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Abstract

The purpose of the research is to study the evolving role of the school library
and information centre (SLIC) in primary and secondary education in digital Europe, not
only in countries where schools have reached an advanced stage of usage of digital
technology in education, but also in less advanced schools. This international research
provides a bridge between two different disciplines — Comparative Education
(Sociology) and Library and Information Science (LIS) — and attempts to provide
information to both the educational and library communities throughout Europe
regarding the role which SLICs play in the emerging educational global landscape and
to determine whether or not these traditional, digital or virtual SLICs, and the work of
the school librarian and information specialist, influence the quality of education and
improve children’s learning outcomes at different levels.

First of all, the study examines a sub-matrix known as the KILM (Kalsbeek
Information Literacy Matrix), which was developed as part of an educational matrix
between 1997 and 2008 at the Kalsbeek College in Woerden, the Netherlands. The
educational matrix attempts to introduce and implement educational reforms, ICT
(Information and Communication Technologies) usage, educational technology and
new forms of learning throughout the school in a orderly fashion while maintaining a
high level of educational quality. This sub-matrix (KILM) identifies the role of the SLIC
during the application of the educational matrix.

The study then looks at success criteria which became apparent during the
application of the sub-matrix and asks whether or not it would be possible to apply
similar strategies to other schools libraries and information centres, firstly at Dutch
national level and then in school libraries throughout Europe. The staffing, facilities
and conditions in school libraries and information centres which were studied vary
greatly, however, thanks to the willingness of teachers, school librarians and (school)
library associations to share information and data, it has become possible to identify

common problems and present some solutions.
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Preface

This international research attempts to review the impact of the school library
and information centre (SLIC) and the person who works in this place - the school
librarian and information specialist - on the quality of education at local, Dutch national
and European level. Since definitions of these terms often vary from country to country
and sometimes even from school to school, it has been most important to clearly define
what the school library and information centre (SLIC) actually is, and how it is staffed
(discussed in detail in Chapter 3, page 27 and page 33). The use of the terms ‘school
library’ and ‘school librarian’ in some local, national and international literature, studies
and reports is also queried.

In 1997, the writer was employed by the Kalsbeek College in Woerden, the
Netherlands. At that time, a series of important changes in education were taking
place throughout the world. These changes, described in detail in Part 1, were the
introduction and implementation of educational reforms, ICT usage and new forms of
learning. Also discussions were taking place at different levels regarding the
importance of lifelong learning skills which pupils would need as productive citizens in
21° century society.

During the 2000-2001 (August 2000 — June 2001) school year, Dr. Jaco
Schouwenaar, the Director of the HAVO-VWO department of the school, started to
develop an educational matrix, in order to facilitate and introduce these changes in an
orderly fashion throughout the entire school, while at the same time maintaining a high
level of educational quality. At that time, the writer was instructed by the school
directors to study and examine the situation which existed within the school library and
information centre (SLIC) at the school, and to implement the changes which would be
needed so that the SLIC could play an effective part in the changing educational
process throughout the school. It should play an integral part in the application of the
curriculum and in the educational matrix. An insight into both education (pedagogy)
and library and information science (LIS) was needed. The vision which motivated the
changes which were implemented in the SLIC has been described in a sub-matrix
known as the Kalsbeek Information Literacy Matrix (KILM), and is explained in detail
Chapter 20.

International interest in the work carried out at the Kalsbeek College resulted in
an extension to the study at European and Dutch national level, which has taken place
over a period of more than 10 years. During that period (1997 — 2008), the researcher
was actively involved on a daily basis in the developments and changes which took

place at the Kalsbeek College.
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Chapter 1 : Introduction

A review of the literature was carried out at international level in English and
Dutch, from 1997 to 2008, in order to provide background information in both
disciplines — comparative education and library and information science (LIS). It sets
the stage for research at local level (Chapter 20), Dutch national level (Chapter 21) and
European level (Chapter 22).

Cresswell (2009, p. 35) advocates the use of an illustration to describe the way
in which the literature for a study has been reviewed. He calls this a ‘Literature Map’,
which describes the complex set of circumstances and factors which needed to be
examined before the research questions could be answered. For this reason, Figures

1 and 2 appear below.

Figure 1 — Literature Map 1

Introductory information for this study

1 Background to this thesis.

2 Historical context
a. Information ages - How the use and availability of information has evolved.

b. Historical role of libraries and school libraries.

3 Social context
a. Changes in society during the contemporary information age.

b. Changes since introduction of ICT into schools.

i. Changes in teaching and learning

ii. New forms of learning

iii. New job roles since these changes in teaching and learning took place

iv. New learning environment

v. Other changes in job roles due to the combination of changes in
teaching and learning and changes in the learning environment.

vi. New or altered role of school libraries and information centres.

vii. Educational quality and academic achievement
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Figure 2 — Literature Map 2

An overview of the subject areas addressed during the review of the literature, relevant to this study.

Historical context

Information Ages The educational vision and expectations when ICT

was introduced into schools in the 1990's The historical objectives of school libraries

Role of libraries and

and their educational objectives.

school libraries The importance of traditional forms of learning

Effect on educational
quality and academic
achievement

Changes in society since the beginning of the Changes in teaching and learnin
: : ) .g : . : . The new or altered role of school The present day functions of the school library
contemporary information age T . . . o
libraries and information centres and the school information specialist.
New forms of learning
Anew job role for the school How these staff members can influence
o information specialist educational quality, learning outcomes and
- New learning environments o
The actual changes which have taken place academic achievement,
within the school since the introduction of ICT
into schools New job roles |

The review of the literature was carried out in Dutch and English at European, national and local level
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Towards the end of the twentieth century, certain factors caused major changes
in education throughout Europe: educational reforms, the introduction and usage of
Information and Communication Technologies (ICT) and the application of educational
technology into the teaching process. These changes were influential in the evolution
of new forms of learning, and affected the educational process, are described in Part 1,
Chapters 5, 6, 7, 8 and 9.

All would agree that ICT is now an integral part of our society, and must be
implemented into schools in an effective way. The use of ICT in schools was
accompanied by a sense of excitement. It provided a multitude of possibilities, not only
for teaching and learning, for managerial and administrative tasks, for communication,
for entertainment, but also for the implementation of new pedagogical concepts and
ideas. This has been a costly business. Governments and school leaders have done
their best to provide new facilities, dependent upon their educational vision and the
funds which are at their disposal. Some teachers felt confident with the use of ICT,
others did not — in fact they found it ‘scary’ (Veen, 2003), (Williams and Wavell, 2006).
According to Becta, (2008), pupils enjoy using ICT in their lessons. Learning has
become more fun (Davies and Birmingham, 2002). Although it may be fairly simple to
review the implementation of ICT into schools on a national basis, it is more difficult to
do this on an international basis. It remains to be seen whether or not the application
of ICT as an educational tool enhances educational quality and academic achievement.

According to the OECD (Organisation for Economic Co-operation and
Development), (2008, p. 1) schools are established for the following reasons and to
achieve the following goals:

e ‘Socialization: Understanding background, culture and values. Become good
citizens;

e Vocational: Fitness for further education and employment;

e Personal Fulfilment: Individual growth and understanding;

e Transformative: Knowledge to transform society, mend the world’s ills,
providing for equality of opportunity. ...

The stakeholders are:

e Students and Parents: Looking for individual success.

e Governments: An educated workforce —economic growth & good citizenship.

o Employers: An ‘educated’ workforce —3Rs + teamwork and critical thinking
skills’.

Parents, teachers and politicians would agree with Commission of the European
Communities, (2007) and the Ministry of Education, Government of Canada, (2008)

that the purpose of schools is to educate pupils to fulfil their potential and to prepare
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them to take their place in modern society. The investment of public funding to
implement technology in education would insinuate an expectation of economic
advantages and an increase in educational quality and academic achievement.

Chapter 20 of this dissertation describes how these changes in the educational
process were approached at the Kalsbeek College in Woerden, the Netherlands (a
large secondary, comprehensive school with a total of approximately 2,500 pupils). By
placing emphasis on the SLIC, school leaders hoped that the changes which were
taking place in education could be implemented effectively, in a constructive way. A
sub-matrix known as the KILM (Kalsbeek Information Literacy Matrix), which placed the
SLIC at the heart of the curriculum and the learning environment within the school, as
described by Boekhorst and Van Veen (1996a), was gradually developed and
implemented throughout the school. It is an integral part of the educational matrix,
which aims to expedite the implementation of educational reforms, new forms of
learning and the use of ICT throughout the school in a constructive way. The ultimate
objectives are an increase in educational quality and academic achievement.

Research at European level was prompted in April 2003, at the inaugural
meeting of the ENSIL Foundation (ENSIL, 2008). Delegates expressed interest in the
study which was taking place at the Kalsbeek College, and more specifically in the
KILM. The researcher agreed to enlarge the study, to see if it would be possible to
implement the KILM into other school libraries in different countries throughout Europe,
using the facilities which were currently available in those school libraries. This
research has been carried out on a voluntary basis. No funding from ENSIL or other
grants or bursaries have been received. All university fees and travel costs during field
trips have been paid by the researcher from her own pocket. The researcher was
motivated by a passion for teaching and for school librarianship and by the
responsibility of care for the pupils who will hopefully benefit from this research.
Chapter 22 clarifies this European research and explains the conclusions which were
reached.

In 2005, the Open University of the Netherlands, in co-operation with the
LWSVO (Dutch Working Group of School Librarians in Secondary Education), carried
out a (third) national survey into the work of secondary school librarians in the
Netherlands. The writer was asked to be part of this research team, once again on a
purely voluntary basis. One of the objectives of this research at national level was to
find out whether conditions exist in the average secondary school in the Netherlands
for the implementation of the KILM. The conclusions which were reached appear in
Chapter 21.
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A local research project became a study at Dutch national and European level.
This dissertation therefore combines information and results at three different levels.
An attempt will be made to show to what extent the actual SLIC and its staff affect the

educational quality throughout the school, at all three levels.
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Part 1 — Review of the Literature

Chapter 2 : Historical context : Information Ages

In their history of information technology, Hobart and Schiffman (1998) speak of

three information ages. According to them, we now live in the third information age.

The first information age Three distinct revolutions in the technology of

information storage took place, beginning with the ancient Sumerians and the
development of cuneiform, and later the invention of alphabetic writing. Writing and
keeping written records freed the mind from the burden of memorising both stories and
information. No longer was it necessary and essential to communicate verbally. Thus
the concept of information was created (Hobart and Schiffman, 1998).

The invention of the alphabet inspired the ancient Greeks to experiment with
language and its relationship to experience. Stories such as myths were written down.
People became fascinated by the writing of the great Greek philosophers and began to
question the social order. Perhaps the first information age was responsible for social
change.

Casson (2001) describes the great libraries of the ancient world, providing
information about the content of the library collections and how these collections were
acquired. He also asks and answers interesting questions, such as: What was the
historical connection between the rise in education and literacy and the growth of
libraries?, and concludes that libraries have historically had a positive effect on the
quality of education and on literacy. Later this thesis will provide evidence that
regardless of many changes which have taken place, these conclusions are still

relevant to library work today.

The second information age Printing catalysed the emergence of the second

information age and created an information explosion (Hobart and Schiffman, 1998).
The printing press has been implicated in the Reformation, the Renaissance and the
Scientific Revolution (Dewar,1998, p. 2). The outpouring of printed books caused an
information overload. Since scholars complained about the overabundance of books
and printed material and the need be selective in the books which they read, they
devised shortcuts including the use of the alphabetical index (Blair, 2003). Other
important precedents during the years 1550-1750 as described by Rosenberg (2003),
stating, as with any quantitative measures, perceptions of information overload are

connected to the ways in which knowledge is represented. People had access to a
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much wider range of new texts, ideas or facts than ever before. During the
Renaissance, commonplace books were published on a wide variety of topics and
became available to more and more people. People became literate (Hobart and
Schiffman, 1998). In turn, access to a wider range of information once again caused
social change. In fact, Blair (2003) even mentions that seventeenth century French
scholars feared that the multitude of books would make their society fall into an

uncivilized state.

The third (or contemporary) information age According to Hobart and Schiffman

(1998, p, 107), ‘an analytical vision of knowledge’ has produced the third information
age, the contemporary age of computers, where information no longer offers an
abstract model of the world but has become a world of its own. The conjunction of
analytical symbols and digital technology has resulted both in fresh ways of expressing
information and in new forms of information itself. Our contemporary information age
has its roots in numeracy.

