 

theorist and friend of A. R. Luria who was one of the 

original Vygotsky troika, has clarified Vygotsky's 

understanding of learning and development. Bruner (1985) 

emphasizes Vygotsky's understanding that only through the 

assistance of others that the complex world can be 

understood. 

That world is a symbolic world in the sense that 
it consists of conceptually organized, rule-bound 
belief systems about what exists, about how to get 
to goals, about what is to be valued. There is no 
way, none, in which a human being could possibly 
master that world without the aid and assistance 
of others for, in fact, that world is others. 
(Bruner, 1985, p. 32) 

In essence, human beings must assist other individuals 

through the journey of life. An individual assists another 

individual to develop and create the person he or she is 

capable of becoming. 

Bruner (1985) sought to clarify Vygotsky's 

understanding of assistance by others within the zone of 

proximal development (ZPD) through a technique which he 

terms "scaffolding." Scaffolding is a method in which a 
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child or learner is assisted to "solve a problem, carry out 

a task or achieve a goal which would be beyond his 

unassisted efforts" (Wood, Bruner & Ross, 1976, p. 90). It 

is a method by which an individual controls the environment 

for a learner to enable the learner to go beyond that which 

he or she is capable of doing alone. Bruner (1976) 

maintains that it is essential for the learner to profit 

from the experience in order to be able to "recognize a 

solution to a particular class of problems before he is 

himself is able to produce the steps leading to it without 

assistance" (Wood, Bruner & Ross, 1976, p. 90). For 

example, a child must be able to identify what a diagonal 

shape looks like before the child is able to reconstruct the 

shape from blocks. 

Bruner's research with colleagues David Wood and Gail 

Ross studied young children three to five years of age as 

they were given the task by Ross of building a pyramid 

structure out of interlocking wooden blocks. Bruner 

outlines six functions an individual performs with a learner 

in the scaffolding process: (1) enticing the learner, 

(2) reducing the independence of the learner, (3) keeping 

the learner motivated, (4) labeling relevant 

characteristics, (5) managing the frustration level for the 

learner, and (6) modelling. These six functions are 

discussed below. 
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First of all, Bruner (1985) maintains that in the 

beginning of the journey through the ZPD, a learner may 

possess little comprehension of the situation or goal which 

is being achieved. At this point, a peer or adult will 

provide assistance in an atmosphere which is inviting and 

encouraging. Bruner relates that a learner needs to be 

enticed to "venture into the zone" by designing a task to be 

both imaginative and provocative (Bruner, 1985, 

p. 29). For example, Gail Ross enticed the children by 

providing an atmosphere which invited the children in the 

study because the task of building was both entertaining and 

challenging. 

Bruner (1985) maintains that the most important 

function the individual may use to accomplish assistance is 

the second, reducing "the number of degrees of freedom" for 

the learner (p. 29). Scaffolding in this function means 

dividing the task into sections and outlining the procedure 

to enable the learner to strive for a level that he or she 

is capable of achieving. Therefore, the individual must fix 

the limits of the task to the level just ahead of the 

learner. Within each step the individual entices the 

learner to use his new found skill to reach a higher skill. 

Bruner (1985) contends that this "raising the ante" is the 

very process which prevents a learner from getting tired of 

learning and thus keeps the learner in the zone of proximal 

development and accomplishes function three of the 
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scaffolding process. To be effective, an individual should 

make it worthwhile for the learner to "risk" further 

attempts at completing the task. For example, once the 

child has been able to build a modular unit with Ross, she 

began putting together a more sophisticated structure, 

building the blocks higher and "raising the ante" thus 

keeping the child from getting bored of the process. 

In function four, the individual also fills in the gaps 

and completes what the learner is incapable of accomplishing 

at each particular point along the way. Bruner (1985) 

considers dialogue to be an important component of this 

function of the developmental process. At first, a 

learner's language and actions are blended together. Thus, a 

learner will talk outloud in the beginning while learning 

any task or concept. Eventually, language and action become 

independent entities. At that point, words can be used by 

the learner to describe what he or she has accomplished 

without literally acting out the process. When this 

independence happens, the individual and learner can 

participate in "dialogue" about the acquired skill or 

concept (Bruner, 1985, p. 30). The dialogue is an effective 

mechanism which allows the individual and the learner to 

share by using language. Dialogue is unmistakably a 

"reciprocal process" (Bruner, 1985, p. 31). It is a way the 

individual can entice the learner to venture further into 

the zone of proximal development and a way by which the 
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learner is allowed to risk questioning the individual 

concerning ground which has not been covered. Pea (1993) 

explains that crucial to development is the creation of 

dialogue as "two-way transformative communication" (p. 268). 

Meaning is shaped through the process of taking turns 

talking and acting. Significant consultation occurs as 

individuals participate in dialogue procedures. These 

procedures may incorporate techniques as gestures and verbal 

requests for further explanations or clarification. Each 

time the process is repeated transforms the next function as 

it provides the foundation upon which the next transaction 

occurs. Thus, individuals collaboratively create their 

shared basis of philosophy and purposes of life through 

dialogue in the zone of proximal development (Pea, 1993). 

An example of this process occurred as Ross interacted with 

the children as an instructor, informing the children what 

might be done next in order to solve the problem. They, in 

turn, could question her about the process. 

Bruner (1985) contends that function five protects the 

learner from anything that might distract or impede the 

learner from learning the task or concept. This is the task 

of helping the learner to keep his or her frustration level 

in check. At times, there is also the risk that the learner 

will become too dependent on another person because the 

learner senses that problem solving is more stressful 
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without the assistance of another, and thus the learner may 

not want to risk the task without the assistance of another. 

The last function involves the act of an individual 

modelling or demonstrating the "idealization" of the act 

itself to the learner (Bruner, 1976, p. 98). Also included 

in the modelling function is the hope that the learner will 

attempt to imitate the solution to the problem which was 

first demonstrated by another. 

In summary, Bruner asserts that there are six functions 

involved in the scaffolding process: 

(1) engaging the learner, (2) reducing the "degrees of 

freedom" for the learner, (3) maintaining motivation, 

(4) pointing out pertinent distinguishing features of the 

task, (5) keeping the frustration level at a manageable 

level, and (6) demonstrating the ideal solution to the task. 

Bruner's scaffolding process has clarified Vygotsky's theory 

of how an individual progresses through the zone of proximal 

development by assistance from another. 

Roland G. Tharp and Ronald Gallimore 

Vygotsky's theory is based upon his research with 

children but other extensions to Vygotsky's research under 

the direction of present day theorists Tharp and Gallimore 

(1988) have come to conclude that adults develop cognitively 

in the same way as the children in Vygotsky's research. 

Tharp and Gallimore have extended Vygotsky's theory through 
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research at the Kamehameha Elementary Education Program 

(KEEP). KEEP was originally created to develop a program to 

educate at-risk children beginning in 1970 and continuing 

through 1983. The program reached across three states and 

utilized over three thousand multi-cultural children. 

The KEEP system developed assisted instruction for its 

learners through instruction by both teachers and peers. 

Kindergartners interacted and were assisted by peers fifty 

percent of the time; and by the time they were first 

graders, peer assistance was increased to seventy percent of 

the time. Tharp and Gallimore (1988) maintain that 

development does not occur simply in one direction only. 

Within social relationships, assistance with another human 

being is reciprocated in either direction. For example, 

children influence teachers as they come together within the 

classroom setting. Also, teachers influence and assist each 

other as they join and create together their social 

environment. 

The interpersonal plane, created in joint 
activity, is a joint product. . . In joint 
activity, the signs and symbols developed through 
language, the development of common understanding 
of the purposes and meanings of the activity, the 
joint engagement in cognitive strategies and 
problem-solving, are all aspects of interaction 
that influence each participant . . . As new 
members coalesce in a new activity, a new 
intersubjectivity is created, and for all members 
it is internalized into a new cognitive 
development. (Tharp & Gallimore, 1988, p. 89) 

87 



Tharp and Gallimore understand that as human beings come 

together in the social environment activity is created as 

shared activity. As each individual comes together for the 

purpose of a shared activity, a ZPD is created in each 

individual, and thus cognitive development will occur as 

each individual is involved in the social interaction. The 

individuals will bring to the shared experience different 

abilities and will assist another by the individual's own 

domain of greatest development. For example, teachers in 

the KEEP program are assisted in cognitive development by 

peers, administrators, consultants, trainers and 

specialists. 

Tharp and Gallimore (1988) maintain that the most 

important aspect of assistance for teachers in the KEEP 

system is the idea of consultation. The purpose of 

consultation is to form a team whereby individuals come 

together for the purpose of problem-solving. Each member 

brings various abilities to the team with the realization 

that none of the team members have acquired the cognitive 

framework which is the purpose of the undertaking. The KEEP 

system recognizes that it is not necessary for any team 

member to be an expert in order to assist another 

individual. Each will assist the other through the ZPD as 

they interact and work with one another. Tharp and 

Gallimore have extended the theory of Vygotsky to include 
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the understanding that adults develop cognitively in the 

same way as the children. 

Three dissertation studies (DeLaney, 1997; Prentice, 

1995; Walker, 1994) involving preservice teachers echo Tharp 

and Gallimore's original research concerning adult learning. 

Walker (1994) collected data through participant observation 

and interviews from preservice teachers in a university's 

three-year-old child development classroom. Walker 

concludes that development occurs "bidirectionally" within 

the zone of proximal development as the children and 

teachers interacted in the classroom. The children mediated 

their teachers' learning as they interacted within the 

classroom setting, thus confirming the research on adult 

learning by Tharp and Gallimore. 

Prentice (1995) investigated interactions among student 

teachers seeking certification as Language Arts teachers 

during the semester of their field experiences. Students 

progressed from one developmental level to another with the 

aid of other student teachers, thus also confirming Tharp 

and Gallimore's research at KEEP that adults aid other 

adults through the zone of proximal development. 

DeLaney's (1997) dissertation extends Tharp and 

Gallimore's research by focusing on the experiences of three 

middle school social studies teacher-interns. Changes in 

the interns' thinking concerning teaching are documented 

through interviews with the interns and their cooperating 
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teachers. The teacher-interns changed their thinking about 

social studies content as they progressed through their 

education program. In this way, DeLaney's research also 

confirms the work begun by Tharp and Gallimore which extends 

Vygotsky's theory on cognitive development and learning to 

include adults. 

Summary of Chapter II 

Chapter II has provided the reader with the survey of 

the research concerning the instructional consultant. It 

has explored three models of consultation: the clinical, the 

consultee-centered and the collaborative. The chapter has 

provided a look at the theory of Lev Semenovich Vygotsky 

which will provide a conceptual framework for the research. 

According to Vygotsky (1960/1978), cognitive development is 

not determined by behaviorally stimulated responses or 

biologically determined functions but rather through 

"socially mediated activity," therefore, social interaction 

between humans is essential for human development. 

Although, Vygotsky's research was conducted with children, 

it has provided a theoretical foundation for understanding 

instructional consultation in terms of social interaction. 

Bruner, Tharp and Gallimore, Walker, Prentice, and DeLaney 

have extended Vygotsky's research since he left many aspects 

of his theory undeveloped. This research will also extend 
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Vygotsky's theory as it studies the library media specialist 

as instructional consultant with a classroom teacher. 

Chapter III will include: (1) the researcher's 

theoretical perspective; (2) a description of the setting, a 

sampling of participants entry and exiting from the research 

site and duration of the study; (3) a depiction of the data 

collection and (4) an explanation of data analyzation. 
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CHAPTER III 

METHODOLOGY AND RESEARCH DESIGN 

Introduction 

This research used ethnographic methods to elicit 

meanings from a teacher concerning instructional 

consultation as she consulted with a library media 

specialist. The methodology of the research was guided by 

an ethnographic design first utilized during a three-month 

pilot study. This research focused on the perspectives of a 

social studies teacher, whom I will refer to as Ann, 

working with her fifth grade students. 

Chapter III first addresses: the researcher's 

theoretical perspective as it guides the choice of data 

collection and analysis methods as well as the researcher as 

instrument. These are followed by descriptions of setting, 

sampling, entry, exiting and duration. The chapter then 

explores specific data collection methods used in 

participant observation and interviews. Document collection 

is also described. The last section of the chapter 

discusses data analysis by describing the analysis process 

including coding and memoing. Finally, trustworthiness 

criteria of credibility and transferability are discussed as 

they apply to this research. 
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Theoretical Framework 

Research is directed by a researcher's theoretical 

perspective which guides the entire research design. A 

theoretical base provides the means by which a researcher 

can collect data which extends beyond a haphazard 

accumulation of materials and thus systematically controls 

all research activity (Bogdan & Biklen, 1992). In this way, 

exemplary research takes into account the researcher's 

theoretical perspective and utilizes this perspective during 

the research. Grounded in phenomenology, qualitative 

researchers base their research design on the theoretical 

assumption that understanding meaning is essential in 

comprehending human behavior (Bogdan & Biklen, 1992). The 

qualitative researcher's goal is to find meanings in order 

to depict for others an understanding of the perspectives of 

the research participants (Bogdan & Biklen, 1992; Spradley, 

1980). In essence then, the search for meaning is a way of 

defining what is important in the world. This search looks 

at how people accomplish daily life and thus how the entire 

human world functions. 

My interest in educational research in a natural 

setting guided my choice of theory and methods. I was 

specifically attracted to the idea of researching meanings 

held by members within the educational institution in which 

I was employed. In addition to phenomenology, sociocultural 

learning theory as the substantive theory was used in this 
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research in order to focus more precisely the research 

domain and research questions. Consequently, the following 

research questions directed this research: (1) What are the 

perceptions of a fifth grade teacher concerning the library 

media specialist as an instructional consultant? (2) What 

meanings does the fifth grade teacher assign to the 

interactions which occur when the teacher consulted with the 

library media specialist? 

In the next section, I will briefly explore the 

characteristics of qualitative research, namely the 

researcher as instrument and the ethnographic design. 

Along with the exploration of qualitative research, I will 

discuss the connection between qualitative research and my 

particular research design. 

Researcher as Instrument 

The qualitative researcher relies upon the human 

instrument to be "the means" by which the natural world is 

studied (Bogdan & Biklen, 1992, p. 29). The qualitative 

researcher utilizes the human instrument as the instrument 

of choice because of its unique advantages. Patton (1990) 

outlines the advantages of utilizing a human instrument for 

data collection and analysis. First of all, Patton 

maintains that a human instrument can take into 

consideration the context which undergirds the environment 

allowing the research to have a "holistic perspective" 
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(p. 203). Taking into consideration the classroom and 

school context made it possible for me as the researcher to 

discover the parts which formed the school structure thus 

allowing my research to have a holistic perspective. 

Furthermore, understanding the parts and how they were held 

together enabled me, as a qualitative researcher, to 

comprehend the total which was essential in eliciting an 

understanding of others' meanings. 

A second advantage, as understood by Patton (1990), of 

utilizing a human instrument is that the research is 

"discovery oriented and "inductive in approach" (p. 203). A 

human instrument is unlikely to merely adopt old conceptions 

when involved in the research process. As a qualitative 

researcher, I was open to new findings concerning 

instructional consultation in this research. 

A third advantage of using a human instrument outlined 

by Patton (1990) is that a human instrument can evaluate 

that which is observed which may go beyond the "conscious 

awareness" of participants involved in the research process 

(p. 204). The observer can see beyond the routine which is 

usually taken for granted by the participants. The 

participants may be so immersed in the setting that they 

have become unaware that certain patterns of thought and 

action do exist. For example in this research, as an 

outsider to the classroom, I was able to record the 

interactions between the participants involved in the study 
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and reflect upon them as an outsider of the classroom. This 

enabled me to have a different perspective from Ann, as an 

outsider of the classroom, yet evaluate in terms of an 

insider of the school educational system. 

A fourth advantage of a human instrument is that the 

researcher can observe many things which the participants 

"may be unwilling to talk about" (Patton, 1990, p. 204). 

The researcher observes the issues which may be sensitive or 

hidden within an institution. Also, the researcher as 

observer can "move beyond the selective perceptions of 

others" to the sensitive, the unknown or undiscovered in a 

setting and thus progress to a higher understanding of which 

the participants may not be cognizant (Patton, 1990, 

p. 204). As an observer and outsider of the classroom, I 

could observe the interactions of the teacher and the 

students, thus forming an understanding of the support that 

a library media specialist as instructional consultant gives 

the classroom teacher. 

A fifth advantage described by Patton (1990) is that 

the human instrument can use "personal knowledge and direct 

experiences" to help enlighten the research 

(p. 205). The qualitative researcher argues that the 

benefit of using a human instrument over a nonhuman 

instrument is the ability of a human to utilize the past to 

evaluate the present. The qualitative researcher takes into 

account not only a particular moment in time but how that 
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moment relates to the meanings behind the moment. As I 

worked with Ann and her students as instructional 

consultant, I was aided by my experiences as a teacher and 

library media specialist, specifically in the areas of 

library media research, resource-based learning and 

cooperative learning. Also, my training in educational 

psychology and consulting directly benefited the research 

process as I interacted with the classroom teacher. 

Lincoln and Cuba (1985) also acknowledge that utilizing 

a human instrument is an essential component of the 

qualitative research process and explain that "all 

instruments interact with respondents and objects" 

(p. 39). Only the human instrument has potential for 

recognizing and grasping the full meaning of this 

interaction process. Only the human instrument has 

potential for fully comprehending what has occurred because 

the instrument has interacted with the environment and the 

people in it. Lincoln and Cuba (1985) write that 

only the human instrument is capable of grasping 
and evaluating the meaning of that differential 
interaction; . . . because all instruments are 
value-based and interact with local values but 
only the human is in a position to identify and 
take into account (to some extent) those resulting 
biases, (pp. 39-40) 

In essence, Lincoln and Guba (1985) argue that only a human 

instrument has the capability to discern what has occurred 

when the instrument has come into contact with participants 

in the research process. As a qualitative researcher 
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following an ethnographic design, I chose the human 

instrument because only a human has the essential qualities 

necessary to cope with an ambiguous and changing world 

setting. 

In essence, a qualitative researcher uses the human 

instrument as the instrument of choice because of its 

immeasurable "adaptability" to the various challenges 

which are presented to the researcher throughout the 

research process (Lincoln & Guba, 1985, p. 250). The 

natural setting is the "source" from which data originate 

and the individual researcher is the "means" by which the 

data are collected, meanings are uncovered and findings are 

dispersed to others in the world (Bogdan & Biklen, 1992, 

p. 29). 

Therefore, as a qualitative researcher, I deliberately 

chose the human instrument because only a human has the 

characteristics which include judgment, awareness and 

understanding which are necessary to decipher the 

connections among entities in the natural world. I 

purposely utilized qualitative research methods, namely the 

human instrument, because as a human instrument, I could go 

beyond what a nonhuman instrument could perceive to take 

into account and interpret the contact which the 

participants made with each other in the school setting, the 

natural world. The school setting of the classroom and the 

library media center was the source and the human instrument 
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was the means by which the data was collected in the 

research. 

Qualitative Methods 

I employed methods in this research which were 

ethnographic in nature. Primarily, as the researcher, I 

keenly observed. Following an ethnographic design, I 

consciously observed the everyday world of activity, the 

natural settings, the classroom and library media center, 

and was open to the meanings which went beyond any one 

activity itself. 

Wolcott (1988) maintains that a researcher using 

ethnographic methods is "attending to the cultural context 

of the behavior we are engaging in or observing" (p. 193). 

Following Wolcott's counsel, I was perceptive to the 

structure or meanings behind the everyday actions of the 

participants of the research. 

I was also guided by Spradley (1980) in finding 

meanings held by the participants. Spradley (1980) 

explains: 

Some meanings are directly expressed in language; 
many are taken for granted and communicated only 
indirectly through word and action. But in every 
society people make constant use of these complex 
meaning systems to organize their behavior, to 
understand themselves and others, and to make 
sense out of the world in which they live. (p. 5) 

According to Spradley (1980), the researcher must be able to 

discern the parts which interweave to form the natural 
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setting in order to understand meanings. Wolcott (1988) 

describes these parts as "mutually understood sets of 

expectations and explanations" which are shared by members 

of the society (p. 193). I was involved in multiple roles 

as instructor to the students, co-planner with the teacher, 

and researcher. Because of these multiple roles, I was able 

to make sense out of meanings found in this natural setting 

as an outsider to the classroom but insider of the school 

district. This insider/outsider perspective enabled me to 

work with Ann as a trusted colleague but also have the 

ability to step away to reflect on the interactions which 

occurred. In summary, although I was not engaged in 

ethnography, I nonetheless relied upon ethnographic methods 

which seemed to offer the best chance to uncover the 

meanings which the teacher assigned to the interactions 

which occurred in the natural setting. 

Spradley (1980) maintains that the "central core of 

ethnography" is understanding the "meaning of actions and 

events" of the setting which the researcher has chosen to 

study in order to transfer this knowledge to others who seek 

to understand (p. 5). According to Lincoln and Guba (1985) 

the role of the qualitative researcher is to describe the 

natural setting so that others can understand. Following 

their guidance, I sought to describe persons, actions, 

events, and settings using concrete terms in order that 

these meanings could be transformed into knowledge which 
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others could comprehend. My primary objective for this 

research paper then is translate and interpret the meanings 

of interactions of a classroom teacher and a library media 

specialist to others so that they can understand. 

Pilot Study 

A teacher of a self-contained fourth grade was chosen 

for the pilot case study as a purposeful sample because I 

was interested in working with students about whom many 

educators at the site were concerned. The district had 

labelled many of the students of the fourth grade class as 

"at-risk" because of their low performance on standardized 

tests and disruptive behavior during class instruction. The 

particular fourth grade classroom of the pilot study was 

chosen foremost because the teacher was open to the idea of 

collaborating with me. The fourth grade teacher, a veteran 

of seventeen years in the district, was in the middle of her 

second year teaching fourth grade. The fourth grade class 

membership consisted of twelve males and eight females of 

which ten students were Hispanic, eight were white and two 

were African American (Texas Education Agency, 1993). 

I used the interest of the fourth grade teacher to 

initially set up the pilot study. After securing oral 

consent from the teacher, permission for the research was 

elicited from the institutional gatekeepers, the 

superintendent of schools and principal of the elementary 
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school. Consent forms were then signed by the teacher and 

parents or guardians of the children in order for me to use 

participant observation and interviews plus audiotaping and 

videotaping of the participants. Included on the forms were 

my intent to maintain confidentiality and anonymity. I was 

granted permission to do a three-month pilot case study with 

the fourth grade students plus dissertation research the 

following year as I followed these students into fifth 

grade. The following section details the dissertation 

research. 

Research Design 

I utilized ethnographic methods to elicit meanings from 

a teacher and her students while in the setting of a fifth 

grade classroom as they interacted with the library media 

specialist. The methodology of the research was based upon 

ethnographic methods practiced during a 1993 three-month 

pilot study of a single elementary fourth grade self-

contained classroom. At all times throughout the year, I 

was involved in multiple roles as instructor to the fifth 

grade students, co-planner with the teacher, and researcher. 

These roles were continued throughout the research and were 

possible because at no time did one role come in serious 

conflict with the other role. In essence, this research 

study focuses on the perspectives of the fifth grade 
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teacher, whom I will refer to as Ann, as she interacted with 

me, as the library media specialist. 

Research Setting 

The setting of the research was a public elementary 

school in an agricultural community in the southwestern 

United States. This kindergarten through sixth grade school 

had a student population of approximately four hundred fifty 

students, of which forty-nine percent were white, forty-nine 

percent were Hispanic and two percent were African American 

(Texas Education Agency, 1994). 

The particular settings encompassed two specific areas: 

the library media center and a fifth grade classroom. The 

library media center served as a resource center for all 

classes kindergarten through sixth grade. The classroom 

setting changed throughout the day as three sections of 

social studies rotated into Ann's classroom. Other periods 

of the day, Ann taught reading and homeroom. The research 

was conducted with Ann's three social studies classes. 

The pilot study group of students was dispersed 

throughout these three sections in the fifth grade. Section 

A consisted of eighteen students with three girls and three 

boys from the fourth grade pilot class. Section B, with a 

total of seventeen, had four boys and one girl from the 

fourth grade class while section C, with a total of 

eighteen, had three girls and two boys from the fourth grade 
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pilot class. Two boys and one girl from the fourth grade 

class had moved from the district, plus one boy had been 

retained in fourth grade. I chose primarily to observe 

these sixteen students when collecting data because I was 

familiar with their behavior because of the pilot study. 

Data were collected from these students to help 

contextualize the interactions between the teacher and 

library media specialist. In this way I could gain an 

understanding of the classroom activities which would 

provide a clearer understanding of the interactions which 

occurred between the classroom teacher and the library media 

specialist. 

Research Sample 

The fifth grade teacher, whom I will refer to as Ann, 

was in her fourth year of teaching of which three years were 

in the present school district teaching fifth grade 

students. Ann was chosen from among the three fifth grade 

teachers for the research study because of her high interest 

in teaming with me, as the library media specialist. When 

grade level meetings were held at the beginning of the 

school year, I emphasized that the library media program's 

goal for the year was intensive teaming with classroom 

teachers. Ann, the fifth grade social studies teacher, 

initiated contact with me at this point because she had some 

ideas about teaming with me, as the library media 
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specialist. Ann had been aware of the teaming done the 

previous year with the fourth grade teacher and me. Because 

of Ann's high interest in working with me, as the library 

media specialist, I approached Ann with the idea of using 

our teaming as a research project. Ann agreed with the 

proposal and signed a consent form. 

Research Entry 

I followed the guidelines of Bogdan and Biklen (1992) 

to establish good rapport with research participants when 

entering the field and considering endorsement of research. 

Because I had been in the school district for six years as 

library media specialist prior to the research described 

here, trust had been established with both Ann and her 

students before the research began. Ann made the initial 

contact with me, as the library media specialist, when she 

approached me with ideas concerning a Latin American Indians 

unit which she had begun with her social studies classes. 

She needed my aid in helping the class as they researched 

Latin American Indians. 

Before entering Ann's classroom, I took a 

straightforward approach with Ann by informing her that I 

wanted to use our teaming during the school year as basis 

for my research. I informed Ann that the purpose of the 

research was to observe Ann's classroom instruction, record 

the interactions among the teacher, students and library 
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media specialist and interview the participants. Therefore, 

Ann was apprised of my aims because of this full disclosure 

stance. Bogdan and Biklen (1992) relate that this 

straightforward approach by the researcher helps the 

researcher gain more cooperation in the field than using a 

covert approach. An overt approach also raises fewer 

ethical problems for the researcher and the participants 

than a covert approach (Jorgensen, 1989). 

Data collection began at the moment that Ann and I 

planned for instruction with Ann's students. The research 

continued as Ann brought her classes, which were arranged in 

cooperative learning groups, to the library media center for 

research. At that time I teamed with Ann to instruct the 

students. Since Ann and her students were involved in a 

normal everyday process of research in the library media 

center, the entry process was made easier for me. Bogdan 

and Biklen (1992) maintain that many participants in 

research feel as if they are in a "fishbowl" when being 

observed by the researcher which can be stressful for the 

participants. Ann did not have to contend with the pressure 

of the fishbowl in the beginning session since the research 

and observation began as a natural process because I was 

also instructing alongside her in the library media center. 