During the 1960’s, it became possible to store information digitally in the
electronic circuits of the digital computer. Dewar (1998, p. 4) writes that ‘networked
computers define the (current) information age’. According to Weggeman (2007), we
now live in a world where there is an information superhighway and are deluged with
information, accumulating by the millisecond, in traditional and electronic forms. The
Information Superhighway has become a broad term used for the many emerging and
existing paths for accessing electronic information. Resnick, Zeckhauser and Avery
(1994) argue that this information superhighway which includes computer networks,
electronic mail, enhanced cable TV systems, electronic shopping and banking, etc.,
connects millions of people. The amount of information which is available on a world-
wide basis continues to increase rapidly, especially in countries such as India and
China. According to Internet World Stats (2009), in December 1995 16 million people
(0.4% of the world’s population had access to the Internet. In March 2009, this had
increased to 1,596 million people (23.8% of the world’s population). In 2008, Europe
(using a list of 52 countries) had a population of 803,903,540 people (i.e. 12% or the
world’s population); 393,373,398 of these people were Internet users (48.9% of the
population). The amount of information being produced on a world-wide basis is
expected to keep on increasing rapidly (Lesk, 1997), Lyman and Varian, 2003),
(Williams, 2000),and (Loy, 1999). Also, thanks to new ICT software and virtually cost-
free publication on the World Wide Web (WWW), information is continuously being

presented in many new formats (Hansson, 2005). People have difficulty in coping with
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the increasing amount and reliability of information which is available and experience
problems such as overtiredness, headaches and depression. In the Netherlands, the
terms ‘infostress’ or ‘information overload’ are currently being used to describe these
difficulties (Brandhof, 1998).

Wright (2007) ambitiously attempts to explain the way people have used
information since the beginning of time and suggests that even though the amount of
information which is available in the third information age is enormous and increasing
daily, people unthinkingly use organisational dynamics, as they have done throughout
human history. As people make use of information on a daily basis, and find their way
online: ‘they seem to coalesce into small groups’. This is verified by the present use of
Web 2.0 communication software, where blogs, list-serves and hives are used to
supply each other with information. The hierarchical structure of these small groups
and the reliability of the information which is being collected and used must be
questioned. Wright believes that, for this reason, the end result may be a complete

change in our cultural and ethical beliefs and thinking.

The effect of the third information age Patton (2008, page 5) observes:

‘Our age — the age of information, knowledge and communication — has developed the
capacity to communicate massive amounts of information. The problem is keeping up
with it, striking out, absorbing, prioritizing and using information. Our technical capacity
for gathering and computerizing information now far exceeds our human ability to
process and make sense out of it all. We're constantly faced with deciding what's worth
knowing and what to ignore. ... the challenge we face is not producing knowledge but
the even greater challenge of getting people to use the knowledge we produce’.

The effect of the third information age and modern media on children

One negative and one positive approach to the effect which the third information
age and modern media has had on children will be presented below. Based on
neuropsychological research, Healy (1990) attempts to analyse educational practices.
She traces the roots of the present crisis in education and examines how modern
media compromise children’s ability to concentrate and to absorb and analyse
information. The ability to reflect is an essential research skill, which is recognised
during the application of the KILM. Healy’'s ‘new intelligences’ claim that mental
abilities for the future should include widened perspectives, a broader range of skills,
and a great deal of open-ended imagination. She asks: 'What kind of intelligences
should be encouraged in children who will live in a world where machines (computers)
do most of the thinking? What will happen to children’s interpersonal and emotional
development? What will happen to children’s oral language skills, since personal

communication is the basis for reading and writing?’ According to Healy (1990), the
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mind has the potential to expand itself so that it can absorb the important ‘old’ skills and
still have room for the new skills which are demanded in the 21st century. Gardner’s
theories of ‘new-" or ‘multiple intelligences’ (M.1.) (Gardner, 2006), which are relevant to
Healy’s theories, will be examined later (Chapter 9, page 62).

According to Papert (1993), the (third) information age could also be called the
age of learning. Across the world, children have entered a passionate and enduring
love affair with the computer and use it as a learning tool. The technological revolution
has been responsible for an acute need for better learning and has also offered the
means to take effective action. Chapter 9 examines these new forms of learning and
the effect which they have on educational quality. This thesis will attempt to find out
whether the need for better learning has been successfully met. Although children use
the computer as a learning tool, the extent of their actual learning must be examined.
When does the expertise (and physical presence) of a teacher or coach become
essential, in order to extend this learning? UNESCO (2002b) discusses some of these
questions. Time will help to clarify these issues, although the Kennisnet study in the
Netherlands shows that traditional learning skills and new learning skills need to be in

balance (Kennisnet, 2006). It concludes that there should be a balance between the

following four aspects of the use of ICT in education: knowledge and skills; ICT-

infrastructure; educational software and content; and vision. Kennisnet, (2006, p. 3),

makes the following statement:

‘Until recently, ITC managers have above all focused their attention on the purchasing
of hardware and educational software and content. These are the technical building
blocks of Four in Balance. These technical building blocks can be acquired through a
Financial transaction. One important lesson that can be learned from the experiences
acquired over the last few years is that the successful introduction of ICT is no longer a
guestion of more computers or additional educational software and content. Sufficient
attention should also be focused on the social building blocks ... .’

It states that, in the coming years, school policy should focus on the use of ICT for
improvements in educational quality. In order to do this, school leaders need to be

aware that priority should be given to the didactical knowledge and skills of teachers.

FILTER Network Research Research into the effect of the third or

contemporary information age was carried out by the FILTER network (supported by
the European Commission, Directorate General Education and Culture, The eLearning
Initiative), and is described by Bunt-Kokhuis (2006a). This research was carried out
not only by academics and professional teachers but also by ICT professionals from
commercial organisations from different countries within Europe. The publication

discusses economic and cultural filtering carried out by search engines and the
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reliability, accessibility and affordability of online learning. The introductory statement
for the FILTER Closing Event (Filter, 2006, p. 1) begins as follows:

‘The amount of information that is online and potentially relevant to lifelong learners is
enormous. Finding, selecting and judging relevant online content are important
competencies in a world where lifelong learning is becoming a must. In practice, online
content is the subject of economic, language and cultural filtering, arising from design
features such as browsers, commercial search engines, portals, and intellectual
property protected software. Local knowledge becomes more vulnerable and less easy
to find on the web. Filtering of online content may affect the mind-map of e-learners and
diminish the independence of their opinions in school, university or the workplace.’

Bunt-Kokhuis (2006b, p. 1) states:

‘Most of us use Google every day, for both our work and for private reasons. If we need
information, we should be able to find it in Google. This is our unconscious starting
point. But do you know how Goggle searches and what Google filters? Is that what you
want — that information is filtered for you? Which sources, which cultures, which
languages are not (or only partially) made available via the most commonly used search
engines? Are we really aware of this and how can we best react to this situation?’

This thesis has attempted to apply the research findings of the FILTER project to a
practical educational context (Boelens, 2006a and Boelens, 2006b), as a tool for

lifelong learning.
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Chapter 3 : Historical context : Role of libraries and school libraries

Libraries in the third information age Chapter 2 has discussed the rise of the

information society and the amount of information which is now available and
increasing daily. Libraries and trained library professionals are also going through a
period of transition, causing a change in the services which libraries provide.

Tolzmann (2001, p. 145) calls libraries ‘the memories of mankind’ and describes
the changes which have taken place in libraries from the middle of the 20th century to
the present. His survey provides the context for the advent of the information age,

which brought dramatic and profound changes in the world of libraries.

‘Some advocated the creation of a ‘paperless’ society and foresaw the end of the era of
books and libraries and the creation of virtual libraries, which would embrace all that
could be found in the world’s libraries and archives .... Most, however, viewed the
information age practically in terms of the benefits provided in the accessing of
information on a heretofore unimaginable scale ... the new age was becoming one
which would not replace libraries and books, but rather greatly enhance and facilitate
accessing them.’ (p. 156) ...

‘As information and how to access it becomes an increasingly important item, it has also
become increasingly of (monetary) value.” (p. 157).

Bunt-Kokhuis (2006a) confirms this statement. Also, Line (1993, p. 77) believes that,
because of the enormous increase in the amount of available information (in both
traditional and digital form), libraries become perhaps even more important. He
describes libraries in 2015 as follows:

‘Printed books and journals will then still exist alongside a variety of electronic media
that can be acquired via online access. Information media, whether available in printed
or electronic form, will need to be kept and made available somewhere, and libraries (or
whatever they are called in A.D. 2015) will continue to serve this function. There is no
other sort of body equally fitted to do so, and it would be pointless to invent one’.

Mackenzie Owen (1997, p. 1) describes the future role of libraries as:

‘Selection: selecting and acquiring available information in the marketplace, based on
user needs and quality standards, within the available budget.

Storage: maintaining the availability of publications through long-term storage and
preservation.

Service: making the information resources available through facilities and procedures
for on-site consultation, lending and document delivery.

Support: giving the user guidance and assistance, including the development and
maintenance of support systems such as catalogues, on-line help systems etc.

The dominant factor in the development of libraries is the ongoing move towards digital
distribution of information through the global network infrastructure. This implies a shift
from the traditional role of the library as a ‘clearing house' and service centre for printed
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publications, towards a role as a supplier of networked services for digital information

resources.’

During the international EQuSummIT (2009), statements were made that library and
information science has become an integral part of ICT. These claims and statements

should be thoroughly investigated in a further study.

What is a school library? This dissertation studies the school library and

information centre (SLIC) and the person who works in this place - the school librarian
and information specialist. The terms: school librarian, school documentalist, school
media specialist, teacher librarian and/or school information specialist are used in this
dissertation and in the literature to refer to this person. The SLIC it also described in
many different ways, including the school library and resource centre, the school media
centre, the Mediatheek (Dutch) — the term often varies from one country to another.
This research required a clear, quality definition and description of the school
library and information centre (SLIC) in a European, national and local context. How
do people, and specifically educators in the 21% century, define a SLIC? What do they
believe that its objectives are? Problems which arose because of unclear definitions
are also described throughout Chapters 21 and 22 Although guidelines have been
created which describe a national perspective for a ‘good’ SLIC in a number of
countries including the USA (AASL and AECT, 1998), the United Kingdom (Barrett and
Douglas, (2004), and Australia (ASLA, 2008, ASLA and ALIS, 2001), this present
study requires a definition which has been created and accepted by the international
community. Woolls and Loertscher (2006) describe and discuss these problems.
During this research, a decision was made to make use of the international guidelines,
published jointly by the IFLA (The International Federation of Library Associations and
Institutions) and UNESCO (United Nations Educational, Scientific and Cultural
Organization). These international guidelines, definitions and/or descriptions are the
School Library Manifesto (IFLA/JUNESCO 1999) and the School Library Guidelines
(IFLA/JUNESCO 2002), which have been prepared for school libraries throughout the
world. They are applicable to all school libraries, not only to those with good facilities,
and are intended as a ‘goal’ to be reached by school libraries, on an international basis.
Table 3, page 106 provides information about the availability of these documents in
different languages. During the research, these international definitions were used
during the preparation of different questionnaires, in an attempt to measure school
library quality. An IFLA publication: Measuring quality: Performance Measurements in

Libraries, 2nd revised edition (Poll and Boekhorst, 2007) does not specifically mention
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quality standards for school libraries, nevertheless this publication does provide a list of
indicators for other kinds of libraries, such as resources, infrastructure, use, efficiency,
potentials and development. These indicators have also been applied to school
libraries in this present research. School Libraries Work! (2008, p. 4) makes the
following statement:

‘School libraries are no longer just for books. Instead, they have become sophisticated
21 century learning environments offering a full range of print and electronic resources
that provide equal learning opportunities to all students, regardless of the socio-
economic or education levels of the community, but only when they are staffed by
qualified professionals trained to collaborate with teachers and engage students
meaningfully with information that matters to them both in the classroom and in the real
world'.

This present study will provide evidence which shows that the SLIC and the work of the
school librarian and information specialist have an essential role within the present day
school community. The SLIC must not only function effectively as a library - it is a
learning environment which is part of two different processes — the educational process
and the library (or information services) process. Both processes have some say in

how school libraries and information centres should function *.

A historical perspective of school libraries An information search for historical

background information about school libraries throughout Europe showed that some
current trends and attitudes towards school librarianship in (some countries in) Europe
can be related to the historical background. Gates (1968, p. 166) explains how the
school library developed up until 1960 ‘since a look at its history may shed some light
on why it has grown as it has and why its current status is what it is’. He states:

‘The purpose of school libraries has always been to support instruction in the school;
this ignores the fact that school libraries were often established for other purposes
unrelated to school instruction, as, for instance, meeting the recreational reading needs
of the children, or the needs of adult members of the community’.

Although much has been written about the way in which school libraries came into
being, this research summarizes the work of certain well-known school library

historians and uses this as the primary background material.

The work of Laurel Anne Clyde In 1981, Clyde published a comprehensive

history of school librarianship in the United Kingdom, the United States of America and

Australia, from the 8" to the 20™ century. It is crucial to this present study because it

! See Figure 12, page 242.
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provides important definitions that make comparisons possible at three different levels:
European level, Dutch national level and local level. Clyde (198, p. 2) states:

'While the school library is a widely occurring institution which most people readily
identify and understand, its history tends to be treated in the literature as a subsidiary
part of the history of the public or children’s library, or as minor aspect of educational
history.’

This thesis questions whether or not the school library (throughout Europe) is, in actual
fact, readily identified and understood by participants in the educational process and in
the library process. Do they all have a similar vision of what a school library actually
is?

According to Clyde, during the twentieth century school libraries, like education
itself, were increasingly the subject of government and professional inquiry and of
legislative action; goals for the development of school libraries were defined (in some
countries). The first Schools of Librarianship were established, the amount of available
professional literature increased and the problems of (school) library organisation and
management were investigated more critically. Clyde (1981, p. 297) discusses the
development of schools of librarianship in Great Britain, in the period to 1945, as
follows:

‘One area in which a new need was identified was trained manpower in the school
library. ... (however) there was a great deal of ambivalence on this in the standards
themselves. Even today (in 1981) ... (at international level) there is still considerable
disagreement about what education and training is seen as desirable for such people
(school librarians or teacher librarians), and considerable variation in the educational
backgrounds of people employed in such positions. ...Three types of school librarians
emerged in the United States and in Great Britain, ... all three gaining some degree of
acceptance:

1. the teacher librarian who had undertaken a full course in teacher training plus a
full professional course in librarianship or school librarianship;

2. the librarian who brought professional library qualifications to the work of the
school library;

3. the teacher in charge of the library, part- or full-time, often with a considerable
teaching load, and usually with only a short course completed (anything from a
week to a semester) in school library organisation.

Many people in charge of school libraries throughout the twentieth century had no
library qualifications at all’.

Information which could be located about the present day training of school librarians,

per country, is contained in each individual country report in Appendix IlI.
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According to Clyde (1981, p. 298):

‘In Great Britain and the United States, in the twentieth century, library services to
schools were provided by Public Libraries. These services varied from the mere
provision of juvenile collections, to the encouragement of library visits by classes from
local schools, and usually some library instruction to those classes, the provision of
special collections for teachers, the provision of a reference and loan collection within
the school itself for the use of pupils and teachers’.

School libraries in primary schools were developed for a variety of reasons, including
the provision of recreational materials, the encouragement of reading to develop ‘the
reading habit’ in children, and the provision of reference books and curriculum-related
materials’. She also states that:

‘It is possible that little attention has been paid to the school library in historical studies
because it has traditionally been seen as playing a dependent role in both education
and librarianship. Its budget, for instance, usually forms only a small part of that of the
school or of the public library authority, and its staff, when provided at all, has generally
been less well qualified than either the school teaching staff or the public library staff,
until well into the 20" century.’ (Clyde, 1981, p. 2-3).

From a European perspective, Clyde’s historical study provides background
information about school libraries in the United Kingdom only. It has been difficult to
locate historical information about school libraries in other parts of Europe, especially in
those countries where English is not the national or official language. When historical
background information about school libraries in the 61 countries in this study was
actually located, in was placed in each individual country report (described in Chapter
22, page 187).

The work of Nancy Pickering Thomas (2004) describes the history of school

librarianship in North America, and explains the potential of the school library to make
contributions to the educational environment within the school. This potential was
realised quite early by leaders in education. Thomas describes the development of
school libraries in considerable detail, up until the 1990’s and also explains how school
librarians became part of the teaching staff. According to Thomas, because of
budgetary cuts in education during 1970’s, school librarians needed to justify their
programmes. After they had done so, school districts were persuaded to promote them
so that they became members of the teaching staff. This is turn resulted in the
introduction of formal programmes of library instruction. In general, the overall goal of
library instruction in 1970 — 1980 was to make students self-sufficient users of
information. According to Thomas, some practitioners and scholars were interested in

the concept of information handling and started to look at the relationship between
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information and learning. Thomas provides information about the link between the
(former) use of school libraries (as the place which originally provided supplementary
instruction and promoted reading), and the new school library and information centre,
which has evolved into a new learning environment within the school, with both

traditional and new goals.

The work of Valerie Johnson Up until 1930, many Australian children were

provided with reading materials by kind schoolteachers and other people. During the
period 1930 — 1950, changes in educational philosophies created in increasing need
for general reading materials and information resources. As a result, the public
demanded and lobbied for better school libraries. The government was pressured to
change its policies towards school libraries and to improve funding and as a result,
school library services were vastly improved (Johnson, 2007).

In 1964, Professor Sara Fenwick, a Fulbright lecturer from the University of
Chicago Graduate Library School spent six months in Australia surveying school and
public library services to children. Fenwick identified major problems, such as the lack
of funding and the lack of trained specialist librarians. Another factor which she
identified was the lack of co-operation between school libraries and public libraries.
The Fenwick Report had a significant impact on the provision of library services to
children in the 1970s. Johnson concludes that at the beginning of the 21st century
children's library services still face these three major issues which were identified in

Fenwick’s report (Johnson, 2007).

Hall (1915, pp. 627-632) states that ‘modern school library would have to fulfil
all its proper pedagogical functions as a reference collection for obtaining information, a
laboratory for special topic work ... [and] be a place of inspiration and recreation as
well’.

Ray (1978), Ray (1979) and Singh (1993) provide historical background
information about the development of school libraries in Europe and in other parts of
the world. The volume edited by Howard (1998) provides a very clear description of
the history of school librarianship and the education of school librarians in North
America from 1900. She describes the history of school library media state certification
and also describes the impact of (new) technology on the school library media centre.
In the last chapter, she discusses the international challenges for the school library and
the global goals which should be considered. These challenges are (partially) made

possible by the introduction of ICT within the schools.
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Other library surveys, including surveys of school libraries During the review of

the literature, three other international surveys of libraries (which included school
libraries) were located. In 1993, Singh published his doctoral dissertation entitled An
international comparative study of school libraries (Singh, 1993). This study, which
compared school libraries on a world-wide basis, covered both primary and secondary
schools. Twenty three European countries took part in this investigation. Singh
approached Missions to the United Nations and asked them to appoint an expert to
complete the survey for each country. It was not specified whether this chosen expert
should be part of (work in) the library process or the educational process. Therefore,
although there was good co-operation on this survey, it is unclear whether the
interviewees were library or educational experts. Also this survey contains information
about the kind of ‘school libraries’ which are mentioned later in this chapter on page 33.
Singh’s study took the form of a traditional (quantitative) library survey. It asked
questions about the numbers of school libraries in each country, the specific facilities
which were available and contents of the library collections. The actual quality of these
facilities is unclear. When Singh’s study was carried out, it could be said that the true
implications of the introduction of ICT into the school and into the school library were
not yet evident. Also, the important IFLA/JUNESCO documents (IFLA/UNESCO, 1999
and 2002) which give important support to school librarianship throughout the world
had not yet been published. However it is possible to compare some of the aspects of
Singh’s study with this present study, especially the first ENSIL survey.

In 2000, LibEcon published a Millennium Study of Library Economics in Europe
(LibEcon, 2000). Chapter 8 of this particular study was concerned with school libraries.
31 countries in Europe took part. Once again, no definition was provided for a school
library. This means that, in some cases, information was provided about the ‘school
libraries’ (page 33). The LibEcon study is an important study for this present research,
as it confirms the difficulties in obtaining reliable international data about school
libraries. Most surprisingly, a careful review of the actual statistics from this study
shows that the researchers actually projected (or estimated) figures on school libraries
in some countries, providing figures for countries which have no school library tradition.
This is confirmed by an E-mail from the LibEcon researchers. In many cases countries
which did not return information about school libraries to the LibEcon survey also failed
to return information to the ENSIL surveys. This helps to confirm that at least some of

these countries have no school library tradition.
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In 2006, UNESCO, Institute of Statistics, carried out a pilot survey of academic
and public libraries (UNESCO, 2006c). Because school libraries were not included in
this survey, UNESCO was contacted via E-mail (Mr. Georges Boade and later Mr.
Simon Ellis, the project leader) and asked why school libraries had been excluded. Mr.
Boade replied that although school libraries are important libraries, past UIS
experience confirmed that there are many problems in the collection of data about
libraries at national level. UIS carried out the pilot survey of academic and public
libraries in a relatively small number of countries, in order to see whether or not there
are signs of improvement in data availability in these kinds of libraries, but
unfortunately this is not the case. However Boade concluded by saying that thanks to
this recent small survey, UIS is able to evaluate the challenges which would have to be
faced in data collection for all countries and for all types of libraries. Contact was then
sought with the UNESCO project leader, Mr. Simon Ellis. Once more, the importance
of the inclusion of school libraries in international surveys was reiterated. Ellis was
informed that a number of national school library associations are now holding national
online surveys resulting in new statistics on school libraries at national level in some
countries. Ellis replied that while he shares enthusiasm for school libraries and agrees
on their importance, UIS collects data which is likely to be available for the majority of
countries in the world. While it may well be that some OECD countries now have such
statistics, he does not believe that the majority of non-OECD countries have such
(reliable) data. Ellis concluded that ‘the indicators would likely suggest that, where
libraries exist in schools, the majority of pupils, controlled by literacy rates, do indeed
use school libraries. Equally we would be able to judge number of volumes but not
relevance to school curricula. ...” Problems in collecting reliable qualitative data have

also been encountered during this research at European level.

Other ‘school libraries’ In this dissertation, importance is placed on definitions

for the term ‘school library’ or ‘school librarian’. The term ‘school library’ (using
quotations) is sometimes used for (alternative) establishments which do not fulfil
certain criteria. Similarly, the term ‘school librarian’ (using quotations) is sometimes
used for volunteers or unqualified clerical staff, who once again do not fulfil the
definition of a school librarian, as used in this dissertation (see page 27).

Although Clyde (1981,) is quoted above (page 29) as saying that ‘the school
library is a widely occurring institution which most people readily identify and
understand’, this may not necessarily be the case. Many different kinds of (primary)

‘school libraries’ which were established in an attempt to foster the academic
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achievement of pupils, have been described during informal interviews and school
visits. The creation of a ‘school library’ was often left to the autonomy of teachers and
school leaders who set up facilities which they describe as ‘school libraries’. These are
often collections of books within the school; sometimes a box of books in a classroom,
in other instances a cupboard or bookcase located elsewhere in the school. Children
are encouraged to read the books in the box or cupboard and to change the books
regularly.

According to Brown (1970, p. 5), ‘a small collection of books in a classroom is
not a library and a hard working teacher who is allowed a few hours per week for
'library periods' is not a librarian. The existence of such collections of books, wrongly
called libraries, often precludes the setting up of real libraries ... Though notable
exceptions exist, many schools have only small collections of books which cannot be
considered libraries’.

During visits to many different schools throughout Europe, it became apparent
that these collections vary considerably. They may consist of old, (dirty, dusty) out-of-
date books or textbooks which have been circulated throughout the school for many
years. In other schools, new books are purchased from time to time and added to the
‘library’.  Collections of books which are specifically used for school projects are
sometimes referred to as a ‘documentation centre’. The staffing for these ‘school
libraries’ varies greatly. The skills of a trained (school) librarian are seldom used.
Sometimes volunteers come to the school once or twice a week to help children
change their books, while in other schools, the administration is carried out by older
pupils. A teacher is usually responsible for this ‘school library’, which more often than
not has a very limited budget.

These ‘school libraries’ may receive assistance from the local School Library
Service (SLS) which is run by the local public, provincial or state library, and which
provides books to the school in the form of collections which are changed from time to
time. The school often pays a fee for this service. The School Library Service also co-
ordinates visits of school pupils to the public library, perhaps once or twice a year.
During these visits, pupils often receive simple instructions in the use of the library and
are encouraged to visit the public library (with their parents) on a regular basis. In
some places in the Netherlands and also in other countries in Europe, the School
Library Service has been forced to close (due to lack of funding or other governmental
or managerial decisions).