Observation in Ann's classroom began during the second 

week of the research. During the first visit to the 

classroom, Ann explained to the children that I was also a 
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student in college and I wanted to learn some things about 

their class. Specifically, I wanted to ask their opinions 

about the instruction in their classroom. I would get 

information by first observing in their classroom and taking 

notes of the activities there. Also, I would be asking them 

questions about these activities. Sometimes I would ask 

questions in a private session while I audiotaped their 

answers to the questions. 

Although the research was conducted from the stance of 

an insider of the school district, I was an outsider of the 

classroom. As an outsider, my central aim for the first few 

sessions as observer was to get a more intimate sense of the 

way the teacher and students formed their instructional 

environment. Bogdan and Biklen (1992) guided my entry into 

the classroom. They relate that the researcher should have 

a purpose in mind as he/she enters a setting and interaction 

within that setting with the participants should be in 

relation to that goal. On the first visit to Ann's 

classroom as an observer and outsider, my goal was to 

capture the general atmosphere of the classroom, the natural 

setting. Therefore, I mostly observed although I also 

carried on casual conversations with the teacher and 

students when they initiated them. Initially, I observed 

from a corner of the room during class times and wrote 

detailed descriptions of the interactions that transpired. 
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I followed the direction of Bogdan and Biklen (1992) in 

the first days in the field by being friendly with the 

students, helping them become very comfortable with me in 

their classroom. I was not present to direct the class in 

any way during these first visits to the classroom but only 

to be physically visible to the students and teacher. I 

entered into their classroom activities through observation 

and casual conversation. 

Patton (1990) argues that during the entry process that 

the researcher needs to acknowledge that he/she is being 

observed by the participants. I was aware that during entry 

into the classroom that I was also being observed by the 

teacher and the students. It was my aim to be as 

unobtrusive as possible in the natural setting. Eventual 

blending into the setting was assisted by the three-month 

pilot study as the pilot study group of students were 

accustomed to seeing me observing in the classroom. Lincoln 

and Guba (1985) recommends that becoming a participant 

observer before the research is undertaken helps to 

"diminish the obtrusiveness of the investigator" and "serves 

to sensitize and hone the human instrument" (p. 251). Since 

I had indeed been a participant observer the previous year 

plus had been working with the students as library media 

specialist for several years, the students seemed 

comfortable with me being in the classroom at the onset of 

the research. They seemed to continue their normal 
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activities even in my presence, only occasionally looking in 

my direction or initiating conversation with me. Jorgensen 

(1989) relates that the longer the researcher is in the 

field with the participants, the more comfortable they 

become with the researcher involved in their lives. The 

participants took my presence for granted and seemed to go 

about regular tasks as if I belonged to the classroom 

setting. At no time did the participants seem threatened 

because of my presence in the classroom. 

Research Exiting 

Exiting the field was done gradually by easing out of 

the classroom's activities. Bogdan and Biklen (1992) 

suggest that exiting the field gradually is emotionally 

better for both researcher and research participants. 

Therefore, I spent less time in the classroom as an observer 

as the year progressed. 

As suggested by Bogdan and Biklen (1992), I also 

deliberately used an open end policy by not contracting with 

the teacher or the parents for a specific period of time for 

completion of the research. This was a fairly easy route to 

follow since I was employed by the district and thus worked 

in the capacity of library media specialist throughout the 

year. Even though I moved from the district in the summer 

after culmination of the research, the fifth grade social 

studies teacher and I have remained friends and have 
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continued to have periodic contact with each other. It is 

likely that the teaming relationship between teacher and 

researcher would have also continued because of our specific 

positions if I had remained in the position of library media 

specialist. 

Research Duration 

Data collection began at the beginning of the school 

year as Ann, the fifth grade social studies teacher, and I 

as the library media specialist, met to plan a Latin 

American Indians unit using resource-based cooperative 

learning groups with the students. Teaming between Ann and 

I continued throughout the entire school year. The most 

extensive time spent collaborating was in planning, 

executing and evaluating a two-month North American Indians 

unit. I then culminated the year with Ann and the fifth 

graders with a Presidential unit in the spring. 

Data Collection Methods 

The methodology for this research was ethnographic in 

nature. The core methods consisted of participant 

observation linked with interviews. In addition to the 

research questions, data collection was guided through the 

constant comparative method of data analysis outlined by 

Bogdan and Biklen (1992). The latter enabled me to be alert 

to emerging and particularly productive data collection 

directions. 
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Participant Observation 

I utilized participant observation as one of the 

primary means of collecting data. As related by Spradley 

(1980) the goal of participant observation is twofold: to 

participate in the activities in which the participants are 

engaged and to observe these activities as they are 

occurring. The participant observer endeavors to 

consciously attend to the complexities of the environment in 

which the researcher is situated in order to grasp the 

influences within the research setting. 

The key to my data collection was to creatively combine 

library media specialist part:icipation with research 

observation in order to be able to uncover meanings which 

Ann assigned to the collaborative relationship between Ann 

and myself. I was an active participant observer from the 

very beginning of the research as Ann enlisted help from me 

as the library media specialist. Spradley (1980) depicts 

this active participation as full involvement by the 

researcher in the activities of the setting in which the 

researcher is a member. 

During the first meeting initiated by Ann, I combined 

the roles of employee of the district and researcher by 

participating in the planning of the students' library 

research on Latin American Indians. Active involvement 

continued as Ann brought each of her three sections of the 

fifth grade class to the library media center to carry 
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through with the planning. In the library media center, I 

was a co-instructor with Ann, explaining to the children how 

to do library research using the Children's Magazine Guide. 

In order for me to fully participate in the research 

process, recording devices were employed throughout the 

year. When collaborating in planning sessions with Ann, 

audiotaping was utilized so that I, as library media 

specialist, could concentrate on planning with Ann. When I 

was instructing Ann's students in the library media center, 

videotaping was utilized so that I could observe first hand 

and also relive the session later through the replaying of 

the videotapes. The videotapes also facilitated recording 

of any activities which occurred which I might not have 

actually observed while in the process of instructing. This 

method of mechanically recording each planning and 

evaluation meeting as well as the team teaching sessions was 

utilized throughout the entire research. 

Full involvement as participant observer shifted to 

passive observation during the second week as I changed 

environments. Spradley (1980) explains that although the 

researcher is present in a setting, the researcher as 

passive participant observer does not engage in the 

activities but is present to observe and record the 

interactions which occur. Because the setting changed from 

the library media center to Ann's classroom, I became an 

outsider and a "privileged" passive observer as explained by 
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Wolcott (1988). I had the privilege of knowing what Ann 

intended to teach in her classroom and the students were 

told why I was there but during the initial classroom visits 

I had no instructing responsibilities. Instead, I, as 

observer, wrote detailed descriptions of classroom 

activities. 

I understood that success of the research process 

depended upon my creativity, judgment and ability to capture 

the interactions of the environment. Although my primary 

goal was to focus upon the teacher's perspectives, gaining 

an understanding of the classroom activities provided a 

clearer and deeper understanding of the interactions which 

occurred between the classroom teacher and the library media 

specialist. Jorgensen (1989) tells the researcher that "the 

more information you have about something from multiple 

standpoints and sources, the less likely you are to 

misconstrue it" (p. 53). Therefore, I recorded in 

fieldnotes as much of classroom activities as possible to 

absorb the atmosphere and interactions between teacher and 

students. These fieldnotes were then used to elicit the 

teacher's perceptions concerning instructional consultation. 

In order for me to gain an understanding of the 

classroom environment, I initially applied a "wide-angled 

lens" as prescribed by Spradley (1980). This wide-angled 

lens captured interactions which occurred as the students 

studied. As participant observer, I looked broadly at the 
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setting and interactions which occurred in order to become 

aware of the complexities of classroom life which the 

teacher and her students created. As I applied a wide-

angled lens, I immersed myself in the sights, sounds, and 

smells of the classroom. I also incorporated the voices of 

the classroom into the fieldnotes and recorded explicit 

language and interactions as they were spoken. In this way, 

I could return to the visualized sessions again and again 

and recall the experience through the rich descriptive 

documentation. 

I also followed closely the understanding of Patton 

(1990) concerning observations: 

The purpose of observational data is to describe 
the setting that was observed, the activities that 
took place in that setting, the people who 
participated in those activities, and the meanings 
of what was observed from the perspective of those 
observed, (p. 202) 

Therefore, as suggested by Patton (1990), my fieldnotes 

contained detailed descriptions of the activities, recording 

where the activities were occurring, what was occurring plus 

who was doing it. I chose to observe more closely the 

children from the pilot study rather than all the students 

in the class since I already was accustomed to the behavior 

of the pilot study children. As the research progressed, I 

watched for body language and other nonverbal actions, such 

as eye contact and movement of the students or the teacher. 
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in addition to verbal expressions that might offer clues to 

any productive patterns in the classroom setting. 

After a teaching session, either in the classroom or 

the library media center, I met with the teacher to discuss 

observations and plan for teaching responsibilities in the 

next few sessions. At times these meetings occurred 

casually and spontaneously while at other times these 

meetings were deliberately planned to be in-depth for an 

extended period of time as suggested by Jorgensen (1989). 

Thus a cycle was developed in which my observations spurred 

conversation with the teacher which in turn guided further 

data collection. Spradley (1980) argues that the researcher 

following an ethnographic design will pursue a "cyclical 

pattern" which includes the repeated process of asking 

questions, collecting data and analyzing data. Because of 

the cycle, I followed the guidance of Patton (1990) and 

intertwined data collection with some data analysis 

throughout the research process. 

In summation, during the entire research process, as 

participant observer, I moved back and forth along a 

continuum of active participant observer to passive 

privileged observer back to active participant observer. 

As insider and co-instructor with Ann in the library media 

center, I as an active participant observer. Then I moved 

to passive privileged outsider in Ann's classroom back to 
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insider, as an active participant, as the participants moved 

back to the library media center. 

Interviews 

I used interviews as another major method of data 

collection. Predominantly, I utilized informal 

conversational interviews in combination with participant 

observation. According to Patton (1990), this type of 

interview "relies entirely on the spontaneous generation of 

questions in the natural flow of an interaction" 

(p. 280). The conversational interviewer depends upon 

extemporaneous conversation which emerges directly from 

observation in a setting. The purpose of the conversation 

is to gain the interviewee's response to that which is 

observed by the researcher. The interview usually is 

connected in some way with participant observation and the 

interviewee may not view the conversation as an interview. 

Patton (1990) maintains that the strength of the informal 

conversational approach is that it allows the researcher to 

be "highly responsive to individual differences and 

situational changes" (p. 282). The researcher is open to 

and asks questions about a particular time and place. 

Therefore, the interview's success depends greatly upon the 

abilities of the researcher to converse with the interviewee 

in ways which will generate data concerning the research. 
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Informal conversational interviews were utilized in 

this research with Ann and her students. Primarily, I 

employed a conversational approach with Ann in order for me 

to elicit Ann's perceptions of a session, instructional 

strategy or technique. After observations in the classroom, 

informal conversational interviews were used to talk with 

Ann or her students about my speculations or hunches 

concerning behavior and interactions observed in the 

classroom. 

A second type of interview which was implemented in the 

research was the standardized open-ended approach. Patton 

(1990) relates that the open-ended interview is used 

primarily when several persons are interviewed about a 

single event or situation. In this type of interview the 

researcher has standardized a set of open-ended questions 

which will be asked of each individual. Each question has 

been recorded before the interview in order that each 

interviewee will be asked the same questions. 

The standardized open-ended interview was used with 

Ann's students to gain a sense of their perceptions of the 

entire year. During these interviews, I placed an audiotape 

recorder on a table in the library media center in full view 

of the students and talked with them individually about the 

recording procedure. I explained that their ideas were very 

important and that I wanted to be able to listen to their 

words after the session. Audiotaping allowed me to be 
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attentive to the students and thus record their actual 

words. The students soon ignored the presence of the tape 

recorder. 

The following questions were asked at the end of the 

year to gain students' perceptions concerning their social 

studies classes. (1) Think about all the things that you 

have done in social studies this year. Now I would like to 

ask you some questions about your social studies classes. 

Tell me about your experiences in social studies this year. 

(2) What do you think has helped YOU learn the most? 

(3) Tell me about what you did in the library media center 

when you came in social studies. If I had been in your 

group, what would I have seen you doing? (4) What part of 

the library research did you like? (5) What part of the 

library research did you dislike? (6) What about the library 

research helped you learn? 

I also utilized a third type of interview, a general 

interview guide. According to Patton (1990) a researcher 

using this interview model outlines the direction of the 

questioning before the interview by listing the topics or 

issues that need to be explored. The style of the interview 

is conversational thus the researcher has the freedom to 

interview in a truly open manner and to also examine 

minutely certain issues which emerge during the interview. 

The general interview guide conducted with Ann in May 

was based upon data I had collected during the entire year. 
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I prepared for the interview by outlining a framework within 

which I would work. I would begin the interview with 

encouraging Ann to talk about her impressions about the most 

recent Presidential unit. Other questions would center 

around (1) the differences in the Presidential unit from 

last year's unit, (2) the characteristics of the present 

fifth grade class and the way in which activities were 

planned to meet these characteristics, (3) how the library 

media specialist had helped her with the units, and (4) how 

had she changed during the year. The interview was 

audiotaped to allow for flexibility in talking with Ann. In 

this way, I was able to concentrate upon interacting 

normally in a conversational manner with Ann. I avoided 

closed questions that could be answered in the affirmative 

and negative without further elaboration. 

I began the interview by introductory statements which 

helped focused the interview on the year together. I then 

asked Ann to describe the last unit in which the teacher had 

collaborated with the library media specialist. By 

beginning with a experience question, Ann was asked to 

recall descriptive information and thus encouraged to talk 

openly about the unit. Following Ann's description of the 

unit, I then progressed to opinion questions. For example, 

I elicited what Ann thought about the Presidential unit: 

In the beginning of the Presidential unit, you 
were talking about the fact that you wanted them 
[the students] to try to focus on a little higher 
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level thinking skills this time. What do you 
think happened in the unit? (May 5: 193) 

Ann's comments about the way the students worked in their 

group prompted me to explore with Ann more in-depth issues, 

such as issues on cooperative learning. For example, I 

explored with Ann how specific groups had worked together. 

Using a general interview guide, I also was able to focus on 

Ann's perceptions for the year, thus allowing Ann to respond 

in her own words through the open-ended questions and 

conversational style. I was free to explore topics which 

Ann brought to the surface and probe in-depth issues, such 

as Ann's reluctance to use cooperative learning groups in 

the spring, which emerged as we discussed the entire year. 

In summary, I employed three types of interviews during 

the course of the year with Ann and her students. These 

consisted of the informal conversational interview, the 

standardized open-ended interview and the general interview 

guide approach. Each allowed Ann or her students to respond 

to me in their own words and to state their perceptions 

concerning the events and activities which transpired during 

the research. The questions which I posed to the 

individuals were basically open-ended which encouraged the 

interviewees to talk openly about their understandings of 

their experiences. 

120 



Documents 

I also collected documents in order to provide 

contextualizing data. Bogdan and Biklen (1992) write that 

documents which are obtained from the participants are 

valuable material for the researcher. This material can 

provide information on how the participants view the world 

or provide factual information about the members of the 

institution. These may include documents such as journals, 

memos, personal letters or student folders (Bogdan & Biklen, 

1992). 

I collected teacher documents and other documents which 

the children created in connection with the units in which 

I had collaborated with the teacher. These included copies 

of journal writings, worksheets, tests, book reports, 

recorded grades, projects and answers to questions which the 

teacher utilized during evaluation of the units. I also 

took photographs of the students with their finished 

projects in order to help me recall specific individual 

students and observational experiences. 

Summary of Data Collection 

This research used two primary methods of collecting 

data, participant observation and interview. These data 

obtained from participant observation and interviews were 

strengthened by contextualizing sources, namely the 

collecting of teacher and student documents. Techniques for 

data collection included photography, videorecordings and 
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audiorecordings which allowed me to relive the interactions 

of the classroom again and again. 

Data Analysis 

Bogdan and Biklen (1992) maintain that data analysis is 

"the process of systematically searching and arranging the 

interview transcripts, fieldnotes and other materials" 

(p. 153) in order to understand and then depict 

understandings to others. In other words, analysis begins 

with first with a systematization process. Bogdan and 

Biklen (1992) recommend that the systematization process 

begins in the field by "borrowing strategies" from an 

"analysis-in-the-field mode" but that the more intensive 

"formal analysis" be left until at least most of the data 

have been collected (p. 154). They argue that some analysis 

must take place in the field in order for a researcher to 

have a direction. Such is the case with the constant 

comparative method of analysis developed by Glaser and 

Strauss (Strauss, 1987). 

The hallmark characteristic of the constant comparative 

method of analysis according to Strauss (1987) is the 

utilization of a "coding paradigm" which helps the 

researcher make "constant comparisons" and assures that the 

research will have "conceptual development" (p. 5). Strauss 

also maintains that human settings are extremely complex and 
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thus require analysis which can study a great number of 

concepts and their relationships. 

Three essential ingredients of the "coding paradigm" 

outlined by Strauss (1987) include "data collection, coding 

and memoing" (p. 11). Strauss (1987) understands that data 

collection is the acquisition and assembling of raw 

information and materials which the researcher can examine 

minutely. It is essential that the researcher be able to 

thoroughly inspect these data in order to convey to others 

what lies within, in back of, and beyond the data. Coding 

includes constructing questions concerning the data and 

establishing relationships among discrete units of data. An 

emergent word or phrase is assigned to stand for the 

question or the relationship between data units. This word 

or phrase is designated as a code. The emphasis of analysis 

understood by Strauss (1987) is not in merely accumulating a 

large quantity of information, but in ordering data through 

the method of coding questions and impressions which have 

emerged by minutely examining the data. 

The recording of the codes, questions and impressions 

takes the form of memos. As the researcher begins to 

collect data, the collection itself leads to setting up of 

temporary codes grounded in research data and/or literature 

which also lead to memoing which in turn lead back to more 

data collection. The relationships between this triad 

(codes, memos, and more data) may be short-lived but are of 
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utmost importance. The coding paradigm is in essence a 

procedure which leads the researcher constantly to move from 

one member of the triad to another in a continual back and 

forth testing and action process (Strauss, 1987). 

Bogdan and Biklen (1992) offer practical suggestions 

for researchers as they develop codes. The first is to 

organize the data by numbering the pages sequentially. The 

next step is to read through the pages at least twice as the 

researcher develops a list of preliminary codes. They 

suggest that the researcher look for "words and phrases 

subjects use" which might be important (p. 176). After 

assigning codes, the researcher is encouraged to read 

through the pages once more and test the preliminary codes 

in the data. The last step is to decide on major codes and 

mark the data with these fixed codes. 

The following section outlines the process which I 

employed in the analyzation process. The first section 

describes the utilization of the research journal. The next 

section then depicts the beginnings of analysis as I blended 

together the suggestions of Strauss with Bogdan and Biklen 

while in the field. 

The Research Journal 

I utilized a journal which was a record of notations 

concerning reflections on theory, potential codes, research 

methods and how methods related to theory. Also, the 
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journal recorded personal reflections and developing 

relationships while in the field. The journal documented 

insights and preliminary interpretations, thus keeping the 

beginnings of analysis separate from actual description of 

activities observed by me. Patton (1990) emphasizes that 

the researcher must 

record observer's own feelings, reactions to the 
experience, and reflections about the personal 
meaning and significance to the observer of what 
has occurred, (p. 241) 

My journal recorded my bias, opinions and questions 

concerning the unfolding of the research. For example, in 

December, as I spoke to some of the teachers concerning the 

proposed Texas Assessment of Academic Skills test I recorded 

my frustration at the comments of the teachers. Most were 

very negative about the proposed test. They felt like 

teachers would cheat and help their students on the test. 

I also subscribed to the philosophy of Jorgensen (1989) 

concerning the importance of recording in a journal in order 

to eventually utilize the contents in writing the report. 

According to Jorgensen (1989) the researcher should not 

reject one's own individual interests and values. 

Rather than denying personal interest and values, 
the methodology of participant observation 
requires an awareness of how these thoughts and 
feelings influence research. By reporting 
personal interest and values, other people are 
able to evaluate further the influence of values 
on your findings. (Jorgensen, 1989, p. 27) 
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Recording of a researcher's own interests and values 

concerning theoretical perspectives are essential components 

of the research process. Thus documented, they may be 

utilized in analysis and disclosed in the report. According 

to Jorgensen (1989) "reflection and introspection" are 

essential ingredients for sound qualitative research 

(p. 205). Thus following Jorgensen's direction, I recorded 

in a journal my reflections, such as, my thoughts on 

interpersonal trust as I recognized that Ann and I were 

developing a trusting relationship. These thoughts were 

eventually utilized in connection with the findings on 

growth of a relationship. 

Data Analysis In the Field 

While in the field I organized the observations that 

were made by writing up fieldnotes immediately after an 

observed session in order to capture observational details. 

Also, I transcribed the audiotaping of all interviews as 

soon as possible. I began to record memos concerning 

reflections which centered around methodology. For 

example, methodology reflections included reflections about 

recording field notes while observing in Ann's classroom, 

student reactions to audiotaping and videotaping, writing of 

field notes plus Ann's reaction to researcher as observer. 

I also recorded in memos insights on theory. For 

example, theoretical reflections included tentative codes, 
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thoughts on Ann's perspectives on consultation, questions, 

and tentative patterns of class dynamics. Last, I also 

recorded personal thoughts and feelings while in the field. 

Personal reflections included such frustrations as 

transcribing the audiotape of one recorded session when the 

tape recorder was skipping over some of Ann's words. 

Disappointments were recorded, such as forgetting to turn on 

the videorecorder of one library media classroom session. 

Personal statements were also recorded, such as, my 

feelings about the children's responses to Ann's teaching 

techniques in the Presidential unit. Also noted were my 

frustrations, such as, frustrations with Ann's class 

schedule and her time constraints. 

Some of the journal notes were in the form of coding 

memos as I began to make initial speculations about what was 

occurring in the field and to assign preliminary codes. I 

used memos to record these initial codes along with 

questions and thoughts which surfaced as I began the process 

of analysis. I began to ask questions of the teacher and 

students from the very beginning as she collected data. 

Often the questions stemmed from thinking about the data 

while immersed in "experiential data" which the researcher 

brought to the setting. Strauss (1987) writes that 

"experiential data" includes knowledge from personal 

experiences, understandings gained from literature as well 

as skills obtained from working within one's field (p. 17). 
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Strauss asserts that experiential data are indispensable 

because they aid the researcher with "theoretical 

sensitivity" thus assisting the researcher with preliminary 

speculations (p. 11). Following Strauss' guidance, I made 

several provisional linkages as a result of the initial 

questioning and insight during the early stages of data 

collection. 

Assigning Codes and Categories 

I relied upon the constant comparative method of 

analysis to compare classroom and media center observations 

with interviews and documents throughout the entire research 

process. Although some preliminary coding occurred during 

the school year as I worked in the field, most of the 

detailed process of developing coding categories occurred 

after leaving the field of study. I began the process by 

arranging materials written by the students in a binder 

under each student's name. I also assembled all data from 

observations, interviews and journals in chronological order 

and numbered the pages consequently. I incorporated the 

suggestions of Bogdan and Biklen (1992) in developing 

several preliminary codes. As I read through the entire 

material, I color coded the data by underlining or writing 

in the margins a preliminary code. For example, in order to 

break the data into sections, I color coded class 

atmosphere, institutional demands, student activity, teacher 
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response to suggestions, teacher's feelings and opinions, 

teacher's strategies, student's strategies, participants' 

responses to library media specialist, and methods. Also, 

following Strauss (1987), I assumed that everything that was 

coded in the preliminary stages would be significant. 

Assuming all possibilities gave me permission to be as open 

as possible to the coding process. 

After the initial process of reading through the data 

and applying the preliminary codes, I circled back through 

the data once again pinpointing in memos two distinct types 

of codes outlined by Strauss (1987). Strauss (1987) 

suggests that the researcher recognize two types of codes. 

First, the researcher should identify "in vivo" codes which 

are inclined to be "behavior or process" oriented (p. 33). 

They "fracture the data directly because they represent 

analytic categories" (p. 33). Strauss (1987) maintains that 

in vivo codes have two unique attributes: "analytic 

usefulness and imagery" (p. 33). In vivo codes are inclined 

to be heard in the voices of the participants and speak to 

the researcher of the primary meanings held by the 

participants in the setting. In addition, in vivo codes are 

lifelike and depict vividly participants' perceptions. 

The second type of code discussed by Strauss (1987), 

"sociological constructs," is derived from unification of 

the researcher's intellectual understandings and the wisdom 

from the discipline in which the researcher is working 
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(p. 33). Sociological constructs allow the researcher to 

code the data by relying on theoretical perspectives. In 

keeping with Strauss' understanding of pinpointing natural 

codes, I generated both "in vivo" codes from the data and 

"sociological constructs" which relied on the literature 

review and my experiences. 

I then used "open coding" suggested by Strauss (1987, 

p. 28) to probe the data of the interview with Ann in May. 

Because of the previous coding of the data, I knew that I 

had directed this interview with Ann based upon an entire 

year's research. I felt that it was the key to developing 

Ann's perspective. At times data were examined line by 

line, or even word by word to generate insights concerning 

Ann's perspective. My objective was to "open up the 

inquiry" keeping in mind that insight was tentative and must 

be compared with other data (p. 29). I followed the guide 

of Strauss (1987) concerning coding at this point: 

The coding is grounded in data on the page as well 
as on the conjunctive experiential data, including 
the knowledge of technical literature which the 
analyst brings into the inquiry. This grounding 
in both sources of data gets researchers away from 
too literal immersion in the material. Open 
coding quickly forces the analyst to fracture, 
break the data apart analytically and leads 
directly to excitement and the inevitable payoff 
of grounded conceptualization, (p. 29) 

The coding process therefore relies upon the researcher 

minutely analyzing the data while immersed in theory and 

practice. 
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Eventually, I began to set up categories by examining 

comparatively the events or behavior which occurred and were 

coded. Naming categories was a means by which similar 

material could be linked together and physically separated 

from other data. For example, I gathered together in memos 

the images which Ann assigned to the consulting 

relationship. For example, under the term "support," I 

grouped together times when I served as the support. These 

included gathering resources, helping students individually, 

organization, extending space, helping the substitute and 

being a helpful listener. Also, I acknowledged that in all 

probability some of the early categories would be discarded 

or blended with other codes. 

Then I analyzed the data by sketching categories in 

memos thus graphically showing the relationships between 

codes and categories. An example is shown in Figure 3.1 of 

one of these sketches as I pinpointed three distinct 

categories: relationships, creativity and development. 

Eventually categories were renamed as I was able to 

establish a "core category," a category that was primary to 

bringing cohesion to all the categories and to the research 

(Strauss, 1987, p. 21). Strauss (1987) outlines the 

characteristics of the core. The core must be the pivotal 

point around which most other categories revolves. The core 

must be frequently repeated in the data. The core must link 

other categories together. 
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Relationships Creativity 

Sharing 
Building a Team 
Trust 
Social Interaction 
Commitment Period 
Voluntary 
Reciprocal process 
Emotional 
United 
Listen attentively 
Encouragement/enthusiasm 
Collaborative culture 
On-going 
Fun 
Colleague 
Close 
Climate 

Teach More Effectively 
Interactive Dialogue 

Mutual Goals & Objectives 
Socially Mediated Activity 

Collective Vision 
Utilize Strengths 

Creative Environment 
Diverse Beliefs 

Collegial Teaming 
Shared Culture 

Support 
Reliable 

Filter Ideas 
Model 

See Clearly 
Strengthen 

Refined Teaching 
Problem Solving 

Development 

Growth - Change 
ZPD - Learning 
Internalized Social Interaction 
Two-way transformation 
Mental Model of Teaching 
Deliverer of Knowledge-Facilitator 
Awakened in Workshops 
Stimulating Organic Processes 
Culture Shapes 

Figure 3.1. Relationships Between Categories 

I was able to establish "growth" as the pivotal point 

in my research as it appeared to be the main theme of the 

research around which the other categories revolved. Once 

this core, "growth," had been established, I worked through 

the data in order to link the other categories to the core. 
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"Growth" was frequently repeated in the data and I could 

link the other categories together around this theme. At 

this point the main categories which revolved around the 

core were established and thus renamed to show the 

relationship to the core. The category "relationship" was 

changed into the main category "growth of relationships." 