The ‘school libraries’ mentioned above do have some influence on academic

achievement, since they give children access to books and reading materials which
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they otherwise may not have. This is especially the case in low income communities.
UNESCO describes the fact that children are encouraged to read on a regular basis
(traditional literacy skills) as one of the indicators for an increase in academic
achievement (UNESCO, 2009a), however, for some children, the kind of ‘school library’
which has been described above may have a negative effect. Pupils who are
encouraged to read books which may not be at their own reading level or may be of no
interest to them feel ‘forced’ to make use of the ‘school library’; this can have a
negative effect on their lifelong enjoyment of reading.

Data obtained during this research provides evidence that some school leaders
are no longer up to date in their conception of the value and role of a school library and
its function within the school. These problems are particularly evident in countries
which do not have a strong school library tradition. The ‘school library’ is left to the
principal’s own definition and interpretation. They are sometimes unaware of the
benefits which the trained school librarian can bring to the educational quality within the
school. Some think that school libraries are no longer necessary — after all, ‘pupils can
find all the books and information which they need on the Internet’. In some schools,
the trained school librarian has been replaced by a library clerk who scans the books.
The school library is now ‘run’ by a computer. There is mounting international evidence
that these decisions lack educational vision (School Libraries Work, 2008), (ASLA,
2008).
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Chapter 4 : Social context : Changes in society during the third information age

The social changes which have taken place throughout the world since the
1960's also form part of this study. Changes in lifestyle, and the introduction and use
of ICT into the home, the school and the workplace have been responsible for changes
in our daily life. Present day pupils have grown up in an environment where television,
computer games, and new audio-visual technology is normal. Prensky (200, p. 1)

describes them as ‘Digital Natives'?.

According to Ritsema (2002), social change has affected the way in which
parents bring up their children. She describes feelings of guilt which parents (who are
both employed outside the home) may have because they do not spend more time with
their children. They compensate this lack by doing everything they can to make their
children happy — e.g.: too many (expensive) toys, gifts, food and sweets, their own
personal computer — and by being less consistent in the children’s upbringing. There
are less restrictions in children’s lives. McDonnell (2001) sympathises with parents and
experts who believe that today’s children are growing up too quickly, robbed of
childhood by a toxic combination of TV, films, video games and the internet.

Drawing on the work of Postman (1982 and 1985), Buckingham (2000, p. 21)
has spoken about ‘the death of childhood’” and asks if children will increasingly live
‘media childhoods, dominated by the electronic screen’. He not only reviews recent
changes in childhood and the affect of the media environment, but also the lack of
nurturing. Children can no longer be protected from the adult world. Winn (2002) and
Steyer (2002) insinuate that the television and computers are being used as
babysitters. There is very little supervision of what children are actually doing on the
computers, as long as they are quiet and appear to be occupied. Willard (2007) writes
about the need to help children to use media and the Internet safely and responsibly.

Within this social context children enter the school and begin formal learning.
The learning environment within the school not only needs to ensure that these
children can work towards academic achievement at their own individual level, it also
needs to provide a feeling of safety and nurturing. It is possible that the social changes
described above may also lead to changes in the way pupils learn. In his book ICT :
Changing Education, Abbott (2000) points to the teacher's task which includes
preparing pupils for a society in which the traditional aspects of living have been
transformed. He reiterates that there is no sign of this immense technological and
social revolution slowing down. There is little time to develop skills such as thoughtful
concentration and reflection (Costa, 2001). Greenfield (2009, pp. 69 — 71) states that:

% See Chapter 10, page 68.
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‘The informal learning environment of television, video games and the internet are
producing learners with a new profile of cognitive skills. This profile features
widespread and sophisticated development of visual-spatial skills, such as iconic
representation and spatial visualization. A pressing social problem is the prevalence of
violent video games, leading to desensitization, aggressive behaviour, and gender
inequity ...Formal education must adapt to these changes, taking advantage of new
strengths in visual-spatial intelligence and compensating for new weaknesses in higher-
order cognitive processes such as abstract vocabulary, mindfulness, reflection,
inductive problem solving, critical thinking and imagination. These develop through the
use of an older technology, reading, which along with audio-media such as radio, also
stimulates imagination.” .

Prabhu (2010) and Rideout, Foehr and Roberts (2010) have spoken about the
sharp rise in students’ media use. According to Prabhu (2010) this challenges
educators to make lessons more engaging. Rideout, Foehr and Roberts (2010), state
that mobile technology enables children to spend an average of nearly 8 hours per day
using entertainment media.

During research carried out by Todd, Kulthau and Olema (2004), children
clearly stated that they value the nurturing, help and individual attention which they
receive in the school library. During a presentation of their research, Todd described
how children who were interviewed had talked about ‘that nice lady in the school library
who helps me with my homework’. La Marca (2003) also describes an attractive
friendly environment, where children are helped and supervised by the library staff.
Taylor (2002) refers to the tending instinct and the importance of the nurturing which

pupils receive in the school library.

Social context : European section of this study. During the European part of

this research it became apparent that each individual country which was studied has its
own separate social and cultural context, as confirmed by Arnove and Torres (2003).
This will be explained further in the European section of this study (Chapter 22) and in

the individual country reports.
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Chapter 5 : Changes in educational policy : Lifelong learning

Lifelong learning is defined as ‘all learning activity undertaken throughout life,
with the aim of improving knowledge, skills and competence, within a personal, civic,
social and/or employment-related perspective’ (Harvey, 2004, p.1). Lifelong Learning
is an expression used to indicate that acquiring new knowledge is now considered a
continuous process which does not end when one leaves school or university, but
continues uninterrupted throughout one's professional life and even after retirement,
spreading to embrace all stages of life and all social groups thanks, to a great extent, to
the possibilities offered by e-learning (elearningeuropa, 2009b, p.1).

On 9 November 2005, the proclamation Beacons of the Information Society :
The Alexandria Proclamation on Information Literacy and Lifelong Learning was
published (IFLA, 2005a, p. 1). The proclamation declares that:

‘Information literacy and lifelong learning are the beacons of the Information Society,
illuminating the courses to development, prosperity and freedom. ...

Information Literacy lies at the core of lifelong learning. It empowers people in all walks
of life to seek, evaluate, use and create information effectively to achieve their personal,
social, occupational and educational goals. It is a basic human right in a digital world
and promotes social inclusion of all nations. ...

Lifelong learning enables individuals, communities and nations to attain their goals and
to take advantage of emerging opportunities in the evolving global environment for
shared benefit. It assists them and their institutions to meet technological, economic and
social challenges, to redress disadvantage and to advance the well being of all’

Lifelong learning is linked to economic prosperity. It implies that people need
be able to learn continuously, in order to acquire the skills they need to cope with on-
going changes in the workplace, within their society and also within their own homes in
the 21st century. The key competencies for lifelong learning — a framework for key
competencies in a knowledge-based society - which were published in November 2004
by the European Commission (2004, p.6), are: communication in the mother tongue;
communication in foreign languages; mathematical literacy; competence in science and
technology; digital competencies; learning to learn; interpersonal, intercultural and

social competencies; civil competencies, entrepreneurship and cultural expression.
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Chapter 6 : The implementation of changes in education since the 1960’s :
educational reforms

As discussed in the Preface, this study began in 1997, when an attempt was
made by the school leadership at the Kalsbeek College in Woerden, the Netherlands
to simultaneously introduce and implement educational reform, ICT and educational
technology, and new forms of learning throughout the school as a whole. Chapter 6
will provide a simple description of these educational reforms which were introduced,
however a more complex study at a later date is recommended. Educational reform
could be defined as a ‘a plan or movement which attempts to bring about a systemic
change in educational practices. Educational theories, curriculum reform, and
operational structure are often areas targeted for change’ (Wikipedia, 2010b). Tyack
and Cuban (1997) have tried to place educational reforms into their true historical
perspective and to present realistic expectations for educational reform. Experiences
over the last 100 years show that miracles cannot be expected. They predicted that,
step by step, some of the new goals will be achieved.

In 1981, in the USA, there was a widespread public perception that something
was seriously wrong with the educational system. The Secretary of Education T. H.
Bell created the National Commission on Excellence in Education and directed it to
examine the quality of education in the United States and to write a report (National
Commission on Excellence in Education,1983). This document contains
recommendations regarding, for example, the assessment of the quality of teaching
and learning in schools; a comparison of American schools and colleges with those in
other advanced nations; the identification of educational programmes which result in
notable student success; the assessment of the degree in which major social and
educational changes in the last quarter century have affected student achievement;
the definition of problems which must be faced and overcome, in order to create
excellence in education. The Commission made many recommendations, including
the following which are relevant to this present study: that schools should adopt high
standards and expectations for academic performance and that colleges and
universities should raise their admission requirements; that more time should be spent
on teaching new, basic skills (implying that the school day would need to be longer or
that the school year would need to be lengthened); that the training of teachers and the
image or status of the teaching profession should be improved, and finally that elected
officials should be made responsible for these reforms.

In January 2010, the White House (2010, p. 1) published a statement which

declares that
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‘President Obama will reform America’s public schools to deliver a 21st Century
education that will prepare all children for success in the new global workplace. He will
foster a race to the top in our nation’s schools, by promoting world-class academic
standards and a curriculum that fosters critical thinking, problem solving, and the
innovative use of knowledge to prepare students for college and career. He will push to
end the use of ineffective, "off-the-shelf" tests, and support new, state-of-the-art
assessment and accountability systems that provide timely and useful information about
the learning and progress of individual students’.

After a meeting of the European Council in Lisbon in 2000, the EU published
Lisbon goals, which specify the vital importance of education and training in order to
create a competitive and dynamic knowledge-based economy in Europe. A European
framework for key competences at all levels of education and training was published.
Many countries use this framework as a reference point in school reform. The list of
competences is extensive, and contains aspects such as: adapting school curricula,
competence of teachers, assessment methods, and the introduction of new forms of
learning. Lifelong learning (with its economic connotations) and monetary investment
in education are also very important. A recent EU publication states that although

much has been achieved, much still remains to be done (Europa, 2009).

In 1993, in the Netherlands, educational reforms took place in secondary
schools (Boekhorst and Veen, 1996a). New educational concepts which emphasizes
learning instead of teaching and encouraging students to take an active, independent
approach to learning were introduced. The teacher's role shifted from being an
instructor to becoming a coach and facilitator. These concepts will be described in
more detail in Chapter 9.

Eurydice (2007) refers to educational reforms which are now taking place in a
number of countries in Europe. Many of these reforms have to do with the autonomy of
individual schools and the need to manage schools effectively.

This thesis argues that because of the impact of the third information age, these
are not just ordinary periods of educational reform and that the additional impact of the
third information age on educational reform should be taken into account. The situation
becomes much more complex because a number of different, distinct sets of changes
in education are taking place simultaneously — the one sometimes enables the other.

For this reason, educational reform needs to be reviewed as part of this whole picture.
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Chapter 7 : The implementation of changes in education since the 1960’s :
ICT and educational technology

The term_‘Digital Divide’ is often used to refer to the gap between people with

effective access to ICT and those who have very limited or no access at all. It also
includes the imbalances in physical access to technology as well as the imbalances in
resources and skills needed to effectively participate as a digital citizen. In other
words, it is the unequal access by some members of society to ICT, and the unequal
acquisition of related skills. The term is closely related to the knowledge divide, since
as the lack of technology causes the absence of, or limited access to useful information
and knowledge. The digital divide may be classified based on gender, income and
race, and also by locations (Rice, 2002) and (Wikipedia, 2009a). In Chapter 22, this
thesis attempts to find out if there is a distinct correlation between a nation’s GNI
ranking (at European level) and the quality of its education. Is a lack of effective
access to ICT and educational technology another factor which affects educational
quality?

More than forty years ago schools in industrialised countries entered the
information age. Primary and secondary schools acquired computers and began to
use them for both educational and administrative purposes, thus bringing about
renewal in education. National laws concerned with educational renewal were passed
(Rikxvoort and Reijenga, 2002). Three different kinds of changes in education began
to take place at the same time — educational reforms, the introduction of ICT and
educational technology into schools and the introduction of new forms of learning. In
order to steer the school community through this period of major changes, politicians
and school leaders need to acquire and provide educational vision.