In like manner, "creativeness" and "development" were 

changed into the main categories of "growth of an 

environment" and "growth of persons." Figure 3.2 

illustrates this relationship between the core, growth, and 

the main categories. 

Figure 3.2 Main Categories in Relation to Core 
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Summary of Analysis 

Analysis is the process that the researcher employs in 

order to explore minutely the data so that the researcher 

may locate and organize. The primary premise behind 

qualitative analysis is to draw upon a mode of analysis that 

can critically examine the complexities of life that are 

captured through naturalistic data collection. I borrowed 

from the constant comparative method of analysis to guide 

data analysis. I also depended upon the developmental theory 

of Vygotsky to frame and focus the entire research process 

including analysis. 

Trustworthiness 

Establishing trustworthiness is crucial for the 

researcher in the research design as well as in implementing 

the research design through collecting and analyzing data. 

In order for the research findings to be trusted by the 

reader, appropriate research criteria must be adhered to 

during the entire research process. Lincoln and Guba (1985) 

propose two fundamental research criteria: credibility and 

transferability. Each calls for certain research 

activities. Researcher activities that increase the 

probability that credibility will be produced during the 

process are prolonged engagement, persistent observation, 

triangulation, member checking and peer debriefing. 

Prolonged engagement is a term for spending 

considerable time in the field, the natural setting. I 
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utilized prolonged engagement in order to accomplish the 

task of thoroughly investigating the natural setting: the 

classroom and library media center. My research covered a 

span of a complete school year with a fifth grade teacher in 

her natural setting as she consulted me, as the library 

media specialist, thus meeting the criteria for prolonged 

engagement. 

The second activity which I utilized which supports 

credibility was the use of persistent observation. Lincoln 

and Guba (1985) maintain that the purpose of focused 

examination of a setting is to provide "depth" to the 

research (p. 304). The researcher seeks to focus upon those 

distinctive meanings which are essential to answering the 

questions posed in the research by extensively probing and 

investigating the natural setting. For example, I observed 

in the classroom and recorded in detail the interactions and 

conversations in the classroom. When planning with the 

teacher as library media specialist, I audiorecorded our 

sessions so that the exact words of the teacher could be 

explored minutely in the analysis process. 

A third activity which supported credibility was 

triangulation, the act of using multiple modes to collect 

data (Lincoln & Guba, 1985). The term "triangulation" 

originates from sea terminology in which a single point was 

reached by at least three directions. Qualitative 

researchers also utilize this approach by striving to gain 
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insight by using different data collection methods. I 

utilized participant observation, interviews and student 

documents to triangulate the research; data were recorded 

through fieldnotes, audiotaping, videotaping and 

photography. Participant observation allowed me to interact 

fully in the interactions of the natural setting. Different 

types of interviews (informal conversational interview, 

standardized open-ended interview and general interview 

guide) permitted me to capture the perceptions held by the 

participants in their own words and language. Therefore, 

the strength of this research was in using comparative 

analysis across participant observation and interviews. I 

also utilized videotapes, audiotapes, photographs and 

documents to provide a clearer picture of the understandings 

gained from participant observation and interviews. 

A fourth activity, member checks, according to Lincoln 

and Guba (1985) is one of the "most crucial techniques" for 

establishing credibility. It can include informal or more 

formal times when the researcher checks with the 

participants as to "intentionality" of statements and 

overall credibility of conclusions of the researcher. In 

May as I interviewed Ann about the entire year that we had 

teamed together, I asked her questions which elicited her 

opinion concerning the speculations which I was making about 

the research. For example, as we discussed teaching 

strategies and particular units, I asked Ann if her teaching 
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strategies had evolved during the year. She responded that 

she thought that they had changed. In this way I was able 

to member check with her about my speculations that her 

mental model of teaching was changing. 

A fifth activity, peer debriefing, is another technique 

according to Lincoln and Guba (1985) which is helpful in 

verify credibility. The purpose of the process is to allow 

a peer to question the researcher's interpretations of the 

data. At intervals during the research study, I asked peers 

to help me sort through some aspect of the study thus 

participating in peer debriefing. 

In summary, credibility for the research was attained 

through prolonged engagement with the students and teacher 

in their natural setting, persistent observation, the 

utilization of triangulation, peer debriefing and member 

checking. 

I also established transferability in the research. 

Lincoln and Guba (1985) maintain that the qualitative 

researcher establishes transferability by providing "thick 

description necessary to enable someone interested in making 

a transfer to reach a conclusion about whether transfer can 

be contemplated as a possibility" (p. 316). In the research 

findings I have provided large amounts of description of the 

setting, persons and events plus the actual words of the 

participants in order that the reader may make a transfer to 

another setting. 
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Concluding Statements 

I utilized ethnographic methods to collect data and the 

constant comparative method to analyze minutely the data. 

This research design was chosen because it provided the best 

form for studying the research questions. This chapter 

described the ethnographic methods of data collection: 

setting, sampling, entry, exiting, duration, participant 

observation and interviews. The chapter outlined the 

process of analyzation, including coding and memoing. I 

also outlined the criteria for establishing credibility and 

transferability for the research. 
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CHAPTER IV 

FINDINGS 

Introduction 

Chapter IV discusses the research findings and 

interprets the findings in light of the theoretical 

framework and the literature. The chapter commences with a 

brief history of the community in which the school is 

situated and then proceeds to descriptions of the school, 

the teacher and her fifth grade students. Chapter IV also 

portrays the instructional environment through an 

illustration of one classroom lesson. In order to protect 

the anonymity of the community, school and participants, the 

names of places and persons involved in the research have 

been changed. 

History of Sweet Water 

This research began in a community which I will refer 

to as Sweet Water, a small West Texas rural community set 

amongst windmills and tractors. I gained information about 

the history of the town from a book by a longtime Sweet 

Water resident. The resident and his family served the 

community as owners and editors of the local paper for 

forty-three years. The information in the book was gathered 

over a sixty year span and was eventually completed by his 

daughter after a car accident took the life of her father. 
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According to the information gathered from Indians who 

resided in the area. Sweet Water, derived its name from a 

lake near the town site which was a favorite Comanche 

camping place. Because of its fresh and clear water which 

flowed from the springs in the area, the Comanches named the 

area Sweet Water. They hunted the buffalo, camped alongside 

the lake and hid from their enemies in the canyons near 

Sweet Water. But during the summer of 1874, the United 

States government waged a campaign to force the Comanches 

onto a reservation and a new era in the history of the land 

known as Sweet Water had begun. 

The confinement of the Comanches to the reservation led 

the way to new inhabitants of the land. The cowmen drove 

their herds of cattle to the fresh water lake and 

established ranches nearby. According to the early 

settlers, these new plains dwellers established a way of 

life which has continued to influence the life of the 

inhabitants of Sweet Water today. Blizzards, droughts, 

prairie fires and sandstorms plagued the early ranchers and 

farmers and continue to trouble the present population of 

the 1990s. Life on the plains was difficult and so the 

inhabitants of Sweet Water became a people of self-reliance 

and determination. 

By the early 1900s, farmers were found heading west to 

cultivate the cheap and fertile land. The populace of Sweet 

Water was increasing rapidly and demanding schools, roads, 
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law officials and trading places. The next era of the Sweet 

Water community was commencing with the arrival of farmers 

and the planting of crops. Cotton and grain fields sprang 

up on the plains where once ranchers ran their cattle. 

Sweet Water was becoming an agricultural economic force 

which would continue into the late twentieth century. But 

as the Sweet Water community approaches the twenty first 

century mark, the agricultural era seems to be coming to a 

close. During a fifty-four year span from 1930 to 1984, the 

number of family farms decreased from 2,128 to 708. The 

farming economy is being threatened by consolidation of 

family farms and the departure of its populace and family 

businesses to larger cities nearby. What the future holds 

for Sweet Water is uncertain yet change is imminent. 

The School 

Sweet Water's public schooling began in the early 1900s 

with the construction of a school building south of the town 

site. It consisted of a basement and two floors to 

accommodate the community's grade school and high school 

population. In 1926, a new three-story school was erected 

to house the high school west of town. The grade school 

continued to meet at the southside site until 1936 when an 

elementary school was erected just east of the high school. 

Included within the new elementary school was a gymnasium 

which also doubled for a cafeteria for Sweet Water's student 
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body. The old school south of town was abandoned as a 

educational institution but was used for many years as a 

chicken hatchery (Nyle County Texas, 1991). 

In 1951, the growth of the area and school population 

brought about the construction of another elementary 

building south of the 1936 building plus a modern cafeteria. 

By 1953 a home economics building and agricultural complex 

were added to the school site. The high school was 

remodeled in 1963 and a new building which wrapped around 

the existing 1926 three story building was constructed. In 

1989, the two elementary buildings were joined by a third 

building which houses the present day elementary 

administrative offices, the library media center and several 

additional classrooms (Nyle County Texas, 1991). 

The present public schooling in Sweet Water mirrors the 

life of the entire community. As the economic structure of 

the community has become unstable with the loss of the 

strong agricultural and home businesses, so the school 

population has also dwindled in population and many families 

have become economically disadvantaged. 

The Teacher 

Ann, a fifth grade teacher, was in her fourth year of 

teaching, two of which were in Sweet Water Elementary 

teaching a self-contained fifth grade class. Ann's primary 

assignment during her third year at Sweet Water Elementary 
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was teaching social studies to three sections of the fifth 

grade. Ann and her husband moved to the community as a 

result of her husband's vocation. They have two daughters 

of which the younger was in Ann's first period social 

studies section. Ann, a reserved individual, took her own 

vocation seriously, which could be seen if you stopped by 

her room any late afternoon after the last bell had rung. 

After many of her fellow teachers had left the building, Ann 

could be seen busily planning, grading papers, or making 

arrangements for another day in the fifth grade. Her 

younger daughter usually worked along beside her on her own 

school work or played games on the computer. Many of my 

conversations with her about the day occurred during this 

period of time as I dropped by Ann's room or we planned to 

meet in the library media center. 

The Fifth Grade Class 

The fifth grade class in which Ann taught social 

studies shadowed the school populace in terms of ethnic and 

economic groupings. The ethnic makeup of the fifty-three 

member fifth grade class was 44% Hispanic, 42% Anglo and 14% 

African American with over 50% of the student population 

labelled as economically disadvantaged (Texas Education 

Agency, 1994). Past teachers of the class had all expressed 

their frustrations with teaching this particular group of 

students. The district had also labelled many of the 
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students of the class as "at-risk" because of their low 

performance on the Texas Assessment of Academic Skills 

(TAAS) and disruptive behavior during class instruction. 

Ann expressed her initial concerns about the different 

sections of the class: 

This class is interesting because there are three 
very distinct groups. You have to work with their 
abilities and they are different in their levels 
of communicating, even the way in which they 
listen and take information in. They are three 
really distinct groups. It seems like when they 
first came to me, I couldn't see that right away 
and so I ran into frustration trying to do the 
same things at the same level with all three 
groups. (May 11: 202) 

Ann came to understand that her three fifth grade sections 

were very different in makeup of students' cognitive 

abilities and learning styles. 

Of the seventeen students in Ann's first fifth grade 

section which met each day from 10:20-11:35 A.M., seven had 

been placed in a high reading class by the fifth grade 

teachers, six were in a middle class with four in a bottom 

reading class. Also, Ann was frustrated with the scheduling 

demands which affected her first section: "My morning class 

is cut off because of computers" (September 27:13). By 

this, Ann meant that her 10:20 A.M. class had computers each 

week for thirty minutes during Ann's social studies class; 

consequently, Ann saw these students less than the other two 

social studies sections she taught. 
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Ann's second section met after lunch from 12:30 P.M. to 

1:45 P.M.. It was composed of four high readers, four 

middle group readers and ten lower group readers. This 

section proved to be Ann's hardest class to teach because of 

their high activity level and low reading abilities. Ann 

comments on this section: 

This is my rowdy class. It takes me fifteen 
minutes. They have to go to the bathroom before 
they get all in [from lunch and recess]. I 
usually do something really quiet with them for 
about five minutes to get them back down because 
they are hot and sweaty. (September 27: 14) 

Ann's second section was predominantly kinesthetic and 

tactile learners who were very animated in the classroom 

setting. I had given Ann's classes a learning styles 

inventory at the beginning of the school year so Ann and I 

recognized the special learning styles of the 12:40-1:45 

P.M. section as they planned for learning activities: 

Ann: Let's just send one group at a time to the 
L.M.C. [library media center]. That's what I 
would do, especially that class. You couldn't work 
with more than a few. They're just a real tough 
group to work with, bless their hearts. . . They 
don't catch on. They don't listen real well. . . 
They just need a little more time working on 
things than the other groups. (September 27: 20-
21 ) 

Because of the high activity level of the second section, 

Ann and I had to address this characteristic when planning 

instructional activities. Also, we recognized as we planned 

for this section that many of the students were highly 

distractible and that they needed to be redirected many 
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times during a session. As we planned for one research 

session, Ann arranged for only one group of three to go to 

the library media center at a time. In this way I could 

concentrate on helping only three students at one time and 

the students would not be distracted by other groups of 

students. 

The third section, Ann's homeroom, meeting from 1:45 to 

3:00 P.M., had more students than the other two sections who 

had been assigned by the fifth grade teachers to the top 

class for reading instruction. In this third social studies 

section there were six high readers, eight in the middle 

group and four in the lower one. Institutional requirements 

hampered learning activities that Ann had planned for this 

particular section: 

Ann: My afternoon class gets cut off because it's 
at the end of the day and a lot of times that's 
when announcements come in, pep rally and all that 
other stuff. And that's just something we have to 
live with. (September 27: 13) 

Ann recognized that institutional demands on the class 

period had to be dealt with as she worked with this group of 

students. Ann related her understanding of the third 

section's time constraints: 

We lose ten minutes everyday in this class anyway. 
And then on Fridays when we have pep rallies -
this poor little class - I'm just glad they're 
bright enough to keep up with things. They can do 
things faster than any of the other classes. 
(September 27: 21) 
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Even though Ann had to take time out for pep rallies and 

distributing student papers to go home to parents during 

this time period, this section was able to accomplish many 

things at a faster rate than the other two sections because 

of the overall high reading abilities. 

Ann recognized that the fifth grade class overall posed 

many problems for its teachers for several reasons. First, 

many of the class members had problems with comprehending 

grade level materials. "I was aware that their 

comprehension level [overall] was not too high" (May 11: 

203). 

Secondly, Ann also detected that many of the students' 

learning style was kinesthetic and/or tactile: "This is a 

little more active group than others I have taught in terms 

of hands on types of things" (January 19: 162). Since the 

learning styles were predominantly kinesthetic and tactile, 

Ann had to make certain that learning activities took the 

students' learning styles into consideration. 

The third reason that the fifth grade was a difficult 

class to work with was that several of the students had a 

difficult time working with other students. Ann pointed out 

one specific student in her homeroom to me: 

Ann: Yeah, one group in my homebase class that had 
trouble from time to time - but I think it was 
more - there was one child in there who if you 
didn't do it his way was not going to cooperate. 
(May 11: 196) 
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Ann recognized that this student in her homeroom class would 

need extra help in terms of working with other students. 

Ann also had another child in her first section who 

needed special consideration since he also had a difficult 

time work with other students. "The other one in the first 

section would not work with the others" (May 11: 196). Ann 

took into consideration the distinct needs of the students 

in her classes and tried to adjust her requirements to meet 

the needs of each student. 

Also, Ann had to adjust her instructional activities to 

meet the needs of the special education students in her 

classes. On one occasion, Ann and I adapted the curriculum 

for two special education students in her homeroom section 

during the Presidential unit. The boys were assisted by a 

high school student who worked in the library media center 

in making a rap video for their presentation of a President. 

They were allowed to do the report orally since written work 

was very difficult for them. Ann was pleased about the 

outcome of the video. 

Ann: They presented it [the video] this last 
Friday to our homebase class and they were kind of 
shy about doing it. . .1 had them talk about each 
part of the rap and what it was that they were 
explaining and have them say it to us first, you 
know, cause it goes real fast on the video and you 
can't pick it all up. . . I had the kids say it, 
you know, the whole class . . . The kids were 
saying, "That's hard to do". . .1 think that they 
[the special education students] were really proud 
of what they did. . . if nothing else it boosted 
their esteem. (May 11: 197) 
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Ann and I planned for the two special education students to 

do a project that accommodated their handicapping 

conditions. When they presented the rap to the class, the 

class realized that they had worked really hard to make the 

rap video. The students' self-esteem was raised because of 

the project. 

In summary, the fifth grade class at Sweet Water 

Elementary posed many problems for their teacher, Ann. The 

school schedule demanded that Ann adapt to time constraints 

with her first and third sections. The second and third 

sections were difficult to teach because of their high 

activity level. Many of the students in the total class had 

dominant kinesthetic or tactile learning styles and others 

had poor social and academic skills. Several students were 

special education students with handicapping conditions 

requiring accommodations. All these factors had to be 

acknowledged as the teacher and I, the library media 

specialist, planned for student learning. 

The Class at Work 

The following illustration depicts a classroom session 

in which I was a participant observer during the fall as the 

students were studying North American Indians. The 

narrative is in the present tense in order to construct a 

more vivid portrayal of classroom ecology and activities. 
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Ann's second section 12:30 P.M. social studies 

classroom is buzzing with excitement as I walk into the 

room. Ann greets me with a smile. The students nonchalantly 

acknowledge my presence in the classroom and continue their 

task. This is not my first time to be a participant 

observer in the classroom and the students seem to 

acknowledge me as one of the members of the instructional 

team. I initially take a seat near the windows on the far 

side of the room. Ann crosses over to where I am seated and 

remarks that every student is "on task." She has been a 

little apprehensive about this particular section doing the 

constructing of the diorama of a tribal scene. She states, 

"They are such an active group." 

Ann had divided the class into six cooperative learning 

groups with a membership of three or four students. Each 

group was assigned a particular United States regional area: 

southwest, northwest, southeast, northeast, plains and 

coastal. Today's assignment to the cooperative learning 

groups is to construct a replica of their assigned North 

American Indian tribal home and its surroundings. Each 

group has brought some supplies from home but Ann also has a 

generous stock of Popsicle sticks, poster boards, a hot glue 

gun and playdough for them to use. The six groups are 

separated throughout the room. Desks are pushed together to 

form six solid working centers. The room is colorfully 

decorated with bulletin boards portraying scenes from North 

150 



American Indian cultures. In the center of the outside wall 

is a beautiful decoration of bees proclaiming the school 

theme for the year, "BEE SUPER AT SWEET WATER ELEMENTARY." 

A cart near the door houses the resource materials that have 

been gathered from the library media center for research. A 

few of these have found their way to the groups for students 

to use as references in their building exercise. 

The six cooperative learning groups are actively 

building their homes. Doug is holding a series of Popsicle 

sticks covered with playdough which his group appears to be 

using for a house. He tries to cut the playdough with a 

knife and a few of the Popsicle sticks separate from the 

others. He removes all the sticks and pounds the playdough. 

Then he models the playdough into a house shape and shows it 

to one of the other members of his group. His partner 

silently nods his approval and begins to build also with the 

Popsicle sticks. Doug expresses his opinion about the 

building: "That's high enough." The other two members of 

the group continue putting more sticks onto the structure, 

as Doug takes off a few. 

The group then continues for some time readjusting the 

structure. When the group has completed the structure, they 

discuss whether adding another section on the side of the 

house is appropriate. 

Doug: We have to go across. 

Team member: No, we don't. Look. 
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Doug: Do it again. 

Doug picks up the house and one of his team members 

expresses fear that it will break. They both look 

questioningly at me but they do not ask for advice so I do 

not give any. After gently setting down the structure, Doug 

goes to talk to another student at the glue area before 

returning to his own group. He then speaks to the group 

about using the glue gun. After the group reaches an 

agreement about the glue, they carry their entire project to 

the glue area. 

As the group attempts to fortify the structure, Doug 

drips a small amount of hot glue off the sticks onto his 

fingers so he drops the glue gun and screams. For a moment 

he shyly glances around at me but quickly turns his 

attention back to his hurt fingers. After several 

unsuccessful tries, the group finally succeeds in putting 

the top on the house with the hot glue. They celebrate by 

cheering loudly, "YES!" and throwing their hands in the air. 

My attention then turns to another group near where I 

am seated. Prissy is sitting on top of her desk assisting 

the other girls in her group with the project. The girls 

have chosen to build a scene inside a box. They have picked 

cedar limbs and placed them in their display to represent 

trees. They have also brought popcorn which is being 

arranged in a garden area in rows as corn. Prissy seems 

interested in what I am writing, looks at my tablet where I 
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am recording fieldnotes, does not ask any questions of me 

and continues with her building. Later in the session. 

Prissy does initiate a conversation with me, "What do you 

think about our project?" I answer by asking what they are 

creating at the present moment. Prissy reports that it is a 

deer. I also ask them where the house will be in the scene. 

Prissy points to the left side of the box. 

After some time. Prissy gets off the table and walks 

over to another group's table to get some cans of playdough. 

When she returns to her group, she offers her group an 

opinion about the creation. She says, "No, you need to put 

grass in there so it will stand up." She throws the green 

playdough to another team member who proceeds to tear it 

apart. Then she pounds the other portion that she holds 

still offering her opinion of what needs to be done. "Roll 

it like a rolling pen." The girls continue rolling and 

pounding. Prissy arranges several colors of the playdough 

together, then kneels on her chair between the other two 

girls as they put sticks into the playdough in the shape of 

a home. 

A third cooperative learning group is now working at 

the hot glue area. Dorothy is watching her group members hot 

glue Popsicle sticks onto a posterboard. She then picks up 

another glue gun and begins to glue sticks also. Doug and 

his group plead with Ann to let them use the gun. Ann 

responds by encouraging the girls to speed up their process. 
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"Girls hurry up." She says, "The other groups need time with 

the glue gun." 

When I turn to watch the proceedings, a small amount 

of hot glue spills out on Dorothy's fingers. She turns and 

speaks to me with a painful expression on her face. "I'm 

going to ask if I can wet my thumb." Dorothy does ask Ann 

if she may leave the room and Ann comes to assist Dorothy's 

group with the glue gun. Dorothy soon returns and begins 

the process of cutting a piece of cardboard which will serve 

as the base of their project. Ann offers Dorothy a 

suggestion about cutting the cardboard, "it would be good if 

you measure the cardboard before you tried to cut it." 

Dorothy accepts Ann's suggestion and takes the cardboard to 

their desk area to measure and cut. After completing the 

task Dorothy then returns to the glue area. 

In another area of the room, Leon and the other boys in 

his group have covered their poster board with dirt. Soon 

the boys change their mind about where to place the dirt and 

begin pushing the dirt back into a sack. Much of it goes 

onto the floor instead of in the sack. After finishing with 

the dirt, Leon and his group proceed to the glue table where 

they glue horses to the posterboard. After returning to 

their own area, they again pour the dirt on the cardboard. 

Around 1:35 P.M., Ann asks the children to begin 

picking up the materials and returning them to the supply 

area. Leon's group goes for a broom to clean up the dirt 
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which remains on the floor from the pouring episodes earlier 

in the period. Prissy and her partners hurriedly work to 

get the remaining sticks to stand up before class is over. 

Prissy then initiates another conversation with me. 

Prissy: Hasn't this week passed fast. 

Library media specialist: What do you think 
accounts for that? 

Prissy: I don't know. 

Ann comes over to where I am seated and says that she 

believes that the projects are really going well. 

Ann: I was very apprehensive about this particular 
class but I think that they seem to be working 
well together. I am particularly pleased that 
Doug and his group are really working well 
together on the project. (October 15: fieldnotes 
pp. 82-85) 

Ann had been apprehensive about this section because of 

their high activity level. She was pleased to see that they 

seemed to be very interested in the project and were working 

well together in their cooperative groups. 

I have provided this brief portrayal of people and one 

of the two places of the research to order that the reader 

can gain a better understanding of the classroom setting in 

which much of the research took place. The other school 

site was the library media center. This description will 

provide a background for the research findings which follow 

in this chapter. 
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Research Findings 

Data analysis resulted in three categories of findings. 

These three distinct categories revolve around a core 

category which links the categories together. The core 

category, growth, seems to be the essence of the research 

findings; growth supports and focuses the other categories. 

The following sections will describe the three distinct but 

interrelated and overlapping categories: the growth of a 

relationship, the growth of an instructional environment and 

the growth of persons. I will develop the categories 

through illustrations selected from fieldnotes and 

transcriptions of interview data. Vygotsky's sociocultural 

theory and the three models of consultation serve as 

springboards for uncovering and extending the meanings of 

the categories. 

The Growth of a Relationship 

A major premise of Vygotsky's sociocultural theory 

(1960/1981) is a belief in the unique ability of humans to 

actively create and cognitively change themselves as they 

participate in social interactions with other human beings. 

Furthermore, Vygotsky maintains that it is the unique 

capacity to participate with other humans in the contexts of 

culture and history that sets the human species apart from 

other species. In essence, the Vygotskian world is 

essentially the interactions of human beings as they 
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reciprocally influence each other and participate in the 

life of their culture and history. 

Vygotsky (1960/1981) further argues that the 

interactions of human beings on the social plane is the 

basis for cognitive development. The argument and premises 

are summarized here. Cognitive development first occurs 

between persons as interactions before it appears as 

individual development. Consequently, the basis of 

individual cognitive functioning is received from and 

created in the very structure of social functioning. 

Therefore, human interactions must be studied within the 

culture in order to study cognitive development. 

Drawing on Vygotsky's understandings, I sought to study 

the social relationship between a teacher and myself, the 

library media specialist, as a foundation for understanding 

the growth of two persons involved in a relationship. I 

discovered that social interactions could be depicted in 

numerous phases. These phases are illustrated and described 

in the following section as: (1) joining the team, (2) pre-

game team meeting, (3) putting the gameplan in motion, 

(4) establishing rookie merit, (5) making the right pass, 

(6) developing a climate for a trusting relationship, 

(7) reciprocating trust, (8) advancing a meaningful 

alliance, and (9) cementing an interdependent relationship. 
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Joining the Team 

Building a relationship with Ann was somewhat 

comparable to the process of a rookie basketball player 

joining an established basketball team. The veteran players 

respect the rookie as a colleague who has been invited to 

join the team because of the talent which he/she possesses. 

Yet, the rookie must prove his/her expertise as he/she 

unites with the team. Most clubs conduct a rookie training 

school inviting all their draft picks. The entire club 

participates in workouts, drilling for hours each day. Very 

few rookies survive the process until the opening game. 