The introduction of ICT and educational technology into the schools can be
described in different ways, depending upon the attitudes of school leaders, teachers,

school administrators, pupils and sometimes parents at individual schools, as follows:

Innovators and pioneers Many of today’s teachers grew up in the pre-computer

world. Abbott (2000) describes what it was like to become a teacher in the early
1970's, when technology was beginning to change teaching practice. He confirms that
the pioneers of ICT in the classroom were usually teachers who were, in fact, hobbyists
who had an affinity with ICT. He talks about the use of ICT in the classroom and the
impact which its introduction has had on the schools. Most amusingly he points out
that when, initially, new forms of educational technology were introduced, the older

generation of teachers was extremely suspicious. Within a few years these
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technological devices were replaced by the computer, which offered the same facilities

plus many more.

Early adopters can be described as those people (usually teachers with an

affinity for ICT) who, when ICT was first introduced into schools in the 1970’s, took
positive steps to implement it for educational and administrative purposes. Now, in
2010, there are still members of the school staff who are interested in the innovative
implementation of ICT, however, due to the amazing increase in the availability of
many different kinds of ICT for educational use, the problems faced by them have
become much more complicated. They can no longer rely on their affinity with ICT —
they need professional training. Kollias and Kikis (2005) and Kikis-Papadakis (2006)

have provided detailed information about the evaluation of ICT innovation and learning.

Broad implementation Some schools waited to learn from the mistakes of

others before introducing ICT into the school on a broad scale. The broad
implementation of ICT within the school has now become a complex issue. According
to the Statistical Office of the European Union (Eurostat, 2006) and the Empirica report
(Korte and Husing, 2006), some secondary schools within Europe now have as many
as 1 PC for every 5 pupils. According to Abbott (2000), there is no indication that this
immense technological and social revolution is slowing down. In a large school, the
network of computers and other digital facilities takes experienced, professional co-
ordination, not only in a technical sense but also for the co-ordination and maintenance
of the large volume of administrative and educational information which it generates
and uses throughout the school.

The introduction of ICT and educational technology within the schools has
contributed to new visions of education and has caused enormous changes within the
schools themselves (Balanskat, Blamire and Kefala, 2006). Because of the importance
of the information age and lifelong learning, governments in many countries have
provided extra funding for schools, so that they are able to afford better computers and
better networks. School library and information centres have been enlarged and
modernised.

The ICT facilities which can now be found in the average secondary school in
the Netherlands and in many other industrialised countries are both extensive and
refined. The average school now uses one or more web-based networks. A large
amount of educational and administrative software and educational technology is made

available through these networks and extensive amounts of content — both information
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and knowledge — are stored in them. The ICT facilities within the school can be divided
into three groups: technical facilities (hardware and installation of software),
administrative and communication facilities, and content (the storage, use and retrieval
of information and knowledge for educational and administrative purposes). These
different facilities are co-ordinated, using specific hardware and software. This work
can no longer be carried out by computer hobbyists. New specialised personnel
functions have been created so that ICT and educational technology can be used
reliably and correctly throughout the school.

Technical facilities: Computer classrooms (laboratories) have been set up, PC’s have

been placed in many classrooms and at some schools the SLIC has become a modern
learning environment where pupils can not only use the traditional services of the
library, but also have access to ICT (hardware and software), educational technology
and to new forms of information in digital form. Special ICT facilities have also been
put in place for teaching staff.

Administrative and communication facilities: Administrative programmes related to the

management of the school have been digitised. Personal information related to pupils
and staff, marks, reports, salaries, work of the secretariat, reports etc. are stored in
administrative programmes and content management systems. Communication
facilities (E-mail, internet, Web 2.0 facilities etc.) are available to the entire school
community.

Content: A wide range of educational content and knowledge (in traditional and digital
form), which can be accessed from inside and outside the school, has become
available. A need for the correct knowledge management of this educational content,
which represents the intellectual property of the school and has a monetary value, has

arisen.

ICT in the classroom and in other learning environments throughout the school

Computers and educational technology are now an essential part of classroom
facilities. The European Union published a report of a 2006 study on the use of ICT in
European schools (in countries which are members of the EU) - (Insight, 2006) - which
provides information about the ICT hardware and software which is available in the
classroom, per individual country.

Governments have issued guidelines and/or targets regarding the number of
computers which should be available in schools. The target (in the Netherlands) in
2004 was 3 or 4 computers in each classroom (1 computer for approximately every 8

pupils) (Sontag, van Haaf, van der Linden and Meijs, 2004). Schools throughout the
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EU also have computer classrooms (laboratories), with + 30 PC’s, where each child in
the class has his own individual PC. Despite the above statistics, experience has
shown that the amount of ICT software, hardware and educational technology in the
average classroom (Korte and Hising, 2006) is not always sufficient or adequate. In
some countries, the provision of a computer (or laptop) for every child is being
advocated, however, due to the apparent complexities of these projects (definitions,
technical problems, etc.) this should be the subject of a further study.

The Internet plays a very important role in information access and in
communication. It provides an infrastructure to support communication and electronic
mail, and is also linked to the World Wide Web (WWW), which is a system of
interlinked hypertext documents.  Teachers and school staff need a basic
understanding of how it works, in order to be able to apply it in administration,
communication and as a valuable educational tool. Every second, the World Wide
Web (WWW) is expanding. Using Web 1.0 technology, educators and students can,
for example, find and use information online, write reports using a word processor,
make presentations using PowerPoint and store information in digital files or on a
(school) server. According to Thompson (2008), attempting to define Web 2.0
technology is like trying to change the tyre on a car while it is still moving. The
multitude of Web 2.0 applications which can be accessed by a PC or mobile
telephones allow users to use free tools such as blogs, wikis, podcasts, photo, music
and video sharing and social networking (Solomon and Schrum, 2007). These tools,
which make it possible for people to communicate directly, are changing how people
interact with the world. Web 2.0 is not only providing information to people - people are
also putting (accurate or inaccurate) information back on the web. Users need to know
how to evaluate the quality of this available information.

The average school uses one or more (web-based, sometimes wireless)
networks, which make a large amount of educational and administrative software and
content available to the school community. Each pupil and staff member has his or her
own account within this network, which is accessed by an individual password.
Parents can also access some parts of the network from home, using individual
passwords, in order to check on their child’s progress. Good network security is
imperative.

Different forms of ICT and educational technology are distributed throughout the
school. A classroom may have up to 5 PCs, a network connection, internet access, a
beamer (overhead projector), an interactive whiteboard and perhaps a printer. Each

member of the school leadership has an individual PC. PCs for teachers (with a
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network connection) are available for teachers (in the Netherlands approximately 1 PC
for each 7 teachers). In some schools with a large numbers of part-time teachers?, this
ratio may be even higher (+/- 1 PC for every 5 teachers). PC’s are also available for
non-teaching staff. All these PC’s are also used as a communication tool.

Some schools have a well-equipped SLIC where pupils from different age
groups and different levels can take part in new forms of learning, and where all
members of the school community can use different kinds of traditional and digital
school library facilities. These SLIC facilities vary from country to country. Extra PC’s
may be needed in the SLIC for children with inadequate resources at home, inferring
that the opening hours of the SLIC may need to be reviewed.

Communication inside and outside the school, with pupils, staff and parents,
takes place via E-mail, the school web page, the ELO and sometimes via other forms
of Web 2.0 communication technology. School publications, documents and policy
statements are published digitally on the school network.

Discussions are taking place about the use of digital textbooks throughout the
school, for use in both traditional teaching and also in new forms of learning. Their use
is expected to cost less than the purchase of printed textbooks, however expertise will
be required during their use, not only on the part of teachers, but also on the part of the
school’s ICT technical staff, since reliable access to these textbooks will be required on
demand, at any time of day or night. In large families, with only limited resources and a
number of children and (and perhaps only one computer to share amongst them),
problems could arise* when children want to do their homework or study for exams and
may not have sufficient access. During the past twelve months, there have been
discussions amongst educators and librarians about the use of E-books and E-readers
in schools and libraries. As this technology evolves, specific questions need to be
asked about the cost and the reliability of this technology, the availability of literature in
different languages, copyright, etc.. A separate, more detailed study should be carried
out on this subject. The specific expertise of the school librarian and information
specialist who helps pupils and teachers in the use of these facilities will be essential.

Table 1 (page 46) shows the 2010 target number of PC’s, laptops and other

educational technology in a large (comprehensive secondary) school with 1,600 pupils.

® See Table 2, page 74.
“ See results of the small research project carried out in co-operation with the public library, Chapter 21 page 157.
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Table 1 - ICT Targets

Estimates number PC's or laptops for pupils in a secondary school 200
with approx. 1,600 pupils

Estimates number PC's or laptops for approx. 120 teaching staff (in staffrooms) 20

Estimates number PC's or laptops for school leadership 5

Estimates number PC's or laptops for administrative staff 10

Total PC.s 235

Plus:

One or more web-based networks

Access to educational technology in classrooms, including beamers,
interactive whiteboards etc.

Printers

Extensive educational and administrative software and content

Other forms of educational technology

A comparison can be made with the computer usage of some small to medium-sized
commercial enterprises. The use of these extensive facilities requires expertise and
co-ordination, provided not only by a fully qualified systems manager who takes care of
the day-to-day use and maintenance of the PC’s within the school and makes sure that
the network is running and the software and back-up support is functioning, but also
the expertise of a fully qualified information specialist, who co-ordinates the relevant
traditional and digital information facilities which are required within the school,
accesses relevant information from outside the school, and provides training in
information usage for the entire school community. Data maintenance, data ownership
and knowledge management are new responsibilities which need to be addressed and
assigned. In small schools, these specialist staff members may work for a number of

schools.

The ICT infrastructure within the school should be carefully described in the

school’s ICT policy. Experience has taught that not enough attention has been paid to
this matter. It is not enough to ‘have’ a certain number of computers in the school. The
ICT policy should also describe the way in which these facilities are used for different
specific educational purposes. The correct, innovative use of ICT facilities within the

school requires a high level of expertise®. Trained staff is essential.

® See Figure 12, page 242.
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Costs The expectation is that the careful and accurate use and implementation
of ICT throughout the school will increase the school's managerial and administrative
efficiency and lead to an increase in educational quality and academic achievement.
Funds need to be made available for the initial purchase and installation of computers
(hardware and software) and networks. However this is not a one-time cost. There are
additional costs for day-to-day maintenance and for various computer applications,
software updates, expensive annual service contracts, etc.. Also, computers have a
relatively short life span and need to be replaced at regular intervals. New, faster
computers and networks with more memory or capacity need to be purchased in order
to cope with new trends in ICT usage. Schools are put under pressure by commercial
enterprises, encouraging them to purchase more, newer educational software and
hardware.

At the National Educational Exhibition (NOT) which was held in Utrecht, the
Netherlands in 2009, attendees were asked to complete a questionnaire about specific
ICT products or services were may be of interest to them. Figure 3, page 48 shows a
list of some of these products or services which were suggested for use in schools. If
(some of) the (new) hardware, software and services which are shown in this table are
implemented, then costs increase further. Many of the listed services had no
relationship to an increase in educational quality within the school but are used for
managerial or administrative purposes, school maintenance etc.. Clear evidence
supporting the theory that the implementation of ICT into schools results in savings on
staffing and administrative costs, improvements in the school’s efficiency and increases
in educational quality does not seem to be available, and should be the subject of a
further study.

Funding is also needed for the new staff members who have been employed to
assist in the implementation and application of ICT within the school. How are these
costs funded?® Should schools receive extra (governmental) funding in order to cope
with the requirements of the (third) information age, or should other (non-computer
related) projects within the school receive less funding so that ICT costs can be
covered? Three questions could be asked: Has there been value for money in the
costs which have already been incurred? If (national) expenditure on education has
remained fairly constant, have the high costs of ICT within the school caused a ‘shift’ in

actual expenditures? Are other aspects of education receiving less funding?

® See Final Conclusions, Chapter 23, page 248.
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Figure 3

ICT expenditure : Products and services concerned with ICT in schools — 2009

Products and services concerned with the use of ICT in schools

Educational services

Management and administrative services

Technical ICT services

Digital school boards or whiteboards

School administrative systems

Security

Software for digital schoolboards or whiteboards

Pupil administrative systems

Data communication and storage

Digital testing systems

Pupil attendance systems

Internet, Intranet and Extranet

Educational software and teaching methods

Electronic system for the care of pupils (social services)

PC's, laptops

Educational content and pictures/illustrations

Digital school reports (reporting system)

Mainframes / servers

Educational games

Planning and roster system

Printers, copiers

Educational websites

Internet and intranet system

IT-management

Electronic learning environments (ELO's) Content management system Network management

E-learning systems - systems for distance learning Document management system Helpdesk and support

Web portals MIS (Management information system) ISP (internet service provider) services
Multimedia systems Accounting and financial system Advisory services

Audio and video systems HRM (Human Resource Management) system Training

Beamers / projectors Salary administration system

Advisory services Facility management system

Other equipment which borders these products

Chip card system / payment system

Training for teachers

Security system

Products and services marked in

have a direct effect on educational quality within the school
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Chapter 8 : Changes in teaching and learning : Essential learning skills for the
21° century.