Talent alone does not win a place on the squad. Only as the 

rookie and veterans come together in a united front can the 

rookie's talent contribute to team success. 

I had publicized in August at the beginning of the 

school year during grade level teachers meetings that I 

would be willing to join a class's instructional team as a 

"rookie." My goal for the year was to work with teachers as 

they planned and implemented units for and with their 

students. In response to this announcement, Ann, a fifth 

grade social studies teacher, brought forth a proposal to 

me, the library media specialist. Ann suggested that I join 

the fifth grade social studies instructional team by 

participating in an upcoming series of "games," researching 

Latin American and North American Indians. I eagerly agreed 

to the proposal. Since Ann already had a plan in mind for 
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researching the Latin American Indians, she met with me in 

early September to arrange times for her classes to come to 

the library media center. 

Toward the end of September, Ann scheduled a meeting 

with me to finalize her plans. At this first major planning 

meeting with Ann, as the "rookie," I concentrated on 

learning the team plays, the basic plans for the Latin 

American unit already set in motion by the team "playmaker," 

Ann. I did very little talking at this planning session; 

instead, I listened attentively to Ann's gameplans and 

timetable. I made it clear by my demeanor that I was open to 

Ann's ideas about the unit and was there to assist Ann and 

her students. 

Ann's plans were to spend two days in the library media 

center with the students researching the Latin American 

Indians. She would be dividing each class into squads, 

three cooperative learning groups, each with the task of 

researching an ancient Latin American culture, Maya, Aztec 

or Inca. The cooperative learning groups would then use the 

information gained in the library media center back in the 

classroom. Each group would create a flip chart of their 

particular culture. Ann proposed that I be available to 

assist each squad of students with this research. Although 

Ann had a "gameplan" for the classes, I recognized that Ann 

needed assistance with specific strategies in order to carry 

out her plans while in the library media center. Therefore, 
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as the "rookie," I cautiously made a suggestion which would 

help "focus the game" when the team "played on the court" in 

the library media center. 

I proposed that I assist the students with the research 

by teaching a lesson on how to use the magazine guide when 

the students first came to the library media center. The 

children would actually look up their particular tribe in 

the Children's Magazine Guide and write down the reference 

to the periodical which contained needed information. The 

resources which the students located in their search could 

be used later in the classroom after the initial two days in 

the library media center. I would actually locate the 

references and gather the resources prior to the students 

coming to the library media center. In that way Ann and I 

might become familiar with the resources before the students 

did the research. Ann eagerly accepted the suggestion from 

the "rookie" and thus a "contract" between the two was 

signed. 

Pre-Game Team Meeting 

The day of the first "game" had arrived and Ann came by 

the library media center to go over the "gameplan" for the 

day. It was evident to me by Ann's comment that she was 

still wrestling with the opening "gameplan' " . 

Ann: I want to work with the Latin American 
Indians today. I'm going to start with cooperative 
learning groups. We may not have a lot of time 
today to research in the library media center 
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because we are going to do some pickup work from 
last week in writing. My problem is that I'm 
doing a dual thing here, you know, so at times I'm 
going to focus on the writing sometimes, you know, 
just their writing skills. At times, I'll be 
focusing on their unit here. (September 23: 3) 

As the "rookie," I advanced slowly in suggesting any new 

slant to the gameplan. I sensed that Ann was struggling 

with time constraints as she wanted to concentrate on 

writing skills but also had plans to start a new unit in 

social studies on the Latin American Indians. I made only a 

few suggestions which I thought might help Ann accomplish 

the dual purposes that Ann had in mind. 

Since the students were familiar with writing in a 

journal, I suggested that Ann utilize the journal writing 

during the Latin American unit. The students could write 

about their perceptions of the Latin American research 

activities: 

Library media specialist: I have an idea which 
might help combine the writing with the research. 
Maybe they could keep a journal as we research the 
Latin American Indians and write about their 
experiences. (September 20: 3) 

I thought that if Ann emphasized writing skills alongside 

the content in the Indian unit, the students could gain 

writing skills as they learned about the North American 

Indians. 

Ann responded favorably to my initial suggestion: 

Ann: We have our journals and about twice or 
three times a week I have them do something in 
their journals just as a writing experience. They 
come in and the topic is on the board. I let them 
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respond to that. So that's a thought I hadn't 
pursued. I like that idea. (September 20: 4) 

My suggestion had given Ann an idea of how she could combine 

teaching writing skills and the Latin American Indian unit. 

The suggestion had spurred Ann to think creatively about the 

topic of the students' journaling. 

Ann: When we do the work [research] with the 
magazines today and tomorrow, I am going to ask 
them to respond to what they thought was good 
research. After they have looked over the 
National Geographic or whatever, I want them to 
respond and say, yes, that was real helpful to me 
or I didn't get anything out of it. . . That's 
really what I want them to do. (September 20: 4) 

Ann had decided that she could utilize the research as a 

topic for the students' writing in their journal. She would 

ask the students to voice their opinion of what was useful 

for them. 

The plans for the "opening game" were made. My 

strategical move at this point had been to convince the 

veteran player by my actions and responses during the pre-

team meeting that I believed that we were playing a team 

sport. I had proceeded slowly with offering assistance and 

Ann had welcomed the suggestions for revisions which I had 

made to her "gameplan." The team was ready for the opening 

game. 

Putting the Gameplan in Motion 

The team followed through with the "opening gameplans" 

on the Latin American Indians. Ann began the game by 

dividing the classes into cooperative learning squads. Each 
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squad was given an assignment to research a particular Latin 

American Indian tribe when Ann brought them into the library 

media center. I continued the "ballgame" in the library 

media center by teaching a lesson using the Children's 

Magazine Guide. Then the children searched for periodicals 

on their particular tribe. After the "first game" in the 

library media center, Ann was very enthusiastic about what 

they had accomplished and voiced her excitement: "This is 

definitely what we needed to be teaching the students" 

(September 23: 9). Ann was pleased about the initial 

session in the library media center. 

After the initial two-day series on the "court" in the 

library media center, I took all the periodicals which the 

children had located into the classroom where the children 

continued their research. The cooperative learning groups 

then recorded the information by creating booklets about 

their tribe. As the unit was coming to a close, Ann and I 

evaluated the research process: 

Ann: I think that most of them [the students] 
have had a really good experience. We haven't 
completed everything. We're going to finish up 
tomorrow on the little booklet, their little flip 
chart. (October 7: 51) 

Ann seemed pleased with the outcome of the unit. I 

reinforced Ann's reaction by stating my own opinion of the 

experience: 

Library media specialist: It seemed to me, when I 
was observing, that they were excited about what 
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they are doing in the library media center. 
(October 7: 51) 

As I observed the students as they worked, it was evident 

that they were enjoying their experiences. 

I also relayed to Ann a story about one of the students 

who came to me during that first session. Ann had just 

asked them to line up to go back to the classroom. The 

student looked at me and commented, "I wish I could just 

keep on reading" (September 23: 8). Ann seemed encouraged 

by the observations that I had reported to her. 

Ann was also encouraged by the student's responses in 

the journals. Although she had not had a great deal of time 

to follow through on the journal writing as she had wished, 

some of the students had responded in their journals. Ann 

and I reviewed the journal writing and the questions which 

centered around their feelings when looking for information 

and recording what they had enjoyed about the process. Ann 

and I were very assured by what they read that the "games" 

had been successful as they looked over answers to question 

1 : 

Question 1: What were your feelings in the L.M.C. 
[library media center] when you were looking for 
information? 

Student responses: 
Kay: I felt excited, happy and eager to find it. 

Lyndon: The feelings I felt was that I was happy 
and I was willing to learn about the Indians. It 
was really fascinating and I also learned that 
life of the Indian was very hard. 
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Francy: When I was looking for information I felt 
very excited to find many different answers that I 
had never knew. (October 7: Student Journal). 

The students expressed positive feelings about their 

experiences as they researched in the library media center 

It was also evident from responses that the students 

expressed interest and excitement as they began their 

research skills as they responded to question 2: 

Question 2: Which part of the research did you 
like best? 

Student responses: 
Merry: When we look in the book of information. 
It is fun doing those things at the L.M.C. 
[library media center]. 

Kay: Getting all the books out and putting them 
up. 

Francy: One thing that I enjoyed was looking at 
the magazines for our project. One reason why I 
liked looking for magazines is finding out 
information and writing them down (October 7: 
Student Journal) 

The students' answers concerning the part of the research 

that they enjoyed most centered around looking at the 

research books and magazines in the library media center. 

The answers to question three pointed out different 

opinions as they encountered working in a group. 

Question 3: What are your feelings about working 
with your group on research? 

Student Responses: 
Jacob: I liked it when we got in groups. When we 
did booklets in groups it was very very 
interesting. I learned a lot of things. 

Merry: I don't like to work in groups because 
they won't let me do anything at all. 
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Kay: I felt eager, scared and normal. 

Francy: When I was working with my group I felt 
excited to do research that day because I wanted 
to figure out stuff about the past in my group. 
(October 7: Student Journal) 

Some students enjoyed the experience of working in groups 

while others pinpointed problems such as learning to work 

with others and dividing up tasks. 

The "season" had begun. The first steps toward 

building a "winning season" had been launched with the 

completion of the successful Latin American Indian unit. 

The enthusiasm and excitement generated from the unit was 

stimulating the team's ideas as they prepared for the next 

series of games. 

Establishing Rookie Merit 

As the series of "games" on the Latin American unit 

came to a close, Ann and I met to plan for the succeeding 

series of "games," researching the North American Indians. 

Ann, the team "playmaker," again, outlined the "gameplan." 

The teacher would introduce the unit in the classroom and 

then come to the library media center for research. 

Ann: What I'll do -. We will not have gotten too 
much into the North American section but I'll make 
an introduction on Wednesday just to get them into 
the materials and we'll assign groups on Wednesday 
and then I'll give them a chance to come to the 
L.M.C. [library media center] and maybe you can 
show them some resources. (September 23: 5) 

Because of the relationship that had been established in the 

Latin American unit, I felt that I could offer a few 
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suggestions at this point as Ann explained the "gameplan." I 

thought that it might be helpful if the children began their 

research in the library media center by learning to search 

on the computer under subject headings. 

Library media specialist: I know that they [the 
children] have had experience with the computer 
and the card catalog but why don't I actually do a 
learning experience on how to use the subject 
headings on the card catalog. (September 23: 5) 

Ann's response was favorable: "Good! That will be a real 

good thing for them" (September 23: 5). She welcomed the 

idea of teaching the research skill on subject headings. 

Also, Ann referred to the idea of journaling which I 

had suggested in the first planning session. 

Ann: I like to have them reading in a related book 
[fiction or folklore]. Again I could probably use 
the journaling off of that material. In a way it 
really helps me cause I can't read all the books 
available either. So, if I explain that to them 
that they are helping me by reading this 
particular book and telling me what their feelings 
are, I think it would be good. (September 23: 5) 

Ann had decided to continue the journaling by having the 

students respond in writing to their individual readings 

during the North American Indian unit. 

It was evident by Ann's comment about the journaling 

that my ideas were being well received and pondered by the 

teacher. Ann seemed to welcome me as a productive team 

member because of my creative suggestions which she, as 

"playmaker," found useful to her "gameplan." 
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Making the Right Pass 

When Ann returned the resources that the students had 

used in the Latin American unit, she expressed her 

appreciation for my assistance with the two units: 

Ann: Thank you so much for helping me with these 
units. You were so attuned to teaming with me. I 
am so grateful that you have found time in your 
schedule to actual teach with teachers this year. 
(September 23: 12) 

I had established myself with the veteran as a "team 

player." I had convinced the veteran player that as a 

"rookie" I followed the philosophy that players must help 

each other on defense and pass unselfishly on offense. I 

understood that the star system would not lead to success. 

Teamwork meant making the right pass to the right person to 

set up the score. Instructional teamwork meant utilization 

of the partners' strengths to progress to a successful 

season. 

The way in which my behavior indicated that I was a 

team player was establishing the "rookie" as a trusted 

partner. I had proven my worth to the team when Ann needed 

my assistance whether planning for the "games" or executing 

the "gameplan." Also, I had gone out of my way to provide 

resources and creative ideas when Ann needed them. That 

kind of supportive behavior was an important aspect of 

building a close and trusting relationship between team 

members. 
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I understood that building relationships was essential 

to providing a foundation so that Ann and I might begin to 

order the environment around us. I understood the effective 

ingredients for the growth of the instructional environment 

began with the social relationship between Ann and me. In 

order to create a growing relationship I utilized open 

inquiry, reflecting feelings, and reflecting content to 

indicate to Ann that I was interested in her as a person, 

was understanding the situation as Ann was experiencing it, 

was understanding Ann's purposes for the lesson and 

following Ann's plans for the students. 

Open Inquiry 

After the first "game" on the North American Indians in 

the library media center, I began the next planning session 

by keying into how Ann was feeling about the completed 

"game," introduction to the research. This type of open 

inquiry encouraged Ann to talk to me. This reassured Ann 

that I was interested in her as a person rather than just 

interested in facts about the unit. 

Library media specialist: I know it was hectic 
today but how do you feel about it? 

Ann: I felt real good about it and I felt like, at 
least, to some extent, they were exposed to the 
different areas. Like some of them didn't realize 
that using the resource books that you could 
actually look things up there. For some reason 
they'd never done that. . . Some caught on pretty 
quick, some better than others. But I really felt 
like that was a good [lesson]. I was sitting 
there, while you were going through the 
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explanation and thinking I'm so glad that at least 
they get exposed to this, at least once, so they 
can have a vague idea of how to use materials in 
this L.M.S. [library media center]. (September 27: 
13) 

I encouraged Ann to talk by initiating the planning session 

with an open ended inquiry. Ann responded by revealing her 

feelings about the session and verbalizing her reflections 

concerning the instruction to her students. Ann was pleased 

with the instruction on using resources which I had 

initiated in the library media center. 

Reflecting Feeling 

I also utilized the communication technique of 

reflecting feeling with Ann. Because of this technique, I 

was able to communicate that I was sensitive to the way in 

which Ann perceived a situation. On one particular occasion 

I was sensitive to Ann's concern about one of her students 

in her homeroom. I had been observing in the class and 

noticed that Nathaniel had been sent to the office during 

the class period. Ann was in the staff lounge at the end of 

the day and I asked her about Nathaniel. 

Library media specialist: I noticed that Nathaniel 
got into trouble today. 

Ann: Yes, Nathaniel's behavior has just gotten 
worse and worse. Last Friday, he cut up a 
magazine, one I checked out of the L.M.C. [library 
media center], you know. I asked him to pay a fine 
of $.50 and to write an essay about not destroying 
someone else's property. He had not done either 
by this morning so I told him as punishment he had 
to sit on the sidewalk and write the essay during 
recess after lunch. As he was lining up for 
lunch, he called me a "big fat pig" so I decided 
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that I was going to send him to the principal. I 
decided that should be the next step. I had had 
enough. (September 28: 39) 

Nathaniel had destroyed school property, had been asked to 

pay restitution and write an essay concerning the 

destruction. When he did not comply to Ann's request, Ann 

had assigned punishment of sitting out during recess. 

Nathaniel continued his defiance of Ann by calling her a 

name and the outcome was a discipline referral to the 

principal. 

I sensed Ann's concern and frustration about Nathaniel 

and expressed this to Ann: 

Library media specialist: I know that you are 
concerned about Nathaniel. 

Ann: Yes, I am. I am afraid that he is not 
learning what he needs to learn. 

Library media specialist: I know that you must be 
really frustrated. 

Ann: I know that his mother tries very hard and 
does seem concerned about the misbehavior at 
school. She is a single parent and he is the baby 
of five boys. I'd just like to shake him since he 
is a very bright boy and doesn't use what he has 
to his best ability. 

Library media specialist: I can tell that you are 
really worried about him. (September 28: 39) 

I had reflected Ann's frustrations and concerned feelings 

about Nathaniel and as a result had shown that I was 

accurately understanding the situation as Ann was 

experiencing it. This was very reassuring to Ann. 

171 



Reflecting Back Ideas or Content 

I also reassured Ann by reflecting back ideas or 

content. This method persuaded Ann that I was following her 

thoughts and was attempting to understand Ann's purposes for 

the lesson on writing a book report. 

Ann: We're trying to do it in steps so they can 
be accountable for doing it a little at a time. 

Library media specialist: Kids have a hard time 
doing it on time and breaking it down into steps 
all by themselves so you are structuring it for 
them by breaking it into steps. 

Ann: Right, doing in steps so I've tried to break 
it up. (October 7: 43) 

I had used the technique of reflecting back to Ann her own 

ideas about breaking down into steps the process of writing. 

Once again, I reflected Ann's ideas back to her about 

reporting information: 

Ann: I would like for them to begin to realize 
that there is a, you know, an organized way that 
you can get information. It's not just a whole 
bunch of stuff here written on the page and I'm 
just going to copy off something. That's usually 
the way that they approach it. The first 
paragraph, they write it down and say, "Is that 
what you want?" 

Library media specialist: Exactly, and they write 
the same words that are in the resource book. 

Ann: Yes, without reading it and, you know, trying 
to summarize to some extent. We've been working 
on that a little bit and summarizing it. That's 
what I want to do in the book report as well. I'm 
really working on it, you know. I don't want you 
to rewrite the book for me, you know. That's why 
I put a limit on one to two pages, no more than 
two pages. Really you can probably do it all on 
one page, if you summarize well enough. Getting 
them to put down the main thought and digest 
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what's there, you know. That's what we're trying 
to do. 

Library media specialist: You're trying to get 
them to condense the information. 

Ann: Yes, and anyway these are the questions that 
they will pursue on the information. 

Library media specialist: I think they will 
comprehend a lot more because I think it [the 
sheet] will give them some sort of organization. 
(October 7: 45-46) 

I had understood that Ann was teaching her students how to 

write a book report by taking them through separate steps, 

so that one day that they would be able to do own their own. 

By reflecting back to Ann the content of her statements, I 

was encouraging Ann to continue talking to me about the 

gameplan. 

In summation, I utilized open inquiry, reflecting 

feelings, and reflecting content to provide ongoing feedback 

to Ann that I was interested in her as a person, was 

comprehending the situation as Ann was experiencing it, was 

understanding or focusing on Ann's purposes for the unit or 

following Ann's "gameplans" for the students. 

Developing a Climate for a Trusting Relationship 

A trusting relationship was being formed as the team 

refined their "gameplan" for the North American Indian 

series. In order for this kind of a relationship to be 

formed, the team had to create a climate that reduced their 

fears of betrayal and rejection. The beginnings of mutual 

trust did exist in the relationship but were constantly 
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changing. Creation of a trusting climate was done during a 

commitment period in which Ann and I both risked ourselves 

by expressing needs and also by accepting support from the 

other. 

It was evident that Ann was expressing needs in early 

October as Ann and I clarified our "gameplans." Ann was 

taking risks admitting that she needed help as a teacher 

when she requested specific help from me on how to teach the 

process of researching: 

Ann: Maybe between us we can [teach the research 
process]. That's one thing I'd like you to help me 
with, in terms of, you know, [helping the students 
with understanding how to] gather that 
information, what are they looking for and what 
they do with it [laughs]. (October 7: 45) 

It was risky to move into a team instructing relationship 

with me. Ann had never taught in the same classroom with 

another instructor. It was risky to allow another 

instructor to teach alongside her. 

Library media specialist: When you come in 
[to the library media center] this morning are you 
going to explain this [notetaking worksheet] to 
them? 

Ann: That would be good so I can do that in front 
of you. So if I miss something along the way, you 
can pick up on it. . . Like I said, you might 
think of something to add on that would relate to 
their working in the L.M.C. [library media 
center], that kind of thing. (October 7: 45) 

Ann was trusting that I would complement her instruction and 

add additional information that I felt would be needed in 
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the library research process. It was risky to team teach 

when Ann had not had that experience in the past. 

Also, later in the planning meeting Ann asked for me to 

suggest some other ways for the students to demonstrate the 

knowledge they had acquired through the research: 

I chose these avenues and you might give me some, 
you know, some other ideas using the information 
they have gathered about the homelife and so 
forth. (October 7: 48) 

It was evident by the way Ann was asking for assistance that 

she was making her teaching strategies vulnerable to my 

suggestions. Ann was risking criticism and advice from a 

peer as she teamed with me. But also, Ann was willing to 

risk gain or beneficial consequences, such as acceptance, 

support and cooperativeness, from me, the library media 

specialist. 

Reciprocating Trust 

I also demonstrated my willingness to risk and be 

vulnerable in front of a teacher. In December, the middle 

school principal spoke with me concerning leading an 

inservice for the social studies teachers in his building 

concerning the new Texas Assessment of Academic Skills 

(TAAS) emphasis on research in Social Studies. My initial 

thought was to enlist Ann's assistance in leading the 

inservice. I relayed this information to Ann: 

He [the principal] asked me if some of the 
teachers that went [to the T.A.A.S workshop] could 
share this workshop and the very first thing I 
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said was that I think Ann ought to be the one 
because she can say, "I've done it." (December 10: 
150) 

I had come to trust Ann as a valuable team member on whom I 

could depend when a "game" was being "played on the court" 

in the library media center. I was willing to take a risk 

by expressing to Ann that I needed her assistance with the 

inservice and thus accept support from Ann. 

I also expressed my concerns about the reception from 

the staff of the inservice: 

Library media specialist: I know that the 
principal is trying to get some enthusiasm built 
up for teaching the new social studies T.A.A.S. 
That's why he's doing it and yes, he wants to get 
across the material but unless they listen to us, 
it's not going to make an impact on the way they 
teach. 

Ann: Right, right. 

Library media specialist: It's not like someone 
coming to us and saying would you help me. So how 
do you think we can get their attention? 
(December 10: 149) 

Ann was sensitive to my concerns that the secondary teachers 

would not see a need for the workshop which the principal 

had planned. Ann steered the planning meeting toward an 

understanding of the teaming relationship. 

Ann: I think that it is important that the 
teachers need to understand that they definitely 
need the library media specialist's expertise to 
build from when they are doing research with their 
students. (December 10: 149) 

As we continued discussing our plans for the inservice, we 

decided to emphasize our teaming relationship in the 

workshop. It was evident from the discussion that each team 
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member respected the other's expertise and support which she 

had from the other: 

Library media specialist: I definitely think we 
should start it [the inservice] with what we are 
doing. 

Ann: I think that is a good idea. 

Library media specialist: Basically, I think, they 
should hear about another teacher who is doing 
research with her students while teaming with 
another professional. 

Ann: Yes, yes, yes! And I would like you to share 
what you did with the students in helping me 
because I couldn't have done it without you. I 
could NOT have done it! . . You know, that 
teaching part, was the part that I thought was so 
good, showing them how to do research and working 
with me in the L.M.C. [library media center] and 
doing the concept attainment exercise. I do want 
you to tell them about the note taking experience 
. . . That was a wonderful lesson. I thought that 
was really good. . . 

Library media specialist: I feel like we need to 
give these teachers a wake-up call to help them to 
begin thinking about teaching in a different way 
rather than teaching them how to be trained for 
the T.A.A.S. 

Ann: Yes, they are going to train them in January. 
I think that they need to have a wake-up call that 
there is change coming with the new T.A.A.S but on 
the other hand we need to change our teaching to 
meet the kids needs. Teaming with the library 
media specialist is one way of getting help as you 
change your methods of teaching. (December 10: 
154-156) 

Ann saw my support as a means by which classroom teachers 

could improve teaching instruction. 

Ann and I had built a growing trusting relationship in 

which each felt comfortable to depend upon the other for 

assistance and support. We were willing to risk 
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vulnerability to a peer or beneficial gain by working with 

each other in a trusting relationship. 

Advancing a Meaningful Alliance 

The North American Indian unit came to a close in 

November but Ann continued to seek me out for another series 

of "games" for February, the United States Presidents. In 

May, as Ann and I reviewed the entire year, Ann spoke about 

how I, the library media specialist, had helped her with the 

Presidential unit: 

Ann: I knew that I wanted to do something 
differently because of this particular group 

Remember, I was struggling with how to 
do that [the Presidential unit], if you remember 
when I came in that day and we were talking. . . I 
think a lot of it was, again, when we sat down, 
did some evaluating and we talked about it. (May 
11: 207-208) 

Ann relayed that talking to me had helped her with the 

Presidential unit. 

Again, Ann commented on the significance of discussing 

her "gameplan" with me: 

Ann: That's what I really appreciated - before 
these units, we sat down and we talked about it. 
You knew where I was going. . . And you kinda of 
had an idea where - and I told you in the Spring -
after the first of the year I was going to go into 
this Presidential unit and then we sat down and 
planned that out. . . I don't know what would 
happen if you had one [library media specialist] 
that wasn't cooperative. I don't know what you 
would do in that case. I guess you would sink or 
swim [laughs]. . . 

Library media specialist: A lot of times, we don't 
communicate as teachers whether it's teacher to 
teacher or L.M.S. [library media specialist] to 
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teacher. When we don't communicate, then we don't 
know how we can support each other. 

Ann: Right. We are isolated. I'm doing my thing 
and you're doing your thing. (May 11: 213) 

Ann realized that the alliance between the two team members 

was indispensable to her teaching. I had helped her when 

she was struggling with a unit and ended the isolation that 

she felt as a classroom teacher. 

The fact that Ann saw that our relationship was a 

meaningful alliance was also apparent as she planned for her 

annual evaluation by the principal. One Sunday morning Ann 

asked me if she might come to my house to confer with me 

about the next day's lesson. She was to be evaluated by the 

principal on Monday and wanted my assistance in refining her 

ideas for the evaluation. I agreed to help her on Sunday 

afternoon. An alliance had been formed in which Ann felt 

safe to ask me to help her on my day off with an important 

evaluation. Ann trusted me to aid her when she needed me. 

Cementing an Interdependent Relationship 

By the end of the fifth grade social studies "season" 

an interdependent relationship had been firmly cemented. 

The team had united and the results were a successful 

season. It was obvious by Ann's comments concerning the 

season's experiences that she wanted the relationship to 

continue: 

Ann: I want to build on what we have done this 
year, again [next year]. (May 11: 206) 
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The team's relationship had developed into a productive unit 

and Ann saw the possibilities in the future. 

Ann: I wish you could be here next year, because I 
think we could really do some more things 
together. Talking about team teaching, I think we 
could really do some things together that would be 
fun to do. I just wish we could have that to work 
on. (May 11: 209) 

Ann saw the relationship as a powerful entity which could 

continue to grow and develop. Ann expressed her 

understandings of the relationship: 

It really helps me. I don't feel - I think 
probably some teachers do - but I don't feel 
threatened working with you - having to share 
ideas or even, you know, having conflicting ideas 
because it really gives me a chance to really 
think through what I am doing. (May 11: 209) 

The season had come to a close but the team was united in a 

growing relationship. Perhaps, Ann best depicted the 

experience with these words: 

Ann: You know, I feel as if we have a kindred 
spirit. I have had a lot of fun with it and that's 
part of what teaching is about. (May 11: 216) 

The two team members had developed a interdependent 

relationship in which each accepted and valued one another's 

friendship and working interactions. The team was united. 

The season had ended. 

Linking Literature and Theory 

Linking literature and theory to findings in the data 

reveal several key elements. Foremost, as Vygotsky 

(1960/1981) maintains, the interactions between Ann and me 
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must be seen through the context of a social relationship. 

The basis for Vygotsky's theory is that cognitive 

development is constructed by humans as humans participate 

in social interactions with others. "We actively realize 

and change ourselves in the varied contexts of culture and 

history." (Vygotsky, 1960/1978, p. 131) Humans actualize 

and transform through interacting within the social 

environment with others. 

Vygotsky (1962, 1978) stresses that cognitive 

functioning occurs first on the social level, between human 

beings. Only then can a human internalize the interactions 

into individual development. Therefore, Vygotsky 

(1960/1981) maintains that understanding how cognitive 

development occurs requires studying social interaction 

between human beings within a culture. Studying social 

interaction is required because cognitive development first 

appears between humans and the very form of individual 

cognitive functioning "derives from and reflects the 

structure of social functioning" (Vygotsky, 1960/1981, 

p. 165). What is internalized within the human being is 

first external in the form of social interaction. 

Vygotsky (1934/1986) asserts that social interactions 

are created through the use of language. Language is 

utilized first externally between human beings and 

eventually is internalized through the language of thought. 

Thinking is eventually internalized personally for that 
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individual, but according to Vygotsky (1960/1978) its 

origins are always social. Furthermore, thinking and 

cognitive development do not appear within the individual as 

isolated and indifferent functions but involve emotions and 

social relations between individuals. Therefore, developing 

trusting social relations is an essential precondition for 

assuring that cognitive development occurs and is 

internalized within individuals. I understood that in order 

to create a relationship that would be conducive for 

cognitive development that I had to first create a trusting 

relationship with Ann within our social environment. This 

was accomplished through the utilization of open inquiry, 

reflecting feelings and reflecting content. 

Good communication techniques were the means by which a 

trusting relationship was established. A climate of mutual 

trust was created to reduce fears of betrayal and rejection 

by either party. A collaborative culture was initiated as 

I, the library media specialist, offered my services to 

classroom teachers but only was made possible when Ann, a 

fifth grade teacher, responded and requested assistance from 

me. This climate of trust was encouraged through attentive 

listening and gradual suggestions of ideas to the classroom 

teacher. The social relationship between Ann and me was 

changing and redefining itself as we created a collaborative 

culture. Because mutual trust was created within the social 
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relationship, consultation by me with the classroom teacher 

was made possible. 

Other key elements within the findings reveal several 

key components found within library media models of 

consultation. First of all, the relationship between Ann, 

the teacher, and me, the library media specialist, was of a 

voluntary nature in which both agreed to participate. 

Gallessich (1985) maintains that a voluntary relationship is 

essential when defining a consultative model. Also, as 

defined within a consultant model by Gallessich (1985), Ann 

and I retained the authority over our own teaching 

environment and reserved the right to participate or not in 

the relationship. As depicted in the consultation models 

summarized by Gallessich (1982), the team joined together as 

co-workers to assess instructional problems, devise 

solutions and implement alternatives thus ending teacher 

isolation. As co-workers we created an instructional 

environment for the students in Ann's classrooms. 

The Growth of an Instructional Environment 

Vygotsky (1960/1981) maintains that relations among 

humans are of two types, "direct" and "mediated" activities. 

The direct activities are derived from biological sources 

and are instinctual but the mediated activities are created 

by other human beings in social relationships. Through 

social interactions, human beings begin to order the 

183 



environment around them. Vygotsky (1960/1981) maintains 

that the primary instrument which allows the ordering to 

come about is language. Humans reflect upon what has 

occurred through dialogue and then become directed as they 

reformulate for themselves what has occurred within the 

social relationship. 

Ann reflected upon what had occurred with me in May as 

the team reviewed our entire year. Ann spoke in metaphoric 

terms as she described the social interactions which 

occurred with me as together we ordered our teaching and 

instructional environment. She compared me with a 

backboard, a mirror, a sieve, a model, a lens and a brace. 

A Backboard 

Ann equated my assistance to a backboard: 

Ann: First of all, you helped me when we sat down 
and talked, planned out the unit and we talked 
about what we wanted to accomplish. You were like 
a backboard. (May 11: 205) 

Ann correlated my assistance with the support of a backboard 

which is important equipment for a game of basketball. A 

backboard is the upright surface to which the basket is 

attached. Foremost, a backboard provides support for the 

basket. It stands behind to anchor the basket, the 

essential apparatus. Secondly, the backboard provides a 

bigger target for the shooter than simply aiming at the rim. 

Players use the backboard to their advantage when driving 

the basket since bouncing the ball off the backboard is more 
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reliable than shooting for the rim. Lastly, using the 

backboard gives basketball players reassurance of their 

skills as they gain confidence when shooting at the 

backboard. 

As the backboard, I gave Ann the support she needed, 

the behind the scenes strength which anchored her program. 

I was a "backboard," a support, for Ann in several ways: 

collecting resources, organizing resources, helping meet 

individual student needs, teaching for Ann when she was 

attending a workshop, displaying exhibits in the library 

media center, plus encouraging Ann to respect her own wisdom 

and "gameplan." 

Collecting Resources 

Ann needed support in collecting resources for the 

units in her classroom. I made lists for Ann of available 

resources for each particular unit in which she and I 

collaborated. For example, during the North American Indian 

unit, I made a list of resources which provided information 

on the different tribes: 

Library media specialist: I've gone through and 
circled in red all of the ones [tribes] I have 
books for. (September 27: 16) 

Because I pinpointed the tribes on which there were 

resources, Ann was able to plan ahead for the research. 

In the South American Indian unit, I scanned the 

Children's Magazine Guide for periodicals which supported 
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the research on the three civilizations: Incas, Mayas and 

Aztecs. Then these resources were gathered for Ann and the 

students to use: 

Library media specialist: I'll pull what magazines 
that we have so that you can look at them before 
we use them in the L.M.C. [library media center]. 
(September 20: 2). 

If I had not provided this service for Ann and her class, 

she would have spent considerable time and effort searching 

for the resources in the library media center in order to 

know what resources were available for her units. 

Organization of Resources 

Also, I helped organize resources for each unit. After 

planning sessions, I gathered the resources from the lists 

and organized the resources according to the individual 

learning group topics. For example, during the North 

American Indian unit the students were divided in each class 

period into five regional groups: southwest, northwest, 

southeast, northeast, plains and coastal tribes. So, I 

arranged the resources for the students according to these 

regional groupings on a cart so that each cooperative 

learning group could find their needed materials each time 

they worked on them, either in the library media center or 

the classroom. 

Library media specialist: I'll start getting 
things [resources] loaded up on the cart for each 
area. (September 27: 24) 
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Ann responded with appreciation for the extra help. 

Ann: I appreciate your help so much. This is just 
great. (September 27: 24) 

Ann recognized that I was providing a service for her and 

her students. 

Meeting Individual Student Needs 

I also helped the teacher meet individual student 

needs. Several of the special education students needed 

guidance choosing a book on their reading level when they 

were assigned individual reading reports. Ann discovered 

that the novel which Teddy had chosen was on a reading level 

which was far too advanced for him. Ann asked me to help 

Teddy find an lower level reading novel: 

Ann: I didn't get a chance to visit with Teddy, 
since he had to go down to the special education 
room right afterwards but I'm going to visit with 
him and see if he might [trade reading books]. 
And maybe if I send him down, you might help him 
find one that would be his reading level . . . 
(September 27: 18) 

I arranged for Teddy to come by himself so that he could be 

guided to choose an easier book. 

Library media specialist: Yeah, send him down. And 
of course today [when the children came to the 
L.M.C], I told them it was ok to read the easier 
ones [folktales]. Maybe that will help, too. 
(September 27: 18) 

I helped individual students by assisting them with locating 

a reading book that was on their reading level. 

I also helped students find fiction books or folktales 

not only on their reading level but also based upon their 

187 



cooperative learning group's topic. During the North 

American Indian unit, each cooperative learning group was 

assigned a particular regional area and Ann preferred that 

each student read an Indian fiction book or a folktale set 

in their particular region of the United States. I assisted 

the students with selecting a book for their individual 

report from their particular regional area: 

Library media specialist: I put all the fiction 
and the folktales that goes with each [North 
American Indian regional] area in that particular 
section [on the cart]. So on the cart today I'll 
leave all of those [fiction or folktales] that 
they [the children] can check out in their area so 
maybe they can choose something from their area. 

Ann: Right, right. Yes, yes. That will be good. 
(October 7: 43-44) 

Ann recognized my assistance with working with students to 

locate needed resources. 

Teaching for Ann 

I also supported Ann when she had to be out of the 

classroom for a workshop. I taught alongside the substitute 

teacher in the classroom as the students were taking notes 

in their cooperative learning groups so that Ann did not 

have to leave "busy work" for the students: 

Ann: I have the 21st and 22nd on my calendar, 
right now. We may have to move it down depending 
how -. See I'm going to be out two days with 
substitutes so I'm going to have to give them busy 
work, not paperwork, but some things that they can 
do on their own and you never know. Some 
substitutes are real good at keeping kids on task 
and some aren't so I don't know how much they will 
accomplish those two days I'll be out. 
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Library media specialist: What dates are you 
actually going to be gone? . . . 

Ann: That's Monday and the 14th. I hate to do it 
that way especially as how Monday and Thursday are 
two days I have all my classes. That kills me 
but- (October 7: 47-48) 

I sensed Ann's frustration with being gone from the 

classroom and having a substitute who might not understand 

the research process so I offered to come into the classroom 

to continue the research which had been started in the 

library media center: 

Library media specialist: Right, [quietly] Well, 
the 14th I can help you by coming into the 
classroom and help them [the students] with the 
notetaking [on the North American Indian tribes]. 

Ann: That's great! (October 7: 47-48) 

Ann was very appreciative of my offer to help teach in her 

classroom when she was gone to the workshop. 

Extending Classroom Space 

Ann also asked my help in displaying the North American 

Indian models of homes which the students had created: 

Ann: I thought if we had some good ones [models of 
homes] come up, if they turned out right, we might 
even choose one or two from each class and put 
them on the shelves if that was alright?. . . I 
thought that might encourage them to do a good job 
if they thought theirs would be chosen. . . We 
don't have much place in the classroom. 

Library media specialist: I think that's really 
great. 

Ann: I think the other kids would enjoy seeing 
that kind of thing, too. I'm sure there are some 
other groups that are interested in seeing them. 
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Library media specialist: I think that is a 
terrific idea. 

Ann: Anyway, I was going to check with you and see 
before I said anything. 

Library media specialist: That sounds good to me. 
(October 7: 46-47) 

In the end, Ann and I decided to display all the model homes 

in the library media center. That way each class in the 

school might learn more about the North American Indian 

homes. 

Respect Own Wisdom 

Ann utilized my behind the scenes support as a helpful 

listener to her "gameplans." I used good communication 

techniques to help Ann hear herself, attend to her plans and 

thus respect her own "gameplan." Ann was not very assured 

as she began the North American unit because she had not 

used cooperative learning groups very much as a teaching 

strategy in her teaching career. 

Ann: I have always been kind of nervous about that 
[using cooperative learning groups] and so I 
wasn't quite sure what to expect. (May 11: 211) 

Ann used me as a "backboard," as a support, as she planned 

for her students. 

At the beginning of the year Ann listed for me her 

ideas for the oral reports during the North American Indian 

and asked for suggestions about the unit. Ann was seeking 

support from me as she had not used cooperative learning 

190 



groups and group reports in this social studies unit in past 

years. 

Ann: . . .and the oral reports: Each group will 
present their report and I've really tried to 
think - In the past I always, I've always done 
just, you know, a written report and they get up 
and talk and so forth but for some kids either 
it's not exciting or they can't get into that, 
that written stuff, I know it is [not exciting] 
but I still want them to have the information, 
somehow to communicate. I chose these avenues and 
you might give me some, you know, some other ideas 
using the information they have gathered about the 
homelife and so forth: maybe write a short little 
story, an imaginary story about an Indian and his 
life in the tribe and conduct an interview like, 
you know, going back in the past, conducting an 
interview where each one of them would participate 
in that, you know. Again you have to have that 
background to be able to answer the questions. 
They'd have to devise questions and that sort of 
thing. "C" is for those who don't mind doing a 
regular report - reading it or sharing it. 
(October 7: 48) 

Ann shared with me her ideas for the student reports by 

first helping me understand that in previous years she had 

required a written report which was read to the total class. 

Ann also showed me the handout in which she had listed for 

her students some ideas for reporting. The first was the 

creation of a fictional story based upon the research. The 

second was writing and acting out an interview with an 

Indian. The third choice was writing and reading an 

informational two page report. As Ann showed the list to 

me, she wanted feedback from me concerning the suggestions. 
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As I looked over the list I reinforced Ann's 

preliminary plans to give the groups options concerning 

their reporting. 

Library media specialist: And that gives the kids 
who really like to work with their hands an 
option. 

Ann: Yeah, they can also illustrate and I thought 
they might use posterboard and if they want to do 
more like a display and report off of a display, 
that is an option. I was going to share that with 
them. They could use a display. 

Library media specialist: Sure. 

Ann realized that several of her students might prefer to 

create a display in which they could depict what they had 

learned in their research. 

Ann continued to discuss the other options with me. 

Ann: The other one is a time capsule, create some 
artifacts that would be [in the time capsule]. 
They could put them in some kind of a container, 
pull them out and talk about the items. 

Library media specialist: Yeah, yeah, that's good. 

Ann: That would be something even P.G. or somebody 
could do. They wouldn't have to do a lot of 
writing in that sort of thing. I was trying to 
think of some things. 

Ann pointed out to me the options she had listed for the 

students. One was to create a time capsule using artifacts 

in order to show how the tribe lived. It was important to 

Ann to provide an option to students who had a difficult 

time writing because of learning handicaps so that they 

could find success when reporting to the class. 
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The fifth option on the list was for the students 

to pretend to write a letter to an Indian who would tell 

about his life. And the last option was to create a game 

for the class to play based upon the research. 

Ann: [One option is to] write a series of pen pal 
letters to an imaginary Indian and write back how 
your life is and let that Indian write back and do 
a writing kind of thing and they share the pen pal 
letters. 

Library media specialist: That's good! 

Ann: And this one, a gameboard, this one is kind 
of off the wall and I wasn't sure if anybody could 
handle that. . . I threw that in. I don't know 
if I'll get any takers or not. 

Library media specialist: That's a good choice, 
though. 

Ann seemed uncertain about the suggestion of creating a game 

but I responded that it would be an excellent idea since 

many of the students in Ann's class were kinesthetic 

learners and might be drawn toward presenting in such a 

manner. 

I also drew Ann's attention to the possibility that 

some students might want to act out a story. 

Library media specialist: You know, this first one 
would lend itself well to acting it out. 

Ann: And that was another thing I hadn't put in 
there, but I thought about it, that they might 
want to dramatize a story. 

Library media specialist: You might have some that 
are into that, those orange kids [kinesthetic 
learners]. [We both laugh] (October 7: 48-49) 
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Ann and I realized that many of Ann's students might like to 

perform during the presentations since they were kinesthetic 

learners who liked moving and doing things. 

Ann and I recognized that the students in Ann's class 

needed several choices in order that they might choose an 

option that met their learning styles. 

Ann: Yeah! and I have so many of them [kinesthetic 
learners], especially in that middle group 
[laughs]. So that's what we are trying to do. The 
last thing, of course, after they complete [the 
report] is to write also three questions about 
[their report]. We play Jeopardy usually right 
before we have a test and that they could include 
[the questions] in our Jeopardy game. 

Library media specialist: Great! 

Ann: Anyway, that's kind of what we are looking 
at. 

Library media specialist: All the choices sound 
great to me! (October 7: 49-50) 

I reinforced and supported Ann as she planned her "gameplan" 

and bounced her ideas off the "backboard." 

Another time when I supported Ann was in the North 

American Indian unit as Ann planned a notetaking exercise 

which she hoped would meet the needs of the "tactile" 

students in her class. Ann was struggling with how to teach 

to the different children in her class and utilized me as a 

"backboard" in order to reinforce her teaching plans aimed 

at tactile learners. The exercise involved cutting 

information from a worksheet and pasting the notes onto 
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cards. Ann was strengthen by me, the library media 

specialist, when she could bounce ideas off the "backboard." 

Ann: This is a little worksheet and I'm going to 
use this next week. . . They write their name and 
then they put these [notes] on a card, [laughs] 
Usually I have them write it [note] but I found 
this little exercise. This is for those tactile 
persons that cutting and pasting looks like fun. 
[laughs]. 

Library media specialist: That looks like it will 
be a good exercise for them [tactile learners]. 
(October 7:44) 

Ann was encouraged about using the exercise for her tactile 

learners when she bounced her idea off me, her backboard. 

Ann also bounced off me the idea of using a worksheet 

on teepees to teach notetaking skills to her class: 

Ann: And then there is a little exercise we are 
going to do where they actually look for key 
words. They read this little thing [paragraph] 
about the teepee and then they write down key 
words or phrases to make cards from to practice 
before we actually do some of that [notetaking] 
again next week - before we come to the library 
next week. 

Library media specialist: Great, great! 

Ann: I thought it would give them some help with 
that, I hope, [laughs] 

Library media specialist: Yeah, I think this chart 
[outlining notetaking] is magnificent. 

Ann: I found that in one of my little books when I 
was going through looking for something that I 
could use in terms of giving them some handles on 
doing research. (October 7:44-45) 

Library media specialist: Good. (October 7: 44) 

Ann recognized the need to give the students practice in 

notetaking before they began the process of researching on 

195 



their tribes in the library media center. She was more 

assured about the process when she spoke with me about the 

worksheet. 

Ann relayed this information to me as they evaluated at 

the end of the year: "it helped just to have somebody else 

to bounce ideas off of" (May 11: 208). Ann was more assured 

of her own abilities when she was "shooting" ideas and 

feelings at the "backboard," the library media specialist. 

I utilized communication techniques to reassure Ann that she 

was proceeding in the right direction as Ann planned and 

implemented instructional strategies with her students. 

Backboard Summary 

In summation, I was a "backboard," a support, for Ann. 

I gathered resources and organized resources, met with 

individual students, taught when Ann was gone to a workshop, 

and extended the classroom space for displays. I used 

communication skills to support and anchor Ann as she 

planned for and taught the students in her classroom by 

providing a medium where Ann could bounce ideas. Ann had 

more respect for her own "gameplan" when she was able to 

"shoot" ideas and feelings at the "backboard," the library 

media specialist. When I listened attentively to Ann, she 

was encouraged to listen to herself and become more 

conscious of her own wisdom and "gameplan." 
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A Mirror 

Ann also saw me as a mirror. An individual will 

utilize a mirror because it gives a truthful reflection or 

true representation of something. Ann trusted me to give 

her a reliable picture of what had occurred while the team 

was working with the children. By reflecting to Ann an 

actual picture of the research process with the students, I 

was able to help Ann honestly look at what was transpiring 

in the instructional environment. Since I was also 

observing in the classroom as Ann taught the students, I was 

able to be the mirror for Ann and reflect to her what was 

occurring in the classroom. 

On one occasion I provided a medium for Ann to gain a 

reliable picture of her students' reactions to the process 

of researching the North American Indians: 

Ann: Because even when you say go in and find 
information they don't know what to even look for, 
you know. How do you think they were reacting 
when I taught the session this morning? 

Library media specialist: They are pretty 
apprehensive, I think, about the whole process. 

Ann: Right, right. 

Library media specialist: I think the process that 
we did the other day, they thought was fun but, I 
think, this morning they were apprehensive about 
actually doing the research. 

Ann: I think you are right. (October 7: 45) 

Since I was working alongside Ann and also observing in the 

classroom, Ann trusted my opinions about student reactions 

to classroom activities. 
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In October, after Ann's initial session on teaching the 

children to take notes, Ann solicited my opinion about the 

session: 

Ann: What did you think about the session that 
you observed today? 

Library media specialist: I think that you 
covered a lot of important concepts [notetaking 
skills] today. These concepts will set up what we 
will be doing in the research strategies. I have 
been thinking about how we can hook these concepts 
into the research tomorrow when they come to the 
L.M.C. [library media center] and I think what you 
did today will really set that up. (October 13: 
76) 

I reflected to Ann the importance of teaching notetaking 

skills before the students actually began the process on 

their particular tribe in the library media center. 

Ann came to depend upon the teaming relationship in 

order to understand what was occurring as she taught the 

students. I provided a means whereby Ann could honestly 

look at what was transpiring in the instructional 

environment. I could reflect to Ann a true picture of what 

was occurring as Ann worked with her students. 

A Sieve 

Ann also used the image of a sieve when describing the 

working relationship which she had with me. A sieve is a 

utensil which has small openings allowing only liquids or 

fine particles of matter to go through the openings. It is 

used to strain out coarse materials from fine. Ann utilized 

me in much the same way that a cook uses a sieve. Ann 
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expected me to help her strain or filter her ideas by taking 

her ideas and separating the unrefined from the fine. Ann 

stated: "You helped me sift through my own thinking" (May 

11: 205). I helped Ann examine her ideas, scrutinize and 

investigate them in order to study and probe their 

significance while working with her students. 

Ann used me to filter her ideas and help her refine her 

instructional techniques when she planned the cooperative 

learning group activities for the North American Indian 

unit: 

Ann: Will there be a problem? See, I don't know 
how many [books] we have available. If each group 
- see we're talking about six groups in each 
class, three classes with six groups. That means 
three groups per section. Will there be a 
problem, in other words, are there three books?... 

Library media specialist: I don't think there will 
be three in each category. 

Ann: That might not be a problem if I limited -
(September 27: 16) 

Ann paused and pondered what to do about the situation. At 

this point I offered a suggestion by asking a question. 

Library media specialist: What would happen if you 
left them [resources] in the classroom? 

Ann: Yes, yes! I might keep them in the classroom 
and if I limited how long they kept them in their 
possession -. 

Library media specialist: If each class came in 
there and they could use it and put it back on the 
shelf, wherever you had it. (September 27: 17) 

The initial question of leaving them in the classroom 

spurred Ann's thinking. 
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Ann: You don't happen to have a library cart that 
was free? . . .That would keep them off of my 
shelves. Then it would also keep them separate 
from any other books. Then I could just wheel it 
in and wheel it back when I finally get it all 
through. (September 27: 17) 

Ann was uncertain how she would proceed since her three 

sections needed to use the resources for researching the 

North American Indians. Her first thoughts were to check 

out a resource book to each cooperative learning group. I 

guided Ann through the process by asking key questions thus 

helping Ann sift through her ideas and refine her 

strategies. Ann then came to see that if she put the 

resources on a cart in her room that all three sections 

would have access to all of the resources. Ann could filter 

her ideas through the sieve, the library media specialist, 

and thus come to a greater understanding of the direction 

that she could take with her instructional strategies. 

At another session, I helped Ann filter her ideas on 

listing the resources which the students found when using 

the card catalog: 

Ann: We want them to come back to the computer and 
make a list of what's available. They may not use 
it all but just to be familiar. 

Library media specialist: I think it would be 
good if they wrote the call number down and the 
name of the book. . . 

Ann: Good, of course. That would be the most 
helpful for them. (September 27: 23) 

I helped Ann clarify her plans by making a small suggestion 

that refined her first plan for a computer activity, listing 
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resources available on the computerized card catalog. Ann 

wanted the students to be familiar with all the resources on 

their particular Indian tribe. I suggested that the 

students be required to write down all the call numbers and 

the names of the resources in the beginning session, whether 

or not the students actually used them in their report. 

Also, I helped Ann filter her thinking by injecting a 

suggestion into the conversation when discussing time 

constraints which Ann encountered because her children 

changed classes: 

Ann: . . . What you did at the beginning was real 
good in terms of just going through the process of 
locating that information and then come back in 
individual groups, help them individually. . . I 
feel like, especially this last group, I feel real 
good about they're being able to use the reference 
material. I wish they had gotten around [to all 
the centers]. . . 

Library media specialist: Here's an idea. They 
could share what they did and teach the other kids 
by sharing. 

Ann: Right, right. That's a good idea. We'll do 
some talking over it a little bit tomorrow and let 
each group do some debriefing. (September 27:13-
22) 

I helped Ann see more clearly a solution to her time problem 

by making a recommendation concerning the students teaching 

each other. Ann had been frustrated that each cooperative 

learning group had not gotten to complete each center when 

they were researching in the library media center. I 

suggested that the groups report on their process in the 

classroom, thus giving all the groups a chance to hear what 
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each cooperative learning group had discovered in the 

library research. 

In summary, Ann was able to sift through her ideas 

because I provided the medium in order for her to examine, 

scrutinize, and question her ideas about the instructional 

strategies that she was utilizing with her students. 

Ann: You know you really help me when we discuss 
or talk these things because it helps me formulate 
in my mind what I want to do (January 19: 177) 

By sifting her thoughts through the sieve, the library media 

specialist, Ann could organize and build upon her ideas. 

A Model 

I acted as a model for Ann. Persons use a model as a 

small copy or representation of an existing or planned 

object. Also, a model is a standard for imitation or 

comparison. Tharp and Gallimore (1988/1990) maintain that 

imitation is probably the predominate manner, in any culture 

or environment, for change. They also assert that the 

process of modeling is more involved than just mimicry of 

action since it involves the central processing system of 

the brain. Modeled action is "transformed into images and 

verbal symbols that guide subsequent performances" (Tharp & 

Gallimore, 1988/1990, p. 48). When a modeled action enters 

human thoughts in the brain, an idea is created that 

contains the watched behavior so that it can be visualized 

as behavior and applied to other situations. The brain 
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processes the behavior through watching, although the person 

may not be actually participating physically in the 

activity. The modeled activity is then internalized by the 

learner. 

As Ann prepared the students for researching on the 

North American Indians, I observed that the children were 

having a difficult time understanding the concept of 

"phrase," which is an integral part of the notetaking 

process. The following observations were made during the 

12:30 P.M. section of social studies as Ann taught 

notetaking skills. 

As I walked into the classroom, Ann was explaining to 

the class about taking notes. She was standing at the front 

of the room by Dorothy who was looking at the packet which 

Ann had given them at the beginning of the unit. Doug began 

to look up when Ann opened her packet of worksheets. 

Ann: That's our temptation - to write down 
everything that we are reading about. Let's look 
at the second page of the handout. 

Leon opened up the packet to the second page. Doug did not 

have his packet with him so Ann gave him an extra one from 

her desk. Then Ann used a grocery list as an example of 

taking notes. 

Ann: When you write down a note of what to get at 
the grocery store, you do not make complete 
sentences. You are not going to write down gobs of 
stuff when you take notes about the Indians 
either. 
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A student appeared at the door and one of the class members 

left the room. 

Ann: You also need to write down the resource in 
which you found the information. Notecards will 
include phrases or words. When I write down things 
I need to write down phrases. Let's look at an 
example. We're going to practice on the sheet in 
our packet. On the lines, write down 10 phrases 
about the teepee. You can use a highlighter to 
highlight the important words in the paragraph 
about the teepee first. . . Let's take about five 
minutes to read the paragraph and another five 
minutes to highlight the important words. 

Doug began highlighting on his paper. The others in his 

group were reading silently. Whenever Ann left Doug's area, 

he began to talk to his partners. Ann restated what the 

students were to be doing on the worksheet: 

After you have read the paragraph, highlight the 
important words or phrases in the paragraph. 

Prissy became interested as one of the students left the 

room because he was not feeling well. 

Prissy: Where is everybody going? 

Ann put her finger to her lips signaling for Prissy to be 

quiet. Doug was now sitting with one leg propped up in his 

chair. Dorothy began writing on the lines on the worksheet. 