Society relies on teachers to educate its children and to teach them many of the

skills which they will need to know, in order to take an active part in society
(Commission of the European Communities, 2007) and (Ministry of Education,
Government of Canada, 2008). The skills have become more and more complex as the
complexity of the globalised society increases (Arnove and Torres, 2003). Warlick
(2002) asks: ‘What are the basic skills of this information driven age, and how do we
teach them (these skills)’? School leaders and educators throughout the world are
asking this same question.

According to Resnick (2002, p. 45-46), new digital technologies make a learning
revolution in education possible. He states that:

‘To take full advantage of new technology, we need to fundamentally rethink our
approaches to learning and education and our ideas of how new technologies can
support them. ... Education and learning are often considered in terms of information:
What information is most important for people to know? What are the best ways to
transmit that information. ...Rather, learning is an active process in which students
construct new understandings of the world around them through active exploration,
experimentation, discussion, and reflection.’

According to Papert and Resnick (1995, p. 33), ‘being digitally fluent involves
not only knowing how to use technological tools, but also knowing how to construct
things of significance with those tools’ . The learning skills which need to be taught in
the 21st century are continuously being discussed at international level by both
educational and library organisations. UNESCO refers to these skills in the Education
for All (EFA) Global Monitoring Report, (UNESCO, 2006a and UNESCO, 2009a). Goal
3 of the six Education for All goals makes the following statement:

‘Goal 3 — Promote learning and skills for young people and adults

This goal places the emphasis on the learning needs of young people and adults in
the context of lifelong learning. It calls for equitable access to learning programmes
that are appropriate, and mentions life skills in particular. ...

Education is about giving people the opportunity to develop their potential, their
personality and their strengths. This does not merely mean learning new knowledge,
but also developing abilities to make the most of life. These are called life skills —
including the inner capacities and the practical skills we need’ (UNESCO 2009c, Goal
3,p. 1).

This thesis asks which learning skills are considered to be essential in the twenty-first

century, and how can learning, using these skills, be assessed?
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Traditional learning skills Traditional forms of teaching and learning,

sometimes described as ‘chalk and talk’, are still of great importance. Research in the
Netherlands suggests that the new kinds of learning are only successful if they are in

balance with traditional learning skills and educational concepts (Kennisnet 2006).

Literacy is a basic, essential skill in the third information age. It is defined as:
‘the ability to read and write’ (Webster’s, 2009), however a more modern definition of
functional literacy is supplied UNESCO (20064, p. 30):

‘A person is functionally literate who can engage in all those activities in which literacy is
required for effective functioning of his group and community and also for enabling him
to continue to use reading, writing and calculation for his own and the community’s
development.’

Literacy is a skill which can be influenced in a positive way by the intervention of the
school librarian. Standards for the 21* century learner (AASL, 2007) describe reading
as one of nine essential skills’. Certain competencies are necessary when the internet
is used in learning. According to Kuiper (2007, p. 49), pupils need to have the ability to
reflect on the results which the search engines have produced and should be able to
read and comprehend the texts on the websites in a critical way. In the present
globalised society, it could also be argued that people need to be literate in more than
one language®. This is also discussed by Cordes (2009) as multicultural literacy in his
description of new literacies®. Nordtvleit (2005, p. 4) makes the following statement:

‘Literacy is the ability to identify, understand, interpret, create, communicate and
compute, using printed and written materials associated with varying contexts. Literacy
involves a continuum of learning to enable an individual to achieve his or her goals, to
develop his or her knowledge and potential, and to participate fully in the wider society.

... Literacy skills are essential in today’s knowledge societies, conferring benefits on
individuals, communities and nations. This chapter traces the changing notions of
literacy from a narrowly defined concept to one embracing a holistic view of educational
development that includes the building of literate societies.’

The summary of the outcomes of the UNESCO Regional Conference in Support
of Global Literacy (UNESCO, 2008c, p. 1) states that:

‘Literacy remains a critical competency ... (however) Conceptions of literacy are
changing. Mobility, information technologies, rapid communication and other socio-
economic developments require new competencies in literacy. ... In the area of youth
and adult literacy, strong government policies are required to respond to new literacy
demands ...

’ See Chapter 8, page 60.
8 See also Chapter 22, page 173-4.
° See Chapter 8, page 53.
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Policy-makers at national and local levels recognize and promote the importance of
literacy competencies at all levels of education, as the key tool for lifelong learning and
as a foundation for acquiring other skills. ....’

During the SLA/IASL Conferences which were held in 2004 and 2009
(SLAJIASL, 2004 and IASL, 2009) special emphasis was placed on reading.
Participants agreed that one of most important functions of the traditional school library
is to promote not only technical reading and reading comprehension, but also reading
enjoyment, storytelling and reading aloud in the day to day school library environment.
The importance of storytelling and reading were discussed in detail, since they play a
role in the development of language, vocabulary, fantasy and creativity. According to
Meek (1988), storytelling is part of an emotional experience associated with reading
pleasure, which is completely different from the involvement which takes place when
reading digital text. Chambers, who was a keynote speaker at both conferences, very
convincingly expressed the need to tell stories to children, to encourage them to read
by themselves and to convince them that reading is a pleasurably activity. These
activities contribute to their reading comprehension and intellectual growth (Chambers,
1991 and 1995).

The research foundation paper School Libraries Work! (2008, p. 5) makes the
following statement:

‘School libraries inspire literacy. When learners of all ages have the opportunity to read
stories and explore information that matters to them, various forms of literacy and
numeracy can emerge. Research has shown that school libraries have the tools to
inspire literacy in learners of all ages.’

Economic dimensions of literacy In November 2009, the Ministry of Education

in Portugal (DataAngel. 2009, p. 9) published evidence that literacy has key economic
consequences for economic development. The report reviews evidence about
educational attainment, the quality of the workforce and the economic value of literacy
in Portugal.

‘...human capital — the knowledge, skills and other attributes of people that can be put to
productive use — is an important driver of economic growth and balanced social
development, and that literacy is a key determinant of both human capital and social
capital.

While literacy demand is driven by changes in technology and social organisation,

literacy supply is determined by everyday reading practices and learning over the entire
life course’.

The knowledge of modern foreign languages as a research and communication

tool is discussed briefly in this chapter, since it borders on two important factors in this
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study: firstly, the ‘digital divide’ and problems related to unequal access to information
and information technology (described in Chapter 7, page 41), and secondly, the role of
the school library in providing access to literature and information in a number of
different languages.

According to Norris (2010), there is widespread concern that the explosive
growth of the Internet is exacerbating existing inequalities between the information rich
and poor. One aspect of this ‘digital divide’ is language. She quotes Wresch (1996, p.
59) who suggests that knowledge of English as a first or second language is critical
since English dominates the world of computing. The FILTER network research®, also
confirms that one of the essential skills which is needed when accessing digital
information is a knowledge of modern foreign languages. The lack of this knowledge
acts as an information filter (Bunt-Kokhuis, 2006a).

Norris (2010, p. 60) also mentions that the technology to overcome language
barriers is progressing, with online translation services freely available for the major
European languages such as French German and Spanish. In smaller well-educated
welfare states such as Norway, Sweden and the Netherlands, English has become the
lingua franca as the second language taught widely in schools. People’s access to
information via the internet in their own languages is discussed in the IFLA/FAIFE
World Report 2007 (IFLA/FAIFE, 2007). This information is relevant to the European
section of this study, which covers 61 countries where 52 official and national
languages are spoken. The individual country reports in Appendix Il refer to different
levels of access to information in these 52 languages.

Graham (2002) quotes Dornyei and Csizér who state that a language
globalisation process is taking place, whereby the study of a world language (English)
IS gaining importance at the expense of non-world languages such as French and
German. The Digest of Educational Statistics 2001 (Snyder and Hoffman, 2002)
shows a dramatic decline during the last 30 years in the number of students in the
USA studying French and German. Crystal (1997) also describes English as a global
or world language and pays special attention to the role of English in international
relations, the media, international travel and tourism, international safety, education
and communication.

Recent studies indicate that language is a complex (cultural) factor in
education™. Due to the European nature of part of this study, this factor needs to be
considered carefully. The use of the internet and Web 2.0 technologies enables people

to search for and find information and to communicate with people in many different

° See Chapter 2, page 24.
"' See Chapter 22, page 173-4.
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languages. As their education progresses, pupils may also wish to use information in
modern international languages, as a research tool, and also to communicate with
other students in these languages. The European Commission, Directorate-General
for Education and Culture, (2004, p. 50) confirms that the ability to communicate in the
mother tongue plus the ability to communicate in foreign languages are two of the
essential competencies of lifelong learning.

In the traditional classroom, more accent was placed on the teaching of
languages. The number of options and teaching hours which are now available for
these lessons has been reduced in many schools in order to make way for other new
subjects. In his 2009 article, Garner states that the teaching of foreign languages in
the U.K. is in decline and that there is a fall in the number of trainee teachers
specialising in languages.

This thesis concludes that the teaching of modern foreign languages, especially
English, is crucial in (secondary) schools throughout Europe since this essential skill
allows students to read, understand (or comprehend) and access literature and
information for educational and research purposes and also to communicate globally.
A reduction in teaching hours for the teaching of modern languages would therefore

seem inadvisable.

New literacies. Research confirms that the nature of literacy is changing as
new forms of ICT appear and are put to use'>. Many nations around the world realise
that they must prepare students for the challenges of a competitive global economy
and are therefore developing national policies to raise literacy standards and to implant
ICT into the school curriculum. In order to do so, questions must be asked about ‘types
of texts, types of literacies, assessment, curriculum, and teacher education, and how
these are impacted by present and emerging technologies, Theories and pedagogies
of literacy that dynamically respond to social and technological change need to be
developed’ (Leu, Kinzer, Coiro and Cammack, 2004, p. 11). This group of researchers
have provided expanded definitions of literature and state that ‘the nature of literacy is
changing rapidly as new ICTs appear, requiring new literacies to fully exploit their
potential in what Reinking (1998) has called our ‘post-typographic world.” On page 30,
Leu, Kinzer, Coiro and Cammack (2004) state that three important social forces in
today’s world are shaping both the forms and functions of literacy. There is a global

economic competition focused on the rise of the Internet and other ICTs, and

2 See Figure 14, page 246.
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educational policies from nations around the world that emphasize higher achievement

in literacy and the effective use of information technologies.

‘It is this social context that prompts many of the changes to ICTs and to literacy that we
are experiencing, making the effective use of the Internet a necessary component of the
literacy curriculum (p. 5). ... The appearance of the Internet in the workplace as well as
in home and school contexts is one of the most powerful social revolutions taking place
today. At the heart of this revolution are the new literacy skills and strategies demanded
by the Internet and other ICTs” (p. 8). These new literacies (or strategies) allow us to
use the Internet and other ICTs to identify important questions, locate information,
critically evaluate the usefulness of that information, synthesize information to answer
those questions, and then communicate the answers to others (p. 2)'.

They go on to state that it is too early to identify a comprehensive theory of new
literacies and may be impossible to precisely define them, because one of their most
important characteristics is that fact that they are regularly changing. According to
Bruce (1997); (Leu, 2000); (Reinking, 1998), as new technologies for information and
communication continually appear, still newer literacies emerge. The continuous nature
of these profound changes requires new theories to help us understand them.
However Leu, Kinzer, Coiro and Cammack (2004) have attempted to identify a New
Literacies Perspective - central principles on which this theory could be built, as
described in page 15 of their paper:

‘the Internet and other ICTs are central technologies for literacy within a global
community in an information age; the Internet and other ICTs require new literacies to
fully access their potential; new literacies are deictic; the relationship between literacy
and technology is transactional; new literacies are multiple in nature; critical literacies
are central to the new literacies; new forms of strategic knowledge are central to the
new literacies; speed counts in important ways within the new literacies; learning often
is socially constructed within new literacies. Last but not least, the teachers become
more important, though their role changes, within new literacy classrooms’

As ICT is used more and more in the classroom, the central role that teachers
play becomes even more important within these complex information environments.
According to Leu, Kinzer, Coiro and Cammack (2004, p. 1599), teachers will need to
be:

‘aware of emerging technologies for information and communication, capable of
identifying the most important new literacies that each requires, and proficient in
knowing how to support their development in the classroom. Institutions for teacher
education will need to prepare new and experienced teachers so that they can support
children in the new literacies of ICTs in the classroom’.

New literacies include the skills and strategies which allow people to use the Internet
and other forms of ICT effectively. According to Leu, Kinzer, Coiro and Cammack

(2004, p. 17), they include ‘using a search engine effectively to locate information;
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evaluating the accuracy and utility of information that is located on a web page in
relation to one’s purpose; using a word processor effectively, including using functions
such as checking spelling accuracy, inserting graphics, and formatting text;
participating effectively in bulletin board or listserv discussions to get needed
information; knowing how to use e-mail to communicate effectively; and inferring
correctly the information that may be found at a hyperlink on a web page’. It is
immediately obvious, however, that this list, written in 2004, may already have changed
during the last 6 years, for the reasons mentioned above (Bruce, 1997), (Leu, 2000)
(Reinking, 1998).

When speaking about new literacies, Andretta (2009) explores the concept of
‘transliteracy’. She quotes Thomas ... [et al.] (2007), who describe transliteracy as: ‘a
unifying perspective on what it means to be literate in the 21st century [including] the
ability to read, write and interact across a range of platforms, tools and media from
signing and orality through handwriting, print, TV, radio and film, to digital social
networks’. The prefix ‘trans’ is used in terms of ‘moving across literacies’ and also in
terms of ‘moving beyond literacy’ in order to evaluate the implications of new literacies
which are emerging in the 21° century. Abilock (2008) and Cordes (2009) refer to a
framework of literacies such as: technology literacy, spatial literacy, historical literacy,
political literacy, visual literacy, media literacy, information literacy, and multicultural
literacy, among many others. Cordes (2009) speaks specifically of ‘multimodal
literacies’. This is a range of literacies which at times stand alone but are often
combined; the ability to use these literacies can affect academic and life success.

New literacies almost always build on, rather than replace traditional literacies.
In order to learn successfully in the 21°% century, pupils need to have a combination of
traditional and new literacy skills. According to Kuiper (2007), traditional literacy skills
are still as important as they ever were. However, new literacies demand new forms of
literacy and an additional dependence on critical thinking and analysis when the reader
encounters text and/or information.

This research asks: Do teachers actually have these skills? If not, are new and
experienced teachers receiving sufficient (re)training, so that they can keep up to date
with these constantly changing skills? Can the trained school librarians and
information specialist act as a coach for teachers who are experiencing difficulties?
How can the reading comprehension (at different levels of literacy) of pupils be

adequately tested?
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Important new literacies which are specifically relevant to the work of the school

librarian : information literacy, digital literacy, media literacy The traditional role of the

qualified school librarian is still of vital importance. School libraries encourage
traditional literacy skills, which are imperative to the development of reading and
comprehension skills. In this third information age, the qualified school librarian not
only carries out these traditional tasks but also has important new responsibilities,
including the teaching of new literacy skills and 21% century learning skills to both

teachers and pupils.

Information literacy skills in this study are referred to in the context of education and

lifelong learning — skills which, when learned, increase the learner’'s knowledge and by
doing so enhance educational achievement. Virkus (2003) examined the development
of information literacy in Europe and provided an overview of these concepts. She

quotes Bruce (2002, p.1) as follows:

‘The idea of information literacy, emerging with the advent of information
technologies in the early 1970s, has grown, taken shape and strengthened to
become recognised as the critical literacy for the twenty-first century. Sometimes
interpreted as one of a number of literacies, information literacy is also described as
the overarching literacy essential for twenty-first century living. Today, information
literacy is inextricably associated with information practices and critical thinking in
the information and communication technology environment’

There are many different definitions of information literacy (also called information
competency or information fluency by some practitioners) - (Pemberton, 2006) -
because the term is often confused with computer literacy and bibliographic instruction.
While there is a great deal of overlap amongst the three terms, information literacy is
the more comprehensive. This present study uses a very simple, succinct and
comprehensive definition which has been provided by the Association of College and
Research Libraries (ACRL, 2010, p. 1): ‘Information Literacy is the set of skills needed
to find, retrieve, analyse, and use information’, and is based on the Information Literacy
Competency Standards for Higher Education (ACRL, 2000). The norms for information
literacy can also be found in: Information power : building partnerships for learning
(AASL & AECT, 1998) and also (ALA, 2007). Riedling’s simple, step-by-step guide
(2006) encourages students to learn the meaning of information literacy, and how to:
locate the ‘right’ information, use traditional and online libraries, evaluate and identify
authoritative sources, cite sources properly, and turn research papers into something
that displays their own ideas and ingenuity. It also and contains information about

intellectual property, copyright, and plagiarism.
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Two figures have been drawn in order to clarify the link between the

development of traditional literacy skills and information literacy skills. Figure 4 is a
time line which relates the age of the child to his or her information literacy maturity.

Figure 4
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Figure 5 relates the need for information and information literacy skills to the volume of
available information.

Figure 5
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During the preparation of Figures 4 and 5, reference was made to the work of Stephen
Krashen (2004).

Digital Literacy is defined as an equivalent expression to ‘computer literacy’,

meaning to acquire the minimal capacity required to use digital systems, from the
user's viewpoint (Allmedia, 2009).

Media literacy, Media Education and Media Wisdom Media literacy is defined

by the European Commission, Audiovisual and Media Policies (2008, p. 1), as:

‘

... the ability to access, analyse and evaluate the power of images, sounds and
messages which we are now being confronted with on a daily basis and are an
important part of our contemporary culture, as well as to communicate competently in
media available on a personal basis. Media literacy relates to all media, including
television and film, radio and recorded music, print media, the Internet and other new
digital communication technologies ...

The aim of media literacy is to increase awareness of the many forms of media
messages encountered in their everyday lives. ...’
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The Study on the Current Trends and Approaches to Media Literacy in Europe, Final
Report. (European Commission, Audiovisual and Media Policies, 2007, p. 4), defines
media literacy broadly as ‘an individual's capacity to interpret autonomously and
critically’. Page 21 of this report goes on to state that ‘the study of media literacy
employs a variety of similar terms and concepts, including digital literacy, computer
literacy, cultural literacy, information literacy, audio-visual literacy, and media
education. The use of so many different terms and definitions can result in confusion.
While the term media literacy offers the most inclusive interpretation, it is still advisable
to clarify the meaning of, and relationship between, these terms’. This statement may
indicate that the concept of information literacy does not exist outside the concept of
media literacy. However there are many different definitions of media literacy and

information literacy, none of which could be said to be accepted by all experts.

Media education is defined by Buckingham (2001, p. 2) as follows:

‘Media education is concerned with the full range of media, including moving image
media (film, television, video), radio and recorded music, print media (particularly
newspapers and magazines), and the new digital communication technologies. It aims
to develop a broad-based ‘literacy’, not just in relation to print, but also in the symbolic
systems of images and sounds. ...

Media education is concerned with teaching and learning about the media. This should
not be confused with teaching through the media — for example, the use of television or
computers as a means of teaching science, or history. Media education is not about the
instrumental use of media as ‘teaching aids’: it should not be confused with educational
technology or educational media.

Media education aims to develop both critical understanding and active participation. It
enables young people to interpret and make informed judgments as consumers of
media; but it also enables them to become producers of media in their own right, and
thereby to become more powerful participants in society. Media education is about
developing young people’s critical and creative abilities. *

In some countries, the term 'media literacy' is used more widely than 'media education'.
This reference to literacy is partly strategic, since it offers a basis for including media
alongside print in the established mother-tongue language curriculum.

In education in the Netherlands, the terms media education or media literacy
which had been defined in 1996, were replaced by the new term ‘media wisdom’.
While the term ‘media education’ was focused on education, in 2005 it was concluded
that everywhere where media is used, citizens would need to have ‘media wisdom’
skills. ‘Media wisdom’ is not just concerned with education, but with all levels of society

and is defined as:
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‘A complete combination of knowledge, skills and attitude which will allow citizens to live
in a complex, changing and fundamentally media-oriented world in a meaningful, critical
and active way.

This means that people should be able to use old (such as television, radio,
newspapers) and new media (the possibilities which internet provides, sms) and that
they should have a healthy attitude towards this media, so that they are aware of the
possibilities and of the context of information.” (Mediawijsheid, 2008, p. 1)

21° Century learning skills Standards for 21* century learning skills have been

published by a number of different educational, library and business associations,
including the American Association of School Librarianship which published the AASL
Standards for the 21st.century learner (AASL, 2007, p. 2-3). This set of standards
implies that, in order to learn successfully in the 21st-century, pupils need to have a
combination of traditional and new learning skills. Nine fundamental common beliefs
are defined as follows:

‘reading is a window to the world; inquiry provides a framework for learning; ethical
behaviour in the use of information must be taught; technology skills are crucial for
future employment needs; equitable access is a key component for education; the
definition of information literacy has become more complex as resources and
technologies have changed; the continuing expansion of information demands that all
individuals acquire the thinking skills that will enable them to learn on their own; learning
has a social context; school libraries are essential to the development of learning skills’.

The standards describe how learners use skills, resources and tools to:
‘inquire, think critically and gain knowledge; draw conclusions, make informed
decisions, apply knowledge to new situations, and create new knowledge; share
knowledge and participate ethically and productively as members of our democratic
society; pursue personal and aesthetic growth.’ (p. 4-7).

The Australian Government (1999, p. 1) lists goals which place an emphasis on social
and employment-related skills, and makes the following statement: ‘When students
leave school, they should have the capacity for, and skills in, analysis and problem
solving and the ability to communicate ideas and information, to plan and organise
activities, and to collaborate with others’ and ‘be confident, creative and productive
users of new technologies, particularly information and communication technologies,

and understand the impact of those technologies on society’.
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Chapter 9 : Changes in teaching and learning : a new kind of learning since the
introduction of educational reforms and ICT into schools

From as early as the 1960’s it gradually became clear that ICT could be used to
influence the ways in which people learn. New concepts of learning, visions, theories
and aims of education in a changing environment emerged, which in some ways may
have made learning more interesting and more fun (Davies and Birmingham, 2002).
According to MacGilchrist, Myers and Reed (2004), at the beginning of the 21st
century, ‘school’ will still be the ‘place’ where the vast majority of our young people are
formerly educated. Youth Learn (2010) concludes that, in the traditional learning
framework, teachers come to class with highly structured curricula and activity plans,
sometimes referred to as ‘scope and sequence’. They act as the source of knowledge
and as the person who determines which information is important ... a teacher, Ministry
of Education or bureaucracy have decided what children should know and master in
the curriculum. There are also those who feel strongly that there is a ‘core knowledge,
or elements of cultural literacy, that should be the emphasis of education. Hirsch
(2007) argues that a common body of knowledge is essential for students to become
productive and engaged citizens. He has published lists of thousands of facts which
children should know at each grade level. Some critics condemn Hirsch’s list of facts
as promoting rote memarization and a shallow understanding of the content. In the
opinion of proponents of progressive education, this approach undermines higher-order
skills and child-centred learning (Concept to Classroom, 2010, p. 1).

‘Education does not prepare students for a world that is static and fixed. Rather, it must
prepare learners to cope with changes that will increase in complexity throughout their
lives. ... Education cannot give learners all the information that they need to know, but
rather it must provide the tools for continuing to learn.

In a society in which education has focused on transmitting "what we know," it is a
challenge to develop a widespread view that "how we come to know" is very important
in modern society.’

Questions are being asked about the present school systems, and whether or
not these systems need to be revised or changed. Marzano (1992) talks about the
importance of learning being meaningful. Children should be allowed to learn at their
own pace, at their own level. The use of educational technology inside and outside the
school makes this possible, so that different pupils in one class can now work at more
than one level. Also, educational theory suggests that the pupils’ learning outcomes or
achievement will increase if they are responsible for their own learning (Balanskat,
Blamire and Kefala, 2006).
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Howard Gardner’s theories of multiple intelligences (M.l.) In 1989, Howard

Gardner defined intelligence as ‘the capacity to solve problems or to fashion products
that are valued in one or more cultural setting’ (Gardner & Hatch, 1989, p. 4-9). These
multiple intelligences may indicate a completely new way in looking at education itself
and at the way in which children in the 21% century should receive an acceptable
education. Gardner (2006) initially formulated a provisional list of seven multiple
intelligences, which are described Wikipedia (2010c, p. 1) as: Musical Intelligence
("music smart”); Bodily-Kinaesthetic Intelligence (“body smart”); Logical-Mathematical
Intelligence (“number/reasoning smart”); Linguistic Intelligence (“word smart”); Spatial
Intelligence (“picture smart”); Interpersonal Intelligence (“people smart”); Intrapersonal
Intelligence (“self smart”). Within the framework of learning with technology, each has
a specific role and capacity. According to Smith (2002 and 2008), ‘Seven kinds of
intelligence would allow for seven ways to teach rather than one. ...Powerful
constraints that exist in the mind can be mobilized to introduce a particular concept ( or
whole system of thinking) in a way that children are most likely to learn it and least
likely to distort it’. Since the publication of the original list of intelligences, there has
been intensive discussion about additional intelligences which could be included in the
list, however this should be the subject of a further study.