Several other students began to ask questions about the 

paragraph. 

Student: What if we don't have enough room? 

Ann: Maybe you've highlighted too much. Look only 
for the important words. 

Prissy raised her hand and Ann went to her side to answer 

her question. Ann commented to Prissy: 
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Don't write in jumbo. Prissy. Remember we're 
practicing notetaking. Remember not to write 
complete sentences, only phrases. 

Prissy sat looking at her neighbor with her finger on her 

chin with a puzzled look upon her face. Finally she went 

back to writing with her head laying down upon her left arm. 

Joan helped Ann turn on the overhead fan by standing on a 

chair. The student returned who had been gone because he 

was not feeling well. Doug was distracted and listened to 

the conversation between Ann and the returning student. The 

student finally put his head down on his desk in the 

classroom. Joan was now highlighting with a yellow marker. 

Ann: Follow along as I read. When we do research, 
it is like buying a car. Everyone has different 
needs. Everyone is looking for something 
different. 

Dorothy continued writing as Ann talked and by this time had 

about three or four lines written, completely covered with 

words. 

Ann: Let's focus on the important facts. I'm 
going to ask one or two of you to share a phrase 
that you have written down on the lines. 

Some of the children commented on the size of the teepee 

(15-20 feet tall). Leon raised his hand. 

Leon: Lived in great plains. 

Ann: Who? 

Leon: Indians. 

Ann: Exactly. 

Leon: They lived on the great plains. They 
covered their teepee with buffalo robes. 
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Ann: Is that what you wrote down on your paper? 
If we were doing that as a phrase, how might we 
shorten that? 

Leon: Covered in buffalo hides. 

J: Teepee had to be warm. It had no pockets. 

Ann wrote the phrases on the board. 

Ann: Why would that be important? 

J: It might fall. 

Prissy: Easy to move from place to place. Hold 
off prairie wind. 

Ann: Prissy, you need to speak up so everyone can 
hear you. Does it say hold? Could we write 
strong against winds? 

Prissy talked with her head down on her arms even after 

being asked to speak up by Ann. Dorothy fanned herself with 

her papers. Doug raised his hand but started talking to his 

neighbor when Ann called on someone else. Then Ann called 

upon Doug. 

Doug: Average number of poles - 15 

Ann: Anything else? 

Doug pondered over the paper. 

Doug: Nope. 

As another table reported, Ann asked Doug's table partner 

to sit still. 

Joan: Easy to move to follow herds. 

Ann: Anything else? 

Joan shook her head no. Ann then summarized what the 

students had reported. 
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Ann: Keep this worksheet and finish it by Friday. 
I will collect them then. Now let's turn to page 
66 in the textbook. We've started on our next 
section, the North American Indians. When you read 
a textbook it divides the information for you. A 
book from the L.M.C. [library media center] may 
not do that for you. Let's read the section under 
technology. 
(October 12: fieldnotes) 

I realized that the students in the 12:30 P.M. section 

were having a difficult time understanding the concept of 

writing phrases. Therefore, as I planned for the students' 

session in the library media center the following day, I 

planned for a concept attainment lesson to begin the session 

which would help the students grasp the concept of "phrase." 

I wanted also to use the session to model for Ann a method 

of teaching which she could use with her students. Because 

of the class' predominate kinesthetic learning styles I 

would structure the approach so that the students would have 

an opportunity to also physically engage in learning. 

I chose the concept attainment model with Ann's 

students to help the students understand an essential 

component in notetaking, understanding the concept of 

"phrase." I asked the students to compare and contrast 

examples (called exemplars) that contain the features 

(called attributes) of the concept "phrase" with examples 

that did not contain those attributes. During the concept 

attainment lesson I controlled the activity but the students 

were encouraged to interact and test their hypotheses 

through dialogue with other students and me. My major role 
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prior to teaching the lesson was selecting and organizing 

the material into positive and negative exemplars of phrases 

used in notetaking. During the session, I restated the 

concepts which the students suggested and prompted the 

students' guesses with further information. 

I capitalized on the kinesthetic learning styles of the 

students by physically having the students manipulate large 

cards which contained the examples. Each student was given 

several cards and each student had to decide whether any one 

of the cards was a example of the concept, in which case it 

was a "yes," or whether it did not fit the concept and thus 

was a "no. When called upon, the students' job was to place 

each card at the front of the room in the "yes" or "no" 

location. 

According to Tharp and Gallimore's understanding of the 

significance of modeling, the image of my teaching the 

concept attainment lesson could be internalized by Ann as a 

standard which she could use when teaching her students. 

Thus, modeling could serve as a means of helping Ann change 

the instructional environment. The concept attainment 

session seemed to be a significant event for Ann. Ann took 

the example which I had modeled for her and utilized it 

herself in the Presidential unit with her students. 

In May as Ann reflected back over the year, she 

commented on the session and the modeling that I had done: 
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Ann: I love to be with somebody who has a real 
gift for communicating and you have that. I just 
love to just listen how other people communicate 
and when you did the notetaking exercise . . . 
When you did that [concept attainment] lesson - I 
just loved that - I'll never forget that. . . And 
so I think it helps to see things done. Like I 
said, I'm still new enough [to teaching], that I 
am still learning every day. (May 11: 217-218) 

Ann realized that I had served as a model for her. I had 

modeled a method of teaching a concept which had stimulated 

changes in the way Ann taught her students and thus changes 

in the instructional environment. 

A Lens 

Ann also spoke of me in terms of a lens. A lens is a 

transparent object which brings together or spreads rays of 

light passing through it. Lenses are used in optical 

instruments to form an image more clearly and correct errors 

of vision. Ann saw me as a lens which helped her see more 

clearly in order that she might bring together and perfect 

her ideas. 

Ann: You helped me. . . focus . . . on some of the 
things that we were doing - particularly in the 
Presidential unit, because it was pretty cut and 
dried last year and we expanded it a lot more this 
year. (May 11: 205) 

In using me as a lens, Ann could center her thinking and 

thus clarify her ideas in order to perfect a program for her 

students on the United States Presidents. 

I encouraged Ann to talk about her plans for the 

Presidential unit and then helped her focus and expand the 

unit she had taught in previous years by focusing her 
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attention on the characteristics of the present fifth grade 

class: 

Ann: Last year what I did - I may change some 
things up but last year I focused just on the unit 
of the executive branch and we studied the 
Presidents and I had them each choose a President 
that they had to do some research on and they did 
a little report and that sort of thing. That was 
basically it and I didn't know whether I wanted to 
expand on that, you know... 

Library media specialist: Considering your class 
that you have this year, what kinds of things do 
you think will be the most valuable? Do you know 
how you would revise the unit considering the 
characteristics of the class? 

Ann: I'm not sure. I'm thinking about working as 
individuals - as individual students this time to 
produce a product. We may do some group things in 
terms of the role of the President in general or 
electing the President, you know, do some 
activities that might be group oriented to learn 
about what the President does, you know. But as 
far as an individual product, I'm thinking 
seriously - I just want them to produce their own 
product, at this point, over a period of time. . . 
(January 19: 159-160) 

When I centered Ann's thinking on the characteristics of her 

class, Ann was at first uncertain how she would revise the 

unit. She wanted me to help her with her plan to have each 

student produce an individual project. 

As Ann and I continued our conversation about the plans 

for the Presidential unit, I continued to help Ann see more 

clearly her gameplan by bringing her thoughts back to the 

needs of the present fifth grade class. 

Library media specialist: Reflecting back over the 
Indian units that we did [pause] what did you see 
in those units that really helped them [the 
students], as far as meeting the needs of your 
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kids this year? What part of the unit did you 
think was really really good? What about it that 
maybe we could build on for this next one? 

Ann: The thing, of course, I know they all 
reflected [in their journals] that they enjoyed 
was of course the activity part. You know and I 
know if we just did a presidential report that 
might not be as exciting a thing, although, last 
year they enjoyed doing that. They found out a 
lot of information. 

I helped Ann remain focused on meeting the needs of this 

particular grade that she was working with this year by 

asking her to reflect back over the previous units with the 

class. Ann responded that the students enjoyed the "doing" 

activities and that this type of learning might be more 

meaningful for her students than writing a report. She also 

added that her last years group of students had enjoyed the 

writing. 

I responded to Ann's statement by helping Ann compare 

the two grades. 

Library media specialist: But that grade was 
different than this one. 

Ann: Yes, yes. This is a little more active group 
in terms of hands-on types of things. And that 
was what I was trying to brainstorm, what we can 
build into that research that would give them a 
chance to do a little more hands-on kind of thing. 
(January 19: 162) 

The questioning that I posed about the present students 

helped Ann focus again on the characteristics of the class. 

Ann's response was to try to come up with a hands-on 

strategy so I restated Ann's ideas. 
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Library media specialist: What you are saying, is 
that you are trying to think of what the product 
would be like? 

Ann: Right. Now one thing — . I didn't do this 
last year. I did it in the past. You know, kind 
of like what we did with the Indian things. We 
made up some kind of bulletin board or visual 
display of some sort, showing their President. 
We've done that in the past. (January 19: 162) 

I continued to bring to the forefront the images from the 

past successful units which would help Ann see more clearly 

the direction she wanted to go in the Presidential unit: 

Library media specialist: It seems like to me that 
really working with tangible objects is really 
important to them. 

Ann: Right, I know, I know. 

Library media specialist: . . . Most of them did 
those games for their report in the last unit. 
(January 19: 162-163) 

I helped Ann form an image of their "gameplan" more clearly 

by centering Ann's thinking on the characteristics of the 

class and the past choices the students made on projects as 

they reported to the class. 

Since I helped Ann focus on meeting the needs of the 

tactile and kinesthetic learners of her fifth grade class, 

together we were able to plan for the Presidential unit 

incorporating more hands-on instructional activities than in 

the previous year. 

Ann: I do want them to do some hands-on things 
that they can do and perhaps we might be able to 
put Presidents in a period of time or something 
like that (like Washington through four or five 
Presidents, maybe Madison or something like that) 
together. [The students] look at a period of 
history in a timeline or do something. I'm not 
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sure. . . Like I said, I haven't had a chance to 
sit down and brainstorm all where I want to go. . 
. Maybe we could create a setting or something 
along with the report, you know what I mean? 
Something that would put it into perspective. What 
was happening around that period of time? 

Library media specialist: Yeah, right. . . I 
wonder what making a collage would do? 

Ann: I don't know. That might work. 

Library media specialist: Or even like a web, you 
know. 

Ann: Yeah. 

Library media specialist: Suppose that they put 
the President in the middle and out form it or 
around it in maybe a collage form put the 
information about the time. 

Ann: That's a great idea. (January 19: 163) 

As Ann planned with me, she was helped to focus on the needs 

of the tactile and kinesthetic learners of her fifth grade 

class. Ann and I concluded that the students would create a 

poster with the President's picture in the center. 

Revolving around the picture would be placed a portrayal of 

the important events in the President's life. 

In May, Ann spoke of how the poster had helped the 

kinesthetic and tactile learners organize their student's 

their thoughts: 

Ann: I really think that the poster helped to give 
them something concrete to work with first . 
It helped them to see the different aspects of 
that persons' life and then they were able to pull 
it together into a report. (May 11: 200) 

As a lens, I had helped Ann remain focused on the 

characteristics of Ann's present class and to bring together 
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the successes of the previous units to plan for the 

Presidential unit. Because Ann remained focused upon the 

present class, Ann could see more clearly the direction that 

she needed to go with her present fifth grade students. 

Because of the help of the lens, the library media 

specialist, Ann had utilized a collage activity which was 

good learning tool for Ann's kinesthetic and tactile 

students. 

A Brace 

Ann saw my interaction with her as a reinforcement or 

brace when she was uncertain of a specific "gameplan." 

Athletes depend upon a brace to strengthen a weak joint. 

Ann used me as a support or brace to strengthen her during 

times when she was being a risktaker. Even though Ann had 

attended a series of workshop the previous school year on 

cooperative learning groups, Ann was reluctant to try the 

new teaching strategy and utilized me as a brace to support 

her. 

Ann: I have always been kind of nervous about 
that [using cooperative learning groups] and so I 
wasn't quite sure what to expect . . . (May 11: 
211 ) 

It was risky to try cooperative learning groups when she had 

not utilized them in a previous year. 

Ann's first attempt at cooperative learning groups was 

a week long unit in September on the Latin American Indians. 

Each section was divided into three cooperative learning 
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groups. The groups researched the Inca, Maya or Aztec 

cultures and created a flip chart to report their findings. 

Ann's initial reaction to the experience was a favorable one 

so she ventured into a lengthier and more involved endeavor, 

a six weeks North American Indian unit. In this unit, Ann 

divided each social studies section into six cooperative 

learning groups with three or four members in each group. 

Each group was assigned a regional area: southwest, 

northwest, southeast, northeast, plains, or coastal. Ann 

encountered several problems during this unit. 

First of all, the students had little experience 

interacting in cooperative learning groups. 

Ann: They hadn't had much experience working, in 
maybe, that kind of way together before this. 
(May 11: 211 ) 

Not only had Ann not utilized the cooperative group strategy 

but the students had little experience themselves working in 

cooperative learning groups. Because of this a few group 

members couldn't get along with each other during the North 

American Indian unit. 

Several students insisted that things be done their way 

and alienated their team members. Several students also felt 

left out from group activities. Although Ann worked to 

encourage the group members to work together, Ann was 

reluctant to put these students back into cooperative 

learning groups for another unit. 
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Ann: . . .there were a couple of groups that 
didn't work out the first time and I was really 
kind of nervous about putting them back into 
groups, you know. (May 11: 211) 

Again Ann expressed her concern with using cooperative 

learning groups in the second semester. 

Ann: I was a little bit hesitant when we started 
the President unit just because some of the 
problems we had had earlier in the other units. 
(May 11: 211) 

Ann was able to venture out into risky territory with the 

verbal encouragement which I had given her, as her brace, as 

she utilized cooperative learning groups. In the end she 

was pleased with the outcome of the Presidential unit. 

Ann: I was really pleased basically with the way 
in which they worked with one another - the way in 
which they went about researching. (May 11: 195) 

It was risky for Ann to use cooperative learning groups in 

the Indian units but even riskier to use cooperative groups 

in the spring when some of the groups had not worked well 

together in the fall. 

Ann spoke about the way in which I had helped her 

decide to try the group work again. "I was encouraged by 

some things that you said" (May 11: 211). I had encouraged 

Ann by emphasizing the successes in the Latin American and 

North American Indian unit. Because I braced Ann when she 

was apprehensive about using cooperative learning groups, 

Ann was able to risk using a new teaching technique. I 

served as a brace during these times when Ann was uncertain 

about utilizing cooperative learning grouping with her 
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students. Ann used the library media specialist as a brace 

to reinforce her in those moments when she was taking risks 

as a teacher. 

Creation of a Teaching and Learning 
Environment 

Ann utilized me as a backboard, mirror, sieve, model, 

lens and brace in order to create a teaching and learning 

environment that was more than she could have created on her 

own. The problem solving process during the Presidential 

unit is depicted below in some detail in order to depict the 

development of the instructional environment. Each partner, 

although possessing diverse pedagogical expertise, generated 

solutions together for the instructional environment. 

Ann came to me struggling with her plans for the 

Presidential unit. She trusted me to help her through the 

struggles. Ann had a few ideas and goals in mind for the 

Presidential unit which the we had to take into 

consideration as we planned for the students. First of all, 

Ann and I considered the grouping of the students. Ann 

wanted the students to be able to do an individual project. 

Ann: I'm thinking about working in individual - as 
individual students this time to produce a 
product. We may do some group things in terms of 
the role of the President in general or electing 
the President, you know, do some activities that 
might be group oriented to learn about what the 
President does, you know. But as far as an 
individual product, I'm thinking seriously -. I 
just want them to produce their own product, at 
this point, over a period of time. (January 19: 
160) 
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Ann wanted the students to create an individual project but 

also to work in cooperative learning groups. 

Ann: I like it when they work in groups because 
they can share ideas. And I was thinking if there 
was something that they could share their 
information on-. (January 19: 164) 

Ann believed that the student interaction with their peers 

was beneficial for learning since the students could share 

ideas. 

Also, Ann had several curriculum goals in mind for the 

unit. First of all, Ann wanted the students to be able to 

gain content knowledge concerning the history of the United 

States Presidents. Second, Ann wanted the students to learn 

more about becoming independent learners. Last, Ann wanted 

the students to have a greater understanding of the process 

of research. 

Ann wanted the students to gain content information 

about the United States Presidents. Specifically, she wanted 

the students be able to place the Presidents within a 

certain period in history. 

Ann: I know that I want them to see how that 
person [President] fits into history in a timeline 
feature. (January 19: 162) 

Along with a timeline, Ann wanted the students to begin to 

understand the events which shaped the history of the United 

States and how a particular President affected these events: 

Ann: [I want them to understand] what's 
influencing them [the Presidents] to make the 
decisions they made. And I do want them [the 
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students] to be aware of how that President shaped 
our history. (January 19: 165) 

In these ways, Ann's first goal for the fifth graders 

centered around curriculum content. Ann wanted the students 

to be able to understand the importance of the Presidents 

for the life of our country. 

Ann's second goal for the unit was to continue teaching 

the students to become independent learners. Ann and I 

understood that this goal was the foundation for the unit in 

which we worked together. 

Ann: We are both working toward the same goal, 
essentially, you know, that these kids will be 
able to learn and really become learners 
themselves, really independent learners. (May 11: 
209) 

Because of the mutually understood goal of helping the 

students become independent learners, Ann and I were working 

in the same direction. Ann understood that a mutually 

defined goal was an essential part of planning for students. 

She wanted the students to be more independent in the 

Presidential unit than they had been in previous units. 

Ann: I wanted to give them a little more freedom 
to do some exploring. (January 19: 165) 

She continued to outline her understanding of the process: 

I want them to be open minded so they can explore, 
you know. I don't want to lay it out for them and 
say here it is, now do it, you know. (January 19: 
168) 

Her goal was for the students to become more independent in 

pinpointing the nature of their research project. 
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Ann: Like I said I didn't want to box them into 
just one little thing. I want them to be able to 
look at this person and the possibilities. 
(January 19: 169) 

Ann knew that there were many possibilities to explore in 

research as her students studied a particular President. 

She wanted to give the students the opportunity to decide 

for themselves what area that they would concentrate on as 

they carried on their research. 

Ann's third goal for the Presidential unit was to 

continue increasing the student's knowledge concerning the 

research process which they had used in the other units in 

the fall. 

Ann: I want to continue to build on what we did in 
the last unit, keep using the materials. (January 
19: 174) 

She wanted the students to continue the research process of 

using resources, taking notes and sharing their knowledge 

with the other students. 

Ann had stated her ideas to me before the unit, 

therefore I knew the direction in which Ann was headed. 

Ann: I think there were goals that we were working 
towards and, you know. . . I was sharing with you 
and you were sharing ideas with me and we knew 
where we were headed in the skills area and in the 
content area. I felt like we were going in the 
same direction. (May 11: 214) 

Mutually understood goals and objectives produced a strong 

foundation and focused the team as we planned the 

instructional environment for the fifth grade students. 
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Although Ann had outlined her ideas and goals with me, 

the library media specialist, she was uncertain as to her 

specific "gameplan." 

Ann: I haven't had a chance to sit down and 
brainstorm all where I want to go. (January 19: 
163) 

She was struggling with her ideas and asked me to brainstorm 

with her. As she reflected in May about the Presidential 

unit, she commented: 

Ann: I knew what I had done in the past but I knew 
there was more that I wanted to do. (May 11: 208) 

Ann realized that if she worked with me she could create an 

instructional environment that was more than she could 

create by herself. 

The planning meeting in January between Ann and me 

which began with Ann outlining her goals for the unit 

continued in a back and forth manner between us. In this way 

each suggestion was followed by a discussion about how the 

suggestion could actually be carried out in the unit. Ann 

began with a question concerning how to structure the unit. 

Ann: Should I give them some possibilities or just 
let them be open to design their own and maybe 
[the students] have to do some, you know, talking 
with them [other students]. Would it be clear what 
I want them to do? I don't want to leave them out 
in the sidelines and they don't know - have any 
idea what the assignment is. 

Ann was concerned about how much structure to give the 

students and I pointed out that if the students were in 
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groups that they could support each other in designing the 

research. 

Library media specialist: I think if they were in 
groups, they would have a better chance of doing 
that [designing a research project]. I think on 
their own, some of those kids 

Ann: won't do it at all. . . Are you thinking, for 
instance, we have a table group and that they all 
decide to choose Abraham Lincoln and they work on 
their own individual projects on Abraham Lincoln 
but they also work together on that same person. 

Library media specialist: Yeah, yeah, that was 
what I was thinking. Because if we do want them 
to get to this point of really developing their 
own questions, I'm not sure that individually they 
are going to be able to do that. 

Ann: I think you're right. (January 19: 165-166) 

Through the back and forth process the team decided to begin 

the research on the Presidents with the students in 

cooperative learning groups. Together the students could 

structure their own research design with the support from 

their team members. 

The team also discussed how to guide the cooperative 

learning groups as they began their research. We decided 

that each group would begin the process by researching on 

the CD ROM Presidential program. The program was organized 

in a timeline fashion for each President with pictures and 

recordings of events in the life of each President. 

Library media specialist: The CD-ROM will be 
helpful to them. 

Ann: Should they see that first and then they can 
list the events from that?. . . 
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Library media specialist: I hadn't thought about 
that. . . It already outlines it for them like 
that. . . 

Ann: Right, right. That's good. 

Library media specialist: But maybe that is, I 
mean, maybe that is just what they should see the 
first thing. . . 

Ann: I want them to stay within certain perimeters 
and not go off into, you know, the deep end. 

Library media specialist: Maybe that will visually 
help them see that these events happened and then 
if they are free to choose maybe some of them then 
they can go off into some more research. You 
know, if someone did get interested in the Vietnam 
War he could do some research on that particular 
area. 

Ann: Right, right. . . 

Library media specialist: In a way, we know that 
we're outlining it for them. 

Ann: But they don't really know that. 

Library media specialist: But they won't really 
realize, I don't think, that we've given them 
structure without saying it. . .And then they can 
go to the books, you know, like whatever. Go to 
the book and look in here for the 

Ann: the specific information. . . 

Library media specialist: What do you think? Do 
you think that will organize it enough for them? 

Ann: Well, I think it is worth a try. (January 19: 
167-169) 

It was important to both of us that the students be given 

freedom to choose which particular events in the life of the 

President that they were interested in researching. 

Therefore, the team decided that giving the students access 

to the CD ROM Presidential program would give them a general 
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overview of the President's career in the beginning of their 

research and provide them with the structure they needed to 

begin their research. 

Also, I sensed that Ann was searching for a meaningful 

way for the groups to report to the other groups what they 

had learned through their research. As I brainstormed with 

Ann, I drew a sketch of what the project might look like: 

Library media specialist: What if their 
[cooperative learning group] project was to put 
the picture [of the President] there [in the 
center] and around the picture of the man they 
just put, you know 

Ann: a webbing type thing. 

Library media specialist: Yeah. You know, just a 
kind of collage 

Ann: of pictures. 

Library media specialist: I guess they could draw 
the things - the events in history. Then they 
could have the date here and the dates of their 
terms and then they could have the events in 
history around this person and that way it would 
be what you wanted - seeing this in a period of 
time. 

Ann: Yes, yes. (January 19: 169-170) 

I had taken Ann's goals and offered some suggestions which I 

thought might accomplish the goal of the students 

understanding the events in history in the President's term. 

The collage project would visually depict for the students 

the events which occurred in the President's term of office. 
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The team also brainstormed about the individual report. 

We decided that the group collage poster would be used to 

stimulate writing of an individual report. 

Library media specialist: Then after they did 
this [poster collage], how could you get them to 
critically think about these events to come up 
with an answer to your question: what did they 
[the Presidents] contribute? 

Ann: In other words, taking that information and 
using it to actually answer that question or 
assimilate it into a new thought that -

Library media specialist: they would do 
individually. They could talk about it, you know, 
at their table. They could brainstorm maybe 
together, talking about it and maybe even jotting 
down some ideas. They could take notes while they 
were brainstorming. And each one 

Ann: would have to come up with a final product... 
Nothing elaborate, maybe just a one page report 
that would pretty well summarize. I guess that's 
the word I'm looking for — summarize what they 
have learned about that President and particularly 
how that person influenced history. (January 19: 
170-171) 

We concluded that each student could take notes on the 

research that the group had done together for their collage. 

In that way, each could write an individual report on a 

President and state how the President shaped the events in 

history which occurred while he was in office. It would be 

up to each individual student as to the events he/she would 

focus on in the individual report. 

At the end of the planning session, Ann and I discussed 

the division of tasks. We decided that to begin the 

research, Ann would send one group at a time to the library 
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media center. At that time I would help the students search 

on the CD ROM Presidential program. 

Library media specialist: Do we want to do it as 
a pull-out, just a few at a time, or what? 

Ann: It might be better to do it as a pull-out. 
You could do it a few at a time, couldn't you -
rather than the whole class? We could be working 
on some things in class in relation to the 
President and his job. . .It might take two days 
to get through two groups. . . 

Library media specialist: And then the next day 
they would have time to look at this information 
and just write down the call numbers . . .And the 
next day, bring them all at one time and we could 
have the stations again and we could 

Ann: have the books. . . 

Library media specialist: Then the next day you 
would have them [the resources] to be able to work 
in the classroom. . . 

Ann: That's what I was thinking. It would work 
out real good. . . 

Library media specialist: It's not going to be as 
hard as before. 

Ann: Because we've been through that process. 
(January 19: 174-176) 

Ann and I planned for the cooperative groups to come to the 

library media center one group at a time in the beginning of 

the unit. Then after each group had used the CD ROM 

program, an entire section would search for books or 

periodicals which would provide specific information on 

their particular President. After the resources were 

located, they would be gathered for the students to use back 

in the classroom. 
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In summary, I had assisted Ann as her partner when she 

struggled with a specific "gameplan." I had participated in 

the planning with Ann by brainstorming and offering 

suggestions when Ann was struggling with the unit. I had 

assisted the students as they researched on the CD ROM in 

the library media center in cooperative learning groups and 

later as they searched for resources on their Presidents. 

Ann carried out most of the learning objectives with her 

students in the classroom as the students actually created 

the poster from the information that they gathered and wrote 

their individual reports. The unification of our 

pedagogical knowledge and abilities created an instructional 

environment which was more than either of us could have 

created alone. 

Ann spoke about the assistance I had given her as she 

evaluated the year. 

Ann: I really couldn't have done it without your 
help though. If I had to do it all on my own, I 
really couldn't have done that [created the 
Presidential unit]. (May 11: 205) 

Again Ann related her understanding of the relationship. 

Ann: I don't think I could have done quite as 
much. I just know I couldn't have. I just know I 
could NOT have - especially in this last unit. I 
don't think I could have done near as much, you 
know, without your support and help. Like I said, 
it's like a team teaching situation and that's a 
good thing. It's scary to think if the library 
just becomes a check out place - that's really 
limiting. (May 11 : 215) 
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Ann realized that she needed me to brace her and that she 

could not have provided the instructional environment 

without my aid. It was Ann's opinion that it is essential 

that the library media specialist provide this type of 

services for classroom teachers. 

Ann summarized the process and the specific things 

which I had done to help her as she reflected about the 

entire year. 

Ann: . . .it was that kind of back and forth, 
visiting and talking and then, you know, some of 
the things that we did in the Indian unit - all of 
the research, the help that you gave us in class -
you gave us a lot of help in terms of how to use 
the CD ROM, how to research, how to use the 
magazine guide; all of those things - none of the 
kids had had that experience before and I think 
that was really helpful. Your little notetaking 
exercise was good. . . Course all of those 
resources - bringing in - finding the materials 
that were available and helping us with those was 
valuable, was helpful - very helpful. I just know 
I couldn't have - my hours - the time I have to 
give to that kind of thing would just be limited. 
Even though I have a lot of ideas going on in my 
head, timewise it's just real hard for me to get 
that and go in and do all of that research, and so 
forth. (May 11: 206) 

Ann recognized that I had helped her create an instructional 

environment through an interactive dynamic process of 

dialogue which was more than she could have created if she 

had planned and implemented the units on her own. Ann 

spoke in May about the differences in the unit from last 

year. 

Ann: Last year was the first year that I had done 
it [research on the Presidents]. . . I don't think 
it [the unit] gave them as much enthusiasm [as 
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this year's unit]. We did a straight report. We 
researched - did a written report. . .Then they 
read their report. I think there were some 
students who really got a lot out of it and there 
were some that never did. It was just another 
assignment. . . I feel like it [the unit] has 
given personality to these people that we are 
talking about. . .1 didn't have as many having 
difficulty writing the report, this time, I felt 
like. (May 11: 199-200) 

Ann believed that I had helped her plan a unit that was more 

than she had done in the past and more beneficial for her 

present group of students. First of all, the students were 

more enthusiastic about the unit. The unit also helped the 

students see the Presidents as people not just names in a 

history book. Also, the students had an easier time writing 

a report than last year's students. Ann directly correlated 

the success of the writing experience with the collage which 

visually outlined the life of the President for the 

students. 

Ann: I really want to include that [collage] 
again next year. Cause I think, that really 
helped most of them because then they took that 
[collage] and transferred it into an outline which 
they took that same information and put it into a 
paper. (May 11: 202) 

Ann was convinced that I had helped her plan an unit that 

was more than she could have created on her own. 

Link to Literature and Theory 

The instructional environment which Ann and I created 

came into existence through the social interaction between 

two persons. Vygotsky (1960/1978) argues that it is only 

after humans come together in the social environment can 
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they truly create new ideas or activities. Vygotsky 

contends that only as humans associate with other human 

beings can problem solving occur since the higher cognitive 

operations, such as awareness, consciousness, problem 

solving and creativity require social interactions. Through 

interactions, higher mental functions are given a direction. 

These higher cognitive functions appear within social 

relationship rather than outside social relations. 

Enhancing these functions require cultivating meaningful 

social relations. 

Furthermore, as Vygotsky (1960/1981) argues, an 

activity that is able to produce these higher mental 

processes must be a socially mediated activity. A human 

being is able to make mediated relations by the utilization 

of signs. The use of the sign is the "use of some external 

means to reach some goal" (Lee, 1985). A sign is an action 

used to organize an individual's action or response and the 

environment. The use of signs is essential for developing 

an environment. A human being organizes his/her environment 

and makes changes in the environment through sign mediation 

(Leont'ev, 1981; Vygotsky, 1960/1981). 

Ann and I reflected upon what was occurring through 

dialogue and then began to order the instructional 

environment. Vygotsky (1934/1986) understands that language 

is the primary instrument which allows human beings to 

create an environment through social interaction. Vygotsky 
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(1960/1981) maintains that language is the most important 

mediating sign in human behavior. Language is a means by 

which humans can design and implement ideas. The sign is 

the medium which individuals use to influence human beings, 

either oneself or another. Essentially, humans use signs as 

a mediation devise to master the outer world and actually 

transform an environment (Vygotsky, 1960/1981). 

Also, Vygotsky (1960/1978) maintains that human beings 

can do more in collaboration with one another than when they 

are left to their own devices since in the course of social 

interaction zones of proximal development are created. The 

zone of proximal development is a term used by Vygotsky 

(1960/1978) to explain the process that is responsible for 

the development of a human being. Essentially, the zone of 

proximal development is the distance between the present 

plane of development and the possible plane of development 

of a human being when assisted by another. Vygotsky 

understands that the learner progresses from one plane of 

development to another plane through the process of the zone 

of proximal development with the assistance of other human 

beings. Within the zone, developmental functions are 

stirred and begin to work only because one human being is 

interacting with another human being. Also, humans perform 

different responsibilities while in the zone of proximal 

development since each possesses different awareness and 

diverse expertise. Therefore, Vygotsky maintains that both 
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parties are responsible for arranging the instructional 

environment, information network and learning activities 

while in their zones of proximal development. Ann utilized 

the library media specialist as a backboard, mirror, sieve, 

model lens and brace as she journeyed through her zones of 

proximal development. In essence, through social interaction 

and progression through the zones of proximal development, 

Ann and I were able to create an instructional environment 

for the fifth grade students that was more than either could 

have created in isolation. 

The collaborative model of consultation also reinforces 

Vygotsky's theory concerning creation of an instructional 

environment. The collaborative model maintains that an 

important feature of consultation is that the consultant and 

consultee share together in the process. Together Ann and I 

designed and implemented the teaching and learning 

activities for the fifth grade students. Gutkin (1986) 

defines this type of relationship as "psychological 

ownership." As owners and creators of the instructional 

environment, Ann, the teacher, and I, the library media 

specialist, were committed to mutual goals and objectives. 

Together we developed, implemented and evaluated the 

instructional environment. 

Following a collaborative model design, Ann and I also 

recognized and utilized the strengths which each brought to 

the learning environment. Hurren (1993) understands that an 
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important strength of the classroom teacher is the knowledge 

of a particular curriculum. Ann brought to the team a 

knowledge of the fifth grade social studies curriculum. 

Loertscher (1988) acknowledges that a strength of the 

library media specialist as instructional consultant, is 

that the library media specialist is trained in library 

research methods and study skills. In this research I 

brought knowledge of resources plus training in library 

media research, study skills and good communication 

techniques to the instructional team. The outcome was a 

creation of an instructional environment for the fifth grade 

students which was enhanced by combining the strengths of 

the two. 

The Growth of Persons 

According to Vygotsky (1960/1978), humans learn through 

social interactions with other human beings. All persons 

change in the course of the interactions since mental 

development is actually internalized social interaction. 

Mental development first appears on a social level and 

depends upon the external. It is later transformed to 

become internal. In other words, development first occurs 

between human beings instead of within an individual. As 

humans transform the social environment and natural world 

around them they also transform themselves and others. 
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A fundamental key to setting into motion the 

transformation process is the role of learning. Vygotsky 

(1960/1978) maintains that learning creates a zone of 

proximal development (ZPD) in a human being by stimulating 

organic processes which only begin to fully operate as a 

human being interacts with others. Although learning is not 

synonymous with development, the results of learning are 

transformational since learning arouses the developmental 

processes within the individual. Thus, learning is an 

essential aspect of the process of development even though 

the "developmental process lags behind the learning process" 

(Vygotsky, 1960/1978, p. 90). The two can not be equated and 

are never accomplished within the same moment because 

development follows learning. 

Ann's Zone of Proximal Development 

A zone of proximal development had been created in Ann 

through learning opportunities provided by academic training 

and professional workshops. Thus, learning through 

professional schooling and workshops had originally 

stimulated Ann's mental processes by providing explanations 

and organizing her beliefs concerning theory of teaching. 

Specifically, Ann had learned about cooperative grouping and 

resource-based instruction through training opportunities. 

During the school year in which I consulted with Ann as the 

library media specialist, Ann was transforming her mental 
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model of teaching which had been originally created through 

school training. 

According to Caine and Caine (1997), mental models are 

presuppositions that affect how a person conceives the world 

and the interactions with others. For educators, mental 

models undergird the everyday decisions that they make in 

the course of interacting with students. Contained within 

teachers' mental models are the beliefs which they hold 

concerning how students learn and the role of the teacher in 

learning. Ann was aware that her mental model was changing. 

Ann: I'm only in my fourth year, so I'm still 
playing around with a lot of things. Some of the 
workshops that I have attended have changed some 
of my thinking about the way things are done but 
at least I am trying to experiment to see what 
really works. (May 11: 208) 

Ann realized that she was still developing her mental model 

of teaching which had been stimulated by learning in the 

academic setting and professional workshops. 

Also, stimulating Ann's developmental processes was the 

realization that, as she began to work with her current 

fifth grade students, traditional methods and strategies did 

not seem to work. 

Ann: First of all, you know, I was confronted 
with a class that was highly kinesthetic and I 
knew that from the very beginning. Hey, I had 
different kinds of kids here that aren't going to 
respond to the same kinds of things I had done in 
the past. (December 10: 150) 

Ann realized early in the year that the group of students 

that she was teaching were "highly kinesthetic" learners and 

235 



that she needed to change her teaching because her 

traditional methods and strategies were not producing the 

enthusiasm for learning that she wanted from her students. 

Also, state testing demands began to stimulate her 

belief that she needed to change her model of teaching. 

During the fall Ann attended a workshop on administering the 

proposed social studies Texas Assessment of Academic Skills 

(T.A.A.S.). It was there that she learned that the proposed 

test would be geared toward students doing social studies 

research. Ann related to me how her realization of the 

changes affected her thinking: 

Ann: Then when I found out that they were going 
to change the T.A.A.S. [Texas Assessment of 
Academic Skills] anyway, I realized I was going to 
have to change the way I was doing things in the 
classroom. (December 10: 150) 

The institutional system had further stimulated her mental 

processes which were in a stage of transition. Ann's 

learning in an academic setting and workshops had only begun 

the transformation process. It was further stimulated by 

changes in the school and classroom environments. The 

characteristics of her class and the educational institution 

was forcing Ann to rethink and revise her model of teaching. 

The social interaction process which transpired between Ann 

and me further aided the learning process. I aided Ann as 

she developed her mental model of thinking within her zone 

of proximal development. As Vygotsky (1960/1978) maintains, 

the aid of another is essential as humans progress through 
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the zone of proximal development. Learning through 

academics and collaboration with another provided 

stimulation for the development of intricate internal 

processes which led to changes in Ann's mental model of 

teaching. Vygotsky (1960/1978) relates that this theory of 

learning contrasts the traditional belief which holds that 

the very moment an individual understands a concept, the 

developmental process is perfected. Vygotsky maintains that 

the developmental processes have only been awakened at that 

moment. What has been awakened will further develop into 

intricate internal processes in the individual's mind as the 

person continues to interact with others. 

Transformation of the Mental Model 
of Teaching 

Ann was in the process of changing her mental model of 

thinking from an emphasis on the teacher as deliverer of 

knowledge and student as receiver of knowledge to an 

emphasis on the teacher as a facilitator or provider of 

multiple sources of information for student learning. Even 

though Ann had decided to try new strategies during the year 

she did so because her mental processes had been stimulated 

and not from the fact that a new mental model had been 

cemented. Ann's mental model of teaching was being 

transformed throughout the school year in a back and forth 

process within her zone of proximal development. This 

process was aided by the social interaction of Ann with me 
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and was determined by the limits of the zone of proximal 

development which had been created. 

If mental models are indeed theories which teachers use 

at the moment, then what Ann believed about the teacher-

learner process could be observed through out the school 

year. There were signs of change in Ann's mental model of 

teaching throughout the school year. These signs are 

described in the following sections as resource-based 

learning, assessment and peer assistance. 

Resource-Based Learning 

Ann's primary sources for instruction in her teaching 

career had been assigned texts, worksheets and teacher 

lectures and discussions. Ann had begun to realize that 

students needed access to a variety of learning formats to 

aid them in the learning process when she requested the 

assistance of me, the library media specialist. Ann had 

decided to utilize resources to aid in the research process. 

Although Ann wanted to use a variety of media formats, in 

the beginning, her organization of the use of these formats 

was highly structured and teacher controlled. In the North 

American Indian unit she related: 

I have a sheet that gives them the information 
that they are going to look for, what I expect of 
them. . . They'll have that information with them 
so that will help them know what they are looking 
for and what they don't have to look for and what 
sources I want them to look for. I want them to 
look at one encyclopedia, check one book out of 
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the nonfiction and then use the computer card 
catalog. (September 27: 15) 

Ann was experimenting with her students utilizing a variety 

of resources but in the beginning the sessions were highly 

structured by Ann so that she could have control over the 

information that the students were recording. 

There was a noticeable change in the Presidential unit 

taught later in the year. By that time, Ann had recognized 

the value of giving the students more control of their 

learning and was struggling with how to go about doing that 

when she met with me to plan the unit. 

Ann: I was trying to figure out just how - my main 
question was how I was going to [structure the 
class] - whether I should give them a lot of 
information or whether we should kind of start it 
in more of a discovery kind of format. I was 
trying to decide how to actually get into that. .. 
I wanted more feedback from them as to where - the 
directions they wanted to go with it. Here is a 
broad topic but there are a lot of places that we 
can go with it and open it up but I don't know 
whether that is too nebulous for them to handle. . 
. See what I was thinking was just letting them 
decide what President that they wanted to do and 
then we would put them in group of, you know, 
[their interests]. . . That's what I was kind of 
thinking of doing - letting them decide which ones 
they had an interest for. . . I know that we 
wouldn't cover everybody but they would be 
choosing somebody that they really liked. (January 
28: 186-190) 

By the time of the Presidential unit Ann had recognized the 

need to have her students grouped according to ideas or 

meaningful questions in order that they might create 

purposeful projects through the use of a variety of media 

formats. Ann's approach to research in the Presidential 
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unit was more open-ended than it had been earlier in the 

year with an emphasis on student control of the resources. 

Ann began to move away from high teacher control to allowing 

the students to gain information through a variety of 

resources as they gained more control of their own learning. 

As Ann began to change teaching strategies, Ann's 

mental model of teaching began to change from the teacher as 

the primary source of information and the learner as 

receiver to a resource-based learning format. Resource-

based learning depicts the learner as a problem solver and 

director of his or her own learning and requires the teacher 

to become a facilitator and provider of a diversity of 

resources as the foundation for teaching (British Columbia 

Teacher-Librarians' Association, 1991). In resource-based 

learning, the student is the principal user of resources to 

expand his or her learning base and skills. 

Ann began the year by researching the South and North 

American Indians and highly structuring the students' use of 

these resources. She began to see that when the students had 

more control of the way in which they utilized resources 

that she had aided the students in beginning a journey 

toward independent learning. In May, Ann reflected over the 

changes in the way she organized the students for learning. 

Ann: Of course, the Indian unit helped us to 
focus on the research skills. I was pleased with 
that. I definitely want to do that again because 
it helped to bring in those skills as well as 
teaching the unit. It really got them involved. 
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We are still bringing in some information. . . I 
feel like that the unit is a good unit. It helped 
them to begin to learn how to teach themselves, 
how to get information on their own. They don't 
just get spoon-fed because that's how we started 
out - by being just spoon-fed and then as we got 
into the President unit I gave them a lot more 
freedom. I didn't feel like a watchdog over them. 
I let them go and do their thing. . . because I 
felt good as I monitored them. They were able, 
like I said, to take down their own notes and 
figure out what information [that they needed]. 
By this time, I could see that they were capable 
of doing that so I could just monitor. (May 11: 
203) 

Ann realized that she had begun the year with a goal of 

imparting knowledge to students and as the year progressed 

her goal changed as she assumed the role of facilitator as 

the students began to be more in charge of their own 

learning. She found that it was more satisfying for her as 

a teacher when she assumed the instructing role of 

facilitator. 

Ann began to envision her teaching job as a facilitator 

of student learning in order that her students might begin 

the process of life-long learning. As Ann assumed more of a 

facilitator role with her students and encouraged resource-

based learning she believed that she was better preparing 

her students for living than when she simply gave them 

information. 

In May, she spoke to me about her beliefs concerning 

her students as learners. 

Ann: I really want them to learn how to become 
independent learners because some day they are 
going to walk out of this door and if they don't 
know how to go about it themselves, you know, they 
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are going to stop right at that doorway. That's 
going to be it, whatever I spoon-fed them, and 
more and likely, it's not going to always stay 
with them. . . There have been times when I wasn't 
sure how to go about it [teach the students to be 
independent learners]. What I am doing is really 
working on my skill as a communicator and as a 
teacher - how to help them to become independent 
because really, like I said, that's the goal that 
I have. . . that they will become independent 
learners. (May 11: 210) 

Ann was concerned that her students be able to think for 

themselves and continue learning after they left her 

classroom. If she continued to "spoon-feed" them, she 

believed that they would not learn to be interdependent 

thinkers. Therefore, Ann understood that it was essential 

that she learn how to teach her students to become self-

reliant learners. 

Ann came to believe that using resource-based learning 

with her students would help prepare them to be independent 

learners. Ann transformed her mental model of thinking 

throughout the school year from the teacher as transmitter 

of information to an emphasis on the teacher as a 

facilitator or provider of multiple sources of information 

as the basis for resource-based student learning. 

Assessment 

Ann's approach to assessment was first based on the 

ability of students to replicate precisely what she or the 

instructional sources had presented. Ann began to change 

her mental model of teaching and her understanding of 

assessment to include other forms of assessment besides 
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paper and pencil tests. Ann began to experiment with 

different types of assessment as she provided opportunities 

for the students to present projects and information in a 

variety of ways. By the Presidential unit she had given the 

students a choice of the way in which they would provide 

information to the total class from their projects. 

Ann: I was kind of loose on this one [unit]. I 
wasn't as structured in terms of how they reported 
to the class. The main thing that I wanted them 
to do was use the poster and then they answered 
questions from [the class about] their report. 
Some of them read their reports - most of them 
didn't. Most of them looked up information from 
their report and reflected off of the poster. (May 
11 : 193) 

The students were given more freedom than in the previous 

units to report on information that their cooperative 

learning group found that was important. She also allowed 

the students to choose the way that this information was 

reported. 

Ann's emphasis on assessment shifted from using paper 

and pencil to assess surface knowledge to emphasizing the 

understanding that the students had concerning the 

Presidential unit. 

Ann: What I didn't do was have a major test over 
the Presidents themselves. We did a - basically 
what I did was an oral type quiz type thing - and 
it just kind of checked with them - after we 
finished up the unit. I had written some 
questions as we went through and then I kind of 
quizzed them in a oral thing this time. . . What I 
did was quiz the whole group. They were kind of 
taking notes and what I told them, "I'm going to 
check your memory". That's kind of how I did this 
one rather than do a written thing. I felt pretty 
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good. I really didn't take a grade but just to 
evaluate how they were remembering. We hadn't 
even gotten into this next unit and we started 
talking about things about Jackson, Jefferson and, 
so forth, and those kind of things started back 
out again. They kept bringing up information. 
(May 11: 199) 

Ann's evaluation of her students on the Presidents revolved 

around conversations with them. Ann used the conversation 

to check their recollections. The students were able to 

contribute to the conversation by recalling important facts 

and information from their reports. 

At the end of the year Ann was focusing more on what 

the students were understanding about the unit and how this 

understanding could be demonstrated to others. She had 

begun to focus on what the students could do on the basis of 

this understanding and how this knowledge could be applied 

to other units and experiences. Ann used what the students 

had learned in the Presidential unit as a foundation for 

discussions throughout the remainder of the year. The 

knowledge that the students had concerning the Presidents 

and their times undergirded the teaching and learning 

experience in the succeeding units as the classes moved 

through American history. Ann was moving from a traditional 

understanding of having students know surface social studies 

knowledge which primarily consists of memorized facts to 

having her students have an greater overall understanding of 

the people and events in history. Having a conceptual 

knowledge could lead to a greater understanding of the ideas 
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and fundamental principles which were the core of her social 

studies curriculum. 

Peer Assistance 

Ann was also transforming her mental model of teaching 

from a two-way strategy of imparting knowledge from the 

textbook, worksheet or teacher to the student in a linear 

manner to an emphasis on peer assisted instruction. Ann had 

attended several workshops during the previous year on 

cooperative learning groups and asked me to assist her by 

helping the students in research as she experimented with 

cooperative learning grouping. As Ann began to emphasize 

this particular method of teaching she included preplanned 

opportunities for student interaction and exploration. 

Ann: I had them confer with one another, 
continuously, you know. Is this information that 
we want to put on the poster? Is this information 
that we want to include in our report? Is this 
helpful or is this just extra fluff? They were 
monitoring one another in the group setting, too. 
I thought that was good. (May 11: 204) 

The students were given opportunities to assist one another 

in the learning process. Within their cooperative learning 

groups they were able to confer with each other concerning 

their research. 

Ann: I felt like it just reinforced them and gave 
them an opportunity to do their own learning, more 
or less, on their own, at least in a group 
setting. They still had each other that they were 
working with. (May 11: 204) 
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The students supported each other and thus were able to rely 

on each other as they went about their own learning. 

Ann also believed that within the cooperative group 

format that the students taught the rest of the class by 

reporting in a variety of ways. Ann relayed this 

understanding to me as she talked about the Presidential 

unit. 

Ann: They were able to input into class and it was 
good for them to be kind of the resident expert on 
this person. I think we will see more of that 
when we finish going through history. (May 11: 
195) 

Each cooperative group became a resource for the rest of the 

students as they shared with others the information that 

they had gained through the research on the President. This 

information provided the basis for discussion during class 

sessions. 

As the groups shared their knowledge on a particular 

President, the enthusiasm was registered throughout the 

class. 

Ann: You know when they gave their reports, and so 
forth, it was amazing - of course they took notes 
and they were accountable for that information, 
but it was amazing how they got into that - how 
each group shared the information the others got 
into it. (May 11: 217) 

Ann was surprised at the interest that was stirred in her 

classroom when each group shared their projects and reports. 

The students showed enthusiasm in a way that she did not 

expect. 
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Also, Ann and I reflected on how their teaming 

relationship affected the way the students saw their peer 

interactions. 

Ann: They've [the students have] enjoyed the units 
but I think they have enjoyed the give and take 
that we have - when we've been in the classroom 
together - when we've been in the L.M.C. [library 
media center]. We haven't been in competition or 
one leading the other, or something like that. 
And I think that the kids have enjoyed it and 
maybe that's picked up on in group. 

Library media specialist: Do you think we were 
modeling what they were supposed to be doing in 
group? 

Ann: . . . I was wondering if some of that might 
have been communicated in a way that it should 
work . . . You know how adults work with one 
another is also how children can work with one 
another (May 11: 217) 

Ann and I concluded that we had modeled to the students ways 

in which persons should work together. The students could 

see through the interaction between Ann and me that adults 

can cooperate and support each other. Ann and I modeled 

this concept for the students as a example of the way that 

students could work together. 

Ann concluded that as the students worked together and 

shared ideas about the units that they were growing and 

maturing as individuals. She compared the students' growth 

process to the universal process which occurs as humans 

interact with other human beings. 

Ann: You can't help but to grow when you are 
sharing ideas, whether it be student to student or 
teacher to teacher. If you share, you grow (May 
11: 209) 
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Ann recognized that humans grow developmentally as they 

interact with others in culture. As she was providing peer 

teaching opportunities in the form of cooperative learning 

groups, Ann was assisting the students in learning as they 

shared and supported one another. 

Summary of Growth of Ann 

Ann's mental model of teaching was transforming 

throughout the school year as she interacted with me. Even 

though Ann continued to use a delivery model of teaching at 

times, she primarily saw her role as a teacher as shifting 

from a transmitter of knowledge to a facilitator. 

Ann: Like I said again, with the Presidential 
report, it could have been - I could really see 
the difference in what I did last year and what 
happened this year. . . I knew how I had done it 
before and it was ok but I knew it had lost some 
of the kids and particularly, for that third group 
of kiddoes, I knew how hands-on and how visual 
they were that we needed something more. (May 11: 
207) 

When the year began, Ann was trying new strategies with my 

aid because of her interests in learning new modes of doing 

things. By the end of the year, Ann was utilizing new 

strategies from the point of view of a transforming world 

view, her mental model of teaching. 

Often educators are not consciously cognizant of their 

own mental models of teaching or the significance their 

models have on their teaching strategies. Even though Ann 

had decided to try new strategies, she did so in the 
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beginning from the point of view of her current mental model 

of thinking, from a teacher control mentality. By the end 

of the school year, Ann was utilizing resource-based 

learning, different types of assessment and peer assisted 

instruction because her mental model of teaching was 

changing from the teacher as controller of information to 

the student as active director of learning. 

The Library Media Specialist's Zone 

A zone of proximal development had also been created in 

me through academic training, professional workshops and 

professional experiences. Learning had originally 

stimulated my mental processes by organizing my thinking. 

During the school year in which I consulted with Ann, I was 

transforming my mental model of thinking concerning 

consultation which had been originally created through 

academics and experience. I was able to refine team 

teaching strategies and develop skills as a consultant. This 

transformation continued throughout the school year and 

during the research process. Even though I did not collect 

data concerning this transformation, I recognized that it 

did indeed occur as I interacted with Ann. 

Link to Literature and Theory 

Gallessich's (1985) collaborative model of consultation 

centers around the belief that as consultants work with 

consultees that consultees will grow cognitively. This 
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understanding of the meaning of consultation echos the work 

of Vygotsky (1960/1981) and his theory of cognitive 

development. Humans actually transform through interaction 

with others in the social environment. Vygotsky (1960/1978) 

concludes that in order for transformation of an individual 

to occur that a zone of proximal development must be created 

in the individual. The individual progresses through the 

zone with the assistance of another human being. 

Following this understanding of cognitive development, 

it is evident that teachers have ZPDs which require the 

assistance of others. Ann had had her intellectual 

processes awakened by academic training and workshop 

courses. She had been provided training on cooperative 

learning groups and resource-based learning, yet she lacked 

the confidence needed to experiment in her classroom. I 

gave her the support she needed to try new ideas with her 

students. The workshops had been useful for introducing the 

new concepts but only when she interacted with me was she 

able to transform her models of teaching by progressing 

through her zone of proximal development. 

In essence Ann's developmental processes had only been 

awakened by the workshops and were in the process of 

maturing. Instruction through school training had created a 

zone of proximal development. Vygotsky (1960/1978) 

understands that instruction stimulates a string of 

operations that are responsible for the developmental 
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process, but it is only when a human being interacts with 

another that the human can be assisted through the zone. 

Ann's zone had been created through academic training, but 

only as she interacted with me was she aided through the 

zone of proximal development. Cognitive development first 

appeared as external interactions as Ann interacted with me 

within the instructional environment. It was later 

transformed internally. Development first occurred as 

social interaction between Ann and me and only later was 

internalized by Ann as she progressed through the zone of 

proximal development. 

Summary of Chapter IV 

This chapter has depicted the results of the research 

conducted during a year-long study of a classroom teacher as 

she consulted with a library media specialist. The 

developmental theory of Lev Semenovich Vygotsky provided the 

framework for understanding library media instructional 

consultation in this research. 

Chapter IV has depicted three growth areas: 

relationship, environment and persons. First of all, the 

research between Ann, a classroom teacher, and me, the 

library media specialist, was depicted as a social 

relationship since the classroom teacher and library media 

specialist created a collaborative culture. The 

relationship was of a voluntary nature in which both parties 
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agreed to participate. Each person retained authority over 

her own environment and the decision whether to participate 

in the relationship. Also, within the social relationship, 

a climate of mutual trust was created. 