A number of schools in North America have attempted to structure curricula
according to the intelligences and to design classrooms and even whole schools to
reflect the understandings that Gardner develops. Multiple Intelligences around the
world (Chen, Moran and Gardner, 2009) describes the implementation and use of M.I.
theories in different educational settings in schools around the world. It also discusses
how an educational idea created in one cultural milieu can travel and take root in
diverse educational settings. A small number of schools have designed special school
libraries, based on multiple Intelligences (M.1.) theories.

Wagner (2008) has identified seven survival skills for the ‘new world of work’:
critical thinking and problem solving; collaboration across networks and leading by
influence; agility and adaptability; initiative and entrepreneurialism; accessing and
analyzing information; and curiosity and imagination. While this is not a revolutionary
list, it echoes themes found in the writings of Gardner (2006), Pink (2006) and
Goleman (2006a, 2006b and 2007). The importance of these skills is relevant to the
new theories and concepts of learning which are mentioned in this chapter.
Specifically, the skills of: critical thinking and problem solving, collaboration across

networks and leading by influence, and accessing and analyzing information were
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specifically applied during the application of the educational matrix at the Kalsbeek

College®.

New theories and concepts of learning The focus of new kinds of learning is

often on pupils building knowledge and acquiring skills while working together within a
meaningful context. Concepts such as learning to learn, individual (independent, or
learner-based) learning, collaborative (or co-operative) learning, inquiry-based learning,
guided inquiry, E-learning and lifelong learning are starting to play an important role in
educational philosophies. The most important ground rule is ‘being able to take
adequate action, rather than understanding and knowing’. This ‘new kind of learning’
covers concepts and reforms which enable students to learn individually or
independently (often with the support of ICT) instead of in the traditional (‘chalk and
talk’) classroom environment with the cognitive transfer of knowledge. It is mainly
focussed on the gathering of knowledge and understanding and the acquisition of the
necessary skills. Pupils should not learn just to get a good report (or grade), but rather
they should acquire the competencies which they will need in the society and in their
profession as described on page 60 — 21% Century Learning Skills. New theories or

concepts of learning can be described as follows:

Learning to learn is a term which is used in a number of different contexts. The

most simple definition is related to pupils who wants to get a better mark for a given
task (Fender, 2004), however, the term is more frequently used with regard to pupils
with learning difficulties, specifically in three main areas of learning: attention, memory,
and organization (Strichart & Mangrum, 2001). Strichart and Mangrum discuss ways to
help struggling students and make suggestions which are intended to enhance a
student’s strengths or compensate for a weakness, including information about learning
styles, how students learn, strategies, attention-enhancing strategies, memory-

enhancing strategies, and organisation-enhancing strategies.

Individual (independent, or learner-based) learning Here children should be

allowed to learn at their own pace, at their own level. Learner-based learning is active
learning whereby learners are actively engaged in the learning process. Marzano
(1992) defines five dimensions of (learner-based) learning as: positive attitudes and
perceptions about learning; acquiring and integrating knowledge; extending and

refining knowledge; using knowledge meaningfully and productive habits of mind.

¥ See Chapter 20, page 135.
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Learner-based learning is an important tool for E-learning and is also defined as the
key to lifelong learning (Long, 1991), when learners have significant freedom to choose
how they will work at their learning tasks. They play a significant role in managing their

own learning.

Co-operative or collaborative learning Knowledge can be acquired on an

individual basis or by working together (co-operating) with other people. The 21%
century skills which have been defined on page 60 state that society expects people to
be able to work together in groups on specific tasks or projects. Co-operative or
collaborative learning is a special kind of independent learning. (Linden, 2000), which
requires students to work together in small groups on a structured activity, however
they are individually accountable for their work. The work of the group as a whole is
also assessed. Cooperative groups work face-to-face and learn to work as a team.
Learners require both a traditional and a virtual learning environment where
they can work together. They can decide themselves when to work on an assignment
— at any time during day or night - as long as the assignment is delivered within the
agreed time frame. Assignments and support for pupils are provided by teachers
through the ELO (Electronic Learning Environment) or VLE (Virtual Learning
Environment), which is a software system designed to support teaching and learning in
an educational setting. It normally works over the Internet and provides a collection of
tools which are needed for assessment, communication, uploading of content, return of
students' work, peer assessment, administration of student groups, collecting and
organizing student grades, questionnaires, tracking tools, etc. New features in these
systems include wikis, blogs, RSS feeds and 3D virtual learning spaces. While
originally created for distance education, ELOs are now most often used to supplement

traditional face to face classroom activities (Wikipedia, 2009b).

Competency-based learning According to Jensen (1998), competency-based

learning embraces the following aspects: active rather than passive learning (similar to
‘learning to learn’), integrative learning (interdisciplinary learning), critical thinking and
reflection, repetition of tasks that reinforce prior learning, expert assessment of total
competency, lifelong learning. Competency based learning is a method of study that
focuses on what a person can actually do as a result of training. Detailed descriptions
of what competency-based learning actually is and how it is applied are contained in

the Training Manual On Competency Based Learning Assessment (UNESCO, 2002a).
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Inquiry-based learning is not necessarily a new concept. It was first mentioned

by John Dewey, an American philosopher and educator whose writings and teachings
have had profound influences on education. Dewey’s concept presented a contrast to
the more structured, curriculum-centred framework in schools (Dewey, 2009). Inquiry
implies involvement that leads to understanding. Furthermore, involvement in learning
implies possessing skills and attitudes that permit you to seek resolutions to questions
and issues while you construct new knowledge (Concept to Classroom, 2010). During
the inquiry-based learning process, under the guidance of, e.g. their teacher or school
librarian, pupils ask questions and find the answers themselves. They are also
encouraged to ask new questions along the way. Many educators, parents, and other
members of society think that inquiry learning takes too much time and that it is much
more efficient for students simply to be given the information they need to know

(Concept to Classroom, 2010).

Guided Inguiry has evolved from earlier attempts to teach information literacy
skills to teachers and pupils. According to Kuhilthau, Caspari and Maniotes (2007),
guided inquiry is carefully planned, closely supervised targeted intervention of an
instructional team of school librarians and teachers, who work together to guide
students through curriculum based inquiry units that build deep knowledge and deep
understanding of a curriculum topic, and gradually lead towards independent learning.
This innovative team approach inspires students to gain deeper understandings and
higher order thinking using the rich resources of the school library, the community and
the wider world. Guided Inquiry is grounded in a constructivist approach to learning,
based on the Information Search Process developed by Kuhlthau (2004) for developing
students’ competence with learning from a variety of sources while enhancing their

understanding of the content areas of the curriculum.

E-learning is the use of new multimedia educational technologies, Internet and
Web 2.0 facilities to improve the quality of learning by facilitating access to resources
and services as well as remote exchanges and collaboration (elearningeuropa, 2009a).
E-learning is defined by the Digital Strategy Office, Government of New Zealand (2007,
p. 1) as being: ‘learning that is facilitated by the use of digital tools and content.
Typically, it involves some form of interactivity, which may include online interaction
between the learner and their teacher or peers’. In schools which have modern ICT

facilities, this kind of learning takes place through an ELO (Electronic Learning
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Environment) or VLE (Virtual Learning Environment), accessed from inside or outside

the school at any time during day or night.

Much has been written about the advantages (and disadvantages) of these
‘new kinds of learning’, however many agree that these concepts have also made it
possible for people within our society to further their education and perhaps reach a
higher educational level than they would have achieved in the traditional way. People
in this group are then better prepared to become lifelong learners and to play a
productive role in modern society.

New kinds of learning can be especially important for pupils with learning
difficulties. The introduction of ICT has allowed them to work at their own pace, and
has provided new remedial teaching possibilities. Also, the introduction of ICT has
sometimes helped them to ‘enjoy learning’ much more than they did when only
traditional forms of teaching were available. Gifted pupils can be given extra challenges
via new forms of learning, in the form of specific individual tasks, making boredom a
thing of the past!

Learning does not necessarily need to take place in the traditional classroom —
it can now take place in a location of the learner’s own choosing (as long as certain ICT
resources - hardware and software - are available). Using ICT, the teacher and the
learner can now communicate with each other (on an individual basis or in groups) and
discuss schoolwork or assignments, from inside or outside the traditional school, and
can learn to manage or control the progress of their own acquisition of knowledge.

Recent articles published in the Netherlands state that too much time is being
spent on new forms of learning, and that pupils are not learning essential traditional
basic skills. Hirsch (2007) describes ‘core knowledge, or elements of cultural literacy,
that should be the emphasis of education’ (see page 61). New forms of learning are
perceived as being more attractive and modern, however there is destructive criticism
about the quality of education since new forms of learning were introduced (Trouw,
2008). The Dutch association known as BON (Beter Onderwijs Nederland - Better
Education in the Netherlands) publishes numerous articles criticising new forms of
learning (BON, 2008). Parents, pupils, teachers, companies, scholars and other
interested parties use this site to exchange ideas and insight into the educational

process. Research in the Netherlands indicates that if teaching and learning is to be
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effective, it needs to be ‘in balance’ — a combination of traditional plus new forms of

teaching and learning (Kennisnet, 2006) **.

* See Chapter 2 page 24
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Chapter 10 : Changes in approaches towards teaching and learning since
ICT has been part of the learning process

In view of the development of new technologies, the use of ICT within the
school is continuously changing. In turn, these are responsible for changes in
educational thinking and pedagogies. This thesis asks how the average teacher will be
able to keep up with these changes and how adequate training will be provided.

Prensky (2001, p. 1) distinguishes between ‘Digital Natives’ — pupils and

students who grow up with this new technology, who have spent their entire lives
surrounded by computers, videogames, digital music players, video cams, cell phones,

and all the other toys and tools of the digital age - and ‘Digital Immigrants’. The Digital

Natives are all ‘native speakers’ of the digital language of computers, video games and
the Internet. On the other hand, Digital Immigrants are ‘those who were not born into
the digital world but have, at some later point in our lives, become fascinated by and
adopted many or most aspects of the new technology. ... Digital Immigrants learn —
like all immigrants, some better than others — to adapt to their environment; ... they are
in the process of learning a new (second) language. - Those of us who are Digital

Immigrants can, and should, laugh at ourselves and our ‘accent’.

The pupils are the Digital Natives described by Prensky (2001). The average
pupil has no problem with modern media and computer technology — his insight into
how this technology can be used is highly developed. He has used ICT his whole life
and is unafraid of it. He uses it as a tool, for pleasure and also for other more serious
purposes, including academic ones. In his book Boeiuh!, Wijnberg (2007) suggests
that within today’s busy, difficult society, and perhaps because of the fact that they are
not receiving enough attention from the busy older generation, young people are trying
to find relief and comfort within their own group. Wright (2007) concludes that users of
ICT tend to form small groups, but states that this does not only apply to young people
but to all those who are making use of ICT. They use modern media, including ICT
and social networking, for many different kinds of communication with their peers, and
are constantly communicating, via mobile telephones, E-mail, MSN, social networks,
chatting, etc. Their computer skills, when they use them to their personal advantage,
are extremely good. If they want information for a specific purpose, they pick it from all
different kinds of (digital) sources. However, experience has taught us that these skills
are also superficial. If they want to find information for an academic purpose, their

skills are not only superficial but even inadequate (Boelens, 2006c¢), (Probert, 2009).
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This is supported by recent research into multitasking. Teachers and parents
are often amazed at the way children seem to focus on multiple things at the same time
when using ICT. This is known as media multitasking (task switching); it has been
seen as an asset — an ability which Digital Immigrants may not have or may find difficult
to acquire. In 2009, Ophir, Nass and Wagner reported the results of research into
multitasking (task switching), which reveals that what these children are actually doing
is jumping between different tasks and not giving each task their full, focused attention.
Their attention is actually distracted, and this fact actually reduces the overall