Because mutual trust was created within the social 

relationship, consultation by me with the classroom teacher 

was made possible. Once mutual trust had been established, 

the two team members were able to assess instructional 

problems, devise solutions and implement alternatives 

together as peers thus ending teacher isolation. This 

relationship was the foundation for creating an 

instructional environment for the students in Ann's 

classrooms which was more than either could have created 

alone. 

The environment which was created was based upon a 

structure composed of a library media specialist, the 

consultant, a classroom teacher, the consultee, and the 

fifth grade students, the clients. The teacher and I shared 

in the teaching and learning process with the fifth grade 

students. Each educator was personally involved, 

emotionally and intellectually, since each had a stake in 

the proceedings. Each person contributed to the learning 

experience and the outcome was enhanced by the combination 

of the two. The partners utilized the strengths of their 

positions as professionals in the educational setting. Ann, 

the classroom teacher, brought experience with the fifth 
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grade social studies curriculum and fifth grade students. I, 

the library media specialist, brought knowledge concerning 

library media resources as well as their use within 

curriculum. I also brought understanding of library 

research, study skills and good communication techniques. 

Both team members recognized that each had important skills 

that would be essential for structuring the instructional 

environment. 

Ann utilized me as a backboard, mirror, sieve, model, 

lens and brace in order to create an instructional 

environment that was more than she could have created on her 

own. The trusting relationship that had been developed 

produced a creative interactional process between the two 

professionals which enabled us to solve problems together 

that neither could have solved on our own. Each partner, 

although possessing diverse pedagogical expertise, generated 

solutions together for the instructional environment. 

Ann saw me as the backboard who gave her the support 

she needed, the behind the scenes strength which anchored 

her program. Also, as a mirror, I could reflect to Ann a 

true picture of what was occurring as Ann worked with her 

students. Ann was able to sift through her ideas because 

as a sieve, I provided the medium in order for her to 

examine, scrutinize, and question her ideas about the 

instructional strategies that she was utilizing with her 

students. Ann realized that I had served as a model for her 
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and thus had stimulated changes in the way Ann taught her 

students and changes in the instructional environment. As a 

lens, I had helped Ann remain focused on the characteristics 

of Ann's present class and to bring together the successes 

of the previous units. Because Ann remained focused upon 

the present class with the aid of the lens, Ann could see 

more clearly the direction that she needed to go with her 

present fifth grade students. Also, I served as a brace 

during these times when Ann was uncertain about utilizing 

cooperative learning grouping with her students. Ann used 

me as a brace to reinforce her in those moments when Ann was 

taking risks as a teacher. Ann recognized that I had 

helped her create an instructional environment through an 

interactive dynamic process of dialogue which was more than 

she could have created if she had planned and implemented 

the units on her own. 

Throughout the school year, Ann was transforming her 

mental model of thinking from an emphasis of the teacher as 

deliverer of knowledge to an emphasis on the teacher as a 

facilitator for student learning. This was evident as Ann 

grew in her knowledge and implementation of resource-based 

learning, student assessment and peer assisted instruction. 
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CHAPTER V 

CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 

This research focuses on the perspective of a classroom 

teacher concerning instructional consultation as she 

collaborated with a library media specialist. The purpose 

of Chapter V is to (1) briefly summarize the study; 

(2) present conclusions; (3) draw implications from the 

findings; (4) emphasize the significance of the research 

(5) offer recommendations; and (6) propose questions for 

further research. 

Summary 

The literature review concerning instructional 

consultation uncovered these themes: surveys of library 

media specialists who practice instructional consultation, 

expectations of educators concerning instructional 

consultation, and the impact of professional training and 

human relation skills of the library media specialists. The 

research of the 1990s indicates that instructional 

consultation is still evolving in the public schools' 

setting. Even though most library media specialists lack a 

vision concerning instructional consultation, many educators 

do recognize the need for collaboration between teachers and 

library media specialists. Research also indicates that 

excellent academic public schools have library media 
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specialists who do indeed practice consultation with 

teachers. 

The literature review indicates that the library media 

community has yet to provide significant research on or a 

theoretical foundation for instructional consultation. I 

hope to rectify at least the latter through my study in 

which I applied Vygotsky's learning and developmental theory 

to empirical research in order to gain an understanding of 

library media instructional consultation. 

In order to understand instructional consultation from 

the vantage point of the teaching partner, I studied the 

perceptions of a classroom teacher. An understanding of a 

teacher's perceptions was made possible because of a year 

long collaborative relationship between a teacher and a 

library media specialist. The following questions directed 

the research: (1) What are the perceptions of a fifth grade 

teacher concerning the library media specialist as an 

instructional consultant? and (2) What meanings does the 

fifth grade teacher assign to the interactions which occur 

when the teacher consulted with the library media 

specialist? 

During this year, I used participant observation to 

collect data on the instructional consultation process as I 

interacted with the classroom teacher in the library media 

center and in the fifth grade classroom. I also interviewed 

the teacher and her students throughout the school year. At 
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the end of the year-long study, I interviewed the teacher 

intensively and in-depth by using a general interview guide 

so that the teacher could talk openly about her perceptions 

on the year-long instructional consultation. 

The entire research design and implementation was 

grounded in the theory of cognitive development and learning 

developed by Lev Semenovich Vygotsky. Vygotsky's 

understanding of cognitive development emphasizes two 

qualitatively different but interlocking elements: the 

social environment and the innate individual. Vygotsky 

maintains that within the social environment individuals 

essentially become human beings since the social environment 

and cognitive development actually produce each other. My 

research extends Vygotsky's theory and contributes to an 

understanding of the nature of adult learning. 

I also utilized Vygotsky's understandings of learning 

and development in reviewing three models of consultation 

discussed in the literature: the clinical model, the 

consultee-centered model and collaborative model. As I 

searched library media literature, I applied these models to 

the library media community's understanding of instructional 

consultation found in prescriptive literature. 

I utilized a modified constant comparative method of 

data analysis to compare data from participant observation 

fieldnotes and audiotaped interviews. Conclusions are 

presented in the following section. 
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Conclusions 

The intent of this research was to gain an 

understanding of the perceptions of a fifth grade teacher 

concerning the library media specialist as an instructional 

consultant. I also sought to understand the meanings the 

fifth grade teacher assigned to the interactions which 

occurred when the teacher consulted with the library media 

specialist. 

The teacher perceived the consultative relationship 

with the library media specialist in terms of a social 

relationship in which a collaborative culture was created. 

Through the collaborative culture, a partnership evolved 

which allowed the teacher and the library media specialist 

to create an instructional environment for the students 

which was more than either could have created alone. The 

teacher spoke in metaphoric terms to describe her 

understanding of the interactions which occurred when she 

consulted with library media specialist. She compared the 

library media specialist to a backboard, mirror, sieve, 

model, lens and brace to explain her understandings of 

instructional consultation. The teacher also understood 

that within the social relationship that she grew 

cognitively as she interacted with the library media 

specialist. 

Three conclusions, which will be discussed in the 

following section, were drawn from the findings: 
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(1) a relationship was created and continued to change and 

grow (2) the instructional environment did change; and 

(3) persons did grow. 

A Relationship Did Grow 

As related in the research findings, the library media 

specialist, as she performed the role of instructional 

consultant, did interact within a social relationship with a 

classroom teacher. This social relationship was the basis 

for a collaborative culture. The social relationship 

continued to change and redefine itself as the two persons 

defined this relationship. The key element in the 

relationship, which allowed change and growth, was the 

development of mutual trust which ultimately provided the 

foundation of instructional consultation. 

The Instructional Environment Did 

Change 

The research findings show that the instructional 

environment in the classroom and library media center was 

changed when the library media specialist consulted with a 

classroom teacher. As the library media specialist and 

classroom teacher interacted socially in the environment, 

they began to re-order the environment around them. The 

primary instrument which allowed the re-ordering to come 

about was dialogue. The classroom teacher and the library 

media specialist reflected upon what was occurring through 
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dialogue and then became directed as they planned for the 

fifth grade social studies instruction. Vygotsky 

(1960/1978) argues that it is only after humans come 

together in the social environment can they truly create new 

ideas or activities. Vygotsky contends that only as humans 

associate with other human beings can problem solving occur 

since the higher cognitive operations, such as awareness, 

consciousness, problem solving and creativity require social 

interactions. Through interactions, higher mental functions 

are given a direction. These higher cognitive functions 

appear within social relationship rather than outside social 

relations. Enhancing these functions require cultivating 

meaningful social relations. Through their interactions the 

two partners utilized the higher mental functions of 

cognitive development and thus were able to change the 

instructional environment. Specifically, the environment 

changed from one where the teacher imparted the knowledge to 

students to an environment where the teacher facilitated 

student learning. The changed environment revolved around 

resource-based learning and peer assisted instruction. 

The environment changed because of the collaborative 

interaction process as the classroom teacher utilized the 

library media specialist. The teacher used the library 

media specialist in many ways. First of all, the teacher 

used the library media specialist as a support which 

anchored her instruction. The library media specialist 
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collected and organized resources, helped meet individual 

student needs, taught for Ann when she was attending a 

workshop, displayed exhibits in the library media center, 

plus encouraged Ann to respect her own wisdom. 

The classroom teacher also trusted the library media 

specialist to give her an accurate picture of what had 

occurred while the team was working with the children. The 

library media specialist also helped the classroom teacher 

examine her ideas in order that she could study their 

significance for the instructional environment. The library 

media specialist also served as a model for the classroom 

teacher, thus the teacher was able to apply the modeled 

behavior in other situations. 

The classroom teacher also was helped by the library 

media specialist in order to see her ideas more clearly. In 

this way she could perfect them as she instructed her fifth 

grade students. The teacher also was braced by the library 

media specialist as she journeyed through her zones of 

proximal development. She specifically utilized the library 

media specialist as a brace to strengthen her during times 

when she was being a risktaker as she practiced new teaching 

strategies and techniques. 

The teacher and library media specialist accomplished 

more in collaboration with one another than when they had 

been left to their own devices since in the course of their 

social interaction zones of proximal development were 
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created. At the same time they each performed different 

responsibilities while in their zones of proximal 

development since each possessed different expertise. 

Through social interaction and progression through the 

zones of proximal development, the classroom teacher and the 

library media specialist were able to create an 

instructional environment for the fifth grade students that 

was more than either had created in isolation. The library 

media specialist, as a consultant, and the classroom 

teacher, as a consultee, shared together in the 

instructional process. Together they designed and 

implemented the teaching and learning activities for the 

fifth grade students. They were committed to mutual goals 

and objectives. They recognized and utilized the strengths 

which each brought to the learning environment. The outcome 

was a creation of an instructional environment for the fifth 

grade students which was enhanced by combining the strengths 

of the two. 

Persons Did Grow 

The research findings show that adults cognitively 

develop and grow through interaction with others in their 

social environment. The classroom teacher and the library 

media specialist did grow during the course of the year that 

they spent together. Zones of proximal development were 

created in each individual person through interactions 
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within the social environment. Each individual progressed 

through their zones of proximal development with the 

assistance of the other. The two had different professional 

competencies and each assisted the other in areas of 

cognitive development. The findings show that through the 

interaction process, development was reciprocal and thus 

shared assistance occurred. 

Specifically, the findings show that the classroom 

teacher transformed her mental model of teaching by 

consulting with the library media specialist. Her 

intellectual processes had been awakened by academic 

training and workshop courses. This instruction had been 

useful for introducing some new concepts to her but only 

when she interacted with the library media specialist was 

she able to progress through her zones of proximal 

development. Her developmental processes had only been 

awakened by the workshops and thus were in the process of 

maturing. Cognitive development first appeared as external 

interactions as the classroom teacher interacted with 

another educator within the instructional environment. Only 

later could the development be internalized by the teacher 

as she progressed through zones of proximal development. 

Instructional consultation by the library media specialist 

was the means whereby the classroom teacher could progress 

through her zones of proximal development and grow in 

cognitive development. 
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Implications 

Four implications are now presented which are the 

results of these conclusions: (1) isolation between 

educators will be ended; (2) transforming relationships will 

be established; (3) environments will change; and 

(4) persons will be transformed. 

Isolation Between Educators Will Be Ended 

Although historically schools have isolated 

professionals and not encouraged collaborative relationships 

to develop, in order for a collaborative relationship to 

occur, professionals must first of all risk breaking away 

from isolated environments. Schools typically recruit 

teachers for a certain classroom or position and once hired 

teachers are expected to establish an instructional 

environment for their students usually by themselves. 

Teachers generally plan alone, teach out of the sight and 

hearing of other professionals and struggle with the 

challenges they meet in isolation. Even if meetings do 

occur between professionals, most of their discussions 

certain around organizational demands, such as scheduling 

and planning for special events. If indeed educational 

professionals meet to plan or implement curriculum it is the 

exception not the rule. Essentially, educators in the public 

schools often are colleagues in name only as they remain in 

isolated work areas. 
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It was essential that the classroom teacher and the 

library media specialist be thoroughly committed to enter 

into a collaborative relationship by breaking out of their 

isolated environments. The social relationship between the 

library media specialist and the classroom teacher in this 

research began with an announcement by the library media 

specialist that she was willing to enter into a 

collaborative relationship. But only when the fifth grade 

social studies teacher communicated her intent to team with 

the library media specialist was the collaborative 

relationship possible. The teacher and the library media 

specialist had overcome the barrier of teaching within their 

professional isolated work environments and were committed 

to establishing a collaborative relationship. Their 

relationship is an example of how professional isolation can 

be ended in the public schools. 

Transforming Relationships Will Be 

Established 

The library media specialist understood that once a 

commitment had been made that, in order for the two to 

become a team, trust had to be established and maintained 

throughout the relationship. Educational professionals 

traditionally interact with each other in informal ways, 

such as in the staff lounge or in teacher meetings. Seldom 

do they look to each other for the kind of support which is 

found in a collaborative relationship. Rarely do they 
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interact for the purpose of fulfilling their main role as an 

instructor within their own specific environment. 

However, unless professional educators commit to a 

collaborative relationship, they are unlikely to enter into 

discussions concerning their philosophy of teaching and how 

this is implemented in their own classroom strategies and 

techniques. Only when a collaborative culture is created 

can two professionals form a trusting relationship which 

allows for this intimate sharing of beliefs and concerns. 

This kind of relationship starts as two individuals begin to 

trust and support each other as they work together. What 

occurred within the relationship between the classroom 

teacher and library media specialist in this research was 

establishment of a safe place to speak about uncertainties 

and receive feedback necessary to follow through with new 

strategies and techniques. 

The library media specialist was attuned to the reality 

that trust had to be established in the relationship in 

order for the a team effort to be established. Therefore, 

the library media specialist utilized good communication 

techniques to make certain that a team relationship was 

established. These included open inquiry, reflecting 

feelings, and reflecting content to indicate to the teacher 

that the library media specialist was interested in her as a 

person and was understanding the purposes which she, as the 

classroom teacher, had envisioned for the units with her 
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students. Communication with one another was essential for 

establishing a trustworthy relationship. 

Trust is the key to enabling professionals to work 

together. Trust is created through close interactions, 

distinctly and concretely in each exchange, no matter how 

small the interaction. Within the trusting relationship 

includes the risks of perhaps looking ignorant or inept to 

the other team member. In the end when trust is established 

each becomes committed to sharing in the obligations 

necessary when working with students. 

Environments Will Change 

As the two educational professionals came together to 

assist each other in teaching the fifth grade students, the 

instructional environment was transformed. The team members 

capitalized on the strengths which each brought to the 

collaborative relationship. They took joint responsibility 

for the fifth grade students and ultimately reduced the 

individual burden for planning and preparation which 

typically would fall on the fifth grade teacher. Their 

collective efforts generated quality solutions to challenges 

presented in a fifth grade social studies' classroom. The 

result was instruction that likely would not have been 

implemented as single individuals. 

Within the collaborative environment established 

between the library media specialist and classroom teacher, 
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each acquired and developed skills through their collective 

analysis, evaluation and experimentation with new teaching 

strategies. This collaborative atmosphere was unlike more 

traditional school environments where educators understand 

that they alone are responsible for running their 

classrooms. In the traditional school setting seeking advice 

might imply a lack of teaching competence. In the 

collaborative setting created by the library media 

specialist and fifth grade teacher, both came to believe 

that help from the team member was necessary in order to 

create a conducive instructional environment for the fifth 

grade students. Each team member believed that the ideas 

that were generated in their collaborative settings gave 

rise to classroom experimentation with innovative teaching 

methods, teaching successes and ultimately to emotional 

benefits. They saw the year long relationship together as 

fun. Their enthusiasm for teaching had been sustained 

through support from a colleague as they learned and applied 

new ideas. In the end they celebrated their accomplishments 

as educators and left a model for other educators to follow 

as they search for ways to transform instructional 

environments. 

Persons Will Be Transformed 

As the educational institution has been thrust into 

reform, reformers have called for better pay, higher 
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standards and generally more training for educator. 

Although, inservice opportunities and workshops are provided 

as training events for educators, seldom does the 

educational institution provide for on-going learning 

opportunities. Perhaps a new understanding to provide a 

basis for change within the institution is needed to enable 

growth of teachers to take place within the public schools. 

Grounded in the theory of Vygotsky, I understood that 

in order to uncover the perceptions of the classroom teacher 

concerning growth as a teacher that I must first come to 

understand the social relationship which existed between the 

library media specialist and teacher. As maintained by 

Vygotsky (1960/1981), understanding of the social 

relationship is essential for it is within the social 

relationship that humans actively transform themselves 

cognitively. Cognitive functions appear twice, once on the 

interpsychological plane between persons and then on the 

intrapsychological plane, within a person. Vygotsky 

(1960/1981) maintains that it is within the very nature of 

social interaction that cognitive functions are created. It 

is the social interactions between persons that enables 

persons to assist each other in cognitive development 

through each individual's zone of proximal development. 

Within the process, interactions which occur first socially 

become internalized within each individual as cognitive 

change. 
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Specifically, the fifth grade teacher transformed her 

model of teaching throughout the year because she interacted 

with the library media specialist. She changed her mental 

model from an emphasis on .the teacher as the transmitter of 

knowledge to the realization that the teacher is a 

facilitator of knowledge. The library media specialist 

assisted the classroom teacher as she experimented with 

resource-based learning and peer assisted methods with the 

fifth grade students. She also tried out new ways of 

assessing learning of her students. 

As a library media specialist assists a classroom 

teacher, the teacher will grow and change developmentally in 

the course of the interaction. The library media specialist 

can provide on-going learning endeavors for classroom 

teachers in the public schools where educators will be 

developmentally transformed through social interaction with 

another human being. 

Significance 

This research has both practical and theoretical 

significance: (1) this research can enlighten the 

educational institution to the significance of promoting 

collaborative cultures for educators; (2) the research can 

be an example for library media specialist and classroom 

teachers in the field of how a collaborative relationship 

can be established and cultivated; and (3) this research can 
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provide a theoretical foundation to guide practice of 

instructional consultation and knowledge concerning adult 

learning. 

Promote Collaborative Opportunities 

This research can inform educational institutions of 

the importance of advancing collaboration among educators. 

Traditionally educational institutions, such as K-12 

schools, have provided inadequate structure for training 

educators once they have been employed. Most school 

districts plan for a limited number of days when the staff 

spends time in inservice or attends workshops. There is a 

need for the educational institution to seriously promote 

and provide opportunities for interaction with other 

educational professionals on a regular basis so that 

educators can be engaged in the continuous process of 

learning. 

This study will assist those persons who are 

responsible for teacher training in the public schools by 

providing insights into how teachers can assist each other 

in continuous learning opportunities. Teachers would feel 

less isolated, become more self-confident, and ultimately 

more accomplished in the classroom. In the end they would 

be more inclined to continue in the teaching profession. 

There would ultimately be less staff turnover and burnout 

among teachers. 
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Example for Educators in the Field 

The research can serve as an model for library media 

specialist and classroom teachers in the field. The 

research depicts how a collaborative relationship can be 

established and encouraged to grow. It can serve as 

encouragement to classroom teachers as they look for support 

that is needed from another educator in order to break out 

of their isolated work environments. 

The research can also be a model for the library media 

specialists in the field as they team with classroom 

teachers. The research can reassure educators that it is 

indeed possible to have a transforming relationship with 

another educator. Educators will be able to see that they 

could capitalize on one another's strengths and to assist 

each other as they take risks as educators. The study is an 

example to others of how collaborative work provides a means 

for educators to learn innovative techniques, practice new 

strategies and ultimately grow as individuals. The research 

points to the idea that every educational institution should 

consider that one of the duties of each individual should be 

to assist the performance of other persons. 

Provide a Theoretical Foundation 

This research also has theoretical implications for the 

library media community as it searches for a theoretical 

base to guide practice in the field. Library media 

literature offers little to practitioners about the theory 
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base for specific mechanisms of a collegial relationship 

between a library media specialist and classroom teachers. 

The research findings conclude that library media 

specialists as an instructional consultant can provide 

assistance to classroom teachers through their zones of 

proximal development. As with students, teachers need 

assistance as they develop and learn. Workshops and 

professional training are not enough to assist teachers to 

develop new patterns of teaching. Schools must provide 

assistance in the form of adults who can provide the support 

and modeling that is needed as teachers progress through 

their ZPDs. 

Also, the research does extend the theory of Vygotsky 

to include how adults learn and develop. Much work is 

needed in the area of understanding adult learning. The 

findings in the research conclude that each adult was in the 

process of cognitive change and that each assisted the other 

as she progressed through her own zones of proximal 

development. The research concentrated on the growth of the 

teacher although it was acknowledged that both adults grew 

within the social relationship. 

Recommendations 

Although the library media community has proclaimed 

that instructional consultation by the library media 

specialist is essential, research reveals the concept of 
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instructional consultation is still evolving in the public 

schools. I propose several recommendations to educators in 

order that they might achieve the goals of instructional 

consultation. 

Educators must change their attitudes concerning the 

role of the library media specialist and become open to a 

library media collaborative model of instructional 

consultation. In my opinion, this process begins with 

library media specialists. My first recommendation is to 

library media specialists: assume a proactive role within 

the public schools. That means changing your work habits: 

stop majoring in minors, such as clerical duties, or 

teaching research in isolation and begin working with 

curriculum units and teachers the majority of the time. 

This process begins slowly as you advertise to teachers and 

administrators your priorities and recruit a few teachers 

who are open to collaboration. As you work with the 

recruits, others will join the team since you have laid the 

groundwork for future collaborative interactions. 

The second recommendation to library media specialists 

is in the area of personal relationships and the specifics 

of consultation: become an expert in listening to others and 

meeting other educators at their levels of cognitive 

development. You should interact with others depending upon 

their level of understandings and zones of proximal 

development; don't expect every interaction with another 
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educator to go according to your expectations of 

consultation. Educators you work with will have their own 

needs and expectations. At times you will perform support 

behind the scenes while at others you will plan a unit with 

a teacher from start to finish. Remember, developing trust 

is the key to establishing a relationship so that the 

relationship can continue to grow and develop. Only then 

can you become truly an instructional consultant with 

teachers. 

My fourth recommendation is for teachers. Risk 

breaking out of your isolated teaching environments to work 

with library media specialists. You can begin that process 

by talking about the nature of teaching with your library 

media specialist and requesting help with resources. This 

is a good way to make the teaching profession less solitary 

and to begin to build a social relationship which can prove 

rewarding and fun. 

I also recommend that once library media specialists 

and teachers have participated in successful collaborative 

experiences that they share them with others. This can take 

the form of displays in the library media center, 

newsletters from the library media specialist or actual 

inservice opportunities. It is important that the library 

media specialist and the classroom teacher show others their 

successes in order that these successes become examples 

which others can look to for ideas. 
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My sixth recommendation is to administrators and school 

boards: you must support the very ideals of the 

instructional consultant through the school structure and 

monetary allocations. This means that you must structure 

time for teaming within the school setting by providing 

support personnel to professionals and reward professionals 

who team with stipends in addition to regular salary. You 

must schedule inservice opportunities for sharing of 

successes. In this manner, collaborative cultures can 

become a way of life for school personnel. 

Questions for Further Research 

The research has sought to uncover the perspectives of 

a fifth grade teacher working with a library media 

specialist. Further research in the area of instructional 

consultant is encouraged. 

This research was centered around a teacher in an 

elementary school, therefore suggestions for further work 

would be to explore library media specialists as they team 

with other teachers who are members of other age schools: 

middle school, high school or younger elementary. 

1 . What are the perceptions of other teachers as they 

work with library media specialist? 

Since the teacher was a junior member of the 

profession, further research could concentrate on senior 

teachers. 
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2. What would senior teachers gain from collaboration? 

The year long study occurred in the teacher's first 

year as a departmentalized teacher. 

3. What are the perceptions of a teacher in a self-

contained classroom. 

Other questions for research: 

4. What would be incentives for educators in order for 

educators to collaborate together? 

5. What would be the collaborative constraints within 

and outside the school system? 

6. How do organizational structures help or hinder a 

collaborate structure? 

7. How would an emphasis on collaboration among 

educators change the entire structure of the school setting? 

8. How would a changing structure impact the educators 

involved within the system? 

9. What is the role of the administrator when a teacher 

consults with the library media specialist? 

Further research could also concentrate on the 

perspectives of the library media specialist as 

instructional consultant since this research focused upon 

the teacher. 

10. What dynamics are in play within a school system to 

foster or hinder the process for library media specialists 

as they seek to team with other professionals? 
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11. What are the incentives or constraints for the 

library media specialist? 

12. What courses are necessary for library media 

specialists as instructional consultants as they prepare for 

the library media field? 

13. What training is necessary for library media 

specialists already in the field? 

14. How would library media professionals react to 

change? 

15. What would be the long-term effects of 

collaboration on career commitment for library media 

specialists? 

Also, research centered upon the student needs to be 

undertaken: 

16. How does collaboration among adults impact 

students? 

17. What are the perceptions of students when adults 

team to work? 

18. How does collaboration among adults foster student 

learning? 

Further research is needed to study how adults learn. 

Vygotsky's work centered upon children, therefore much is 

needed to extend his work to adults. Specifically, research 

is needed in the area of how an adult goes through the stage 

of internalization. 
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19. What is involved for adults in the process of 

internalization? 

20. How can adults be taught to assist others through 

the process? 

21 . When does learning in adults become automatized as 

cognitive learning? 

Concluding Comments 

These research findings point to instructional 

consultation as an essential collaborative role for the 

library media specialist. As the educational institution 

fosters reform, great care should be taken to address the 

need for collaborative cultures. Educational institutions 

should foster collaborative cultures so that professionals 

can come together and break the isolation of their own 

individual professional environments. If schedules and 

staff assignments are not conducive to cooperation among 

staff members then collaborative cultures will not occur 

even if the professionals are willing to participate. The 

institution can nourish or negate collaboration by the 

structure which it sets in place. In order for a 

collaborative climate to grow, the educational institution 

must be willing to provide opportunities and value 

cooperation among staff members. 

If the philosophy of the educational institution is to 

foster collaborative structures then educators must have the 
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time to meet with others to collaborate. This means that 

the belief that the real task of teaching occurs with 

students and that the preparation and planning is so 

unimportant that educators are given minimal time for it 

must be revamped in the public schools. The educational 

institution must provide opportunities for educators to plan 

with others. This means adjusting the time schedules of 

most educators to provide for joint sharing and planning. 

This includes classroom teachers and library media 

specialist. Collaborative climates are a must in the public 

schools. Library media specialists who provide 

instructional consultation with teachers can become an 

integral force within the school structure as they assist 

classroom teachers with cognitive development and learning. 
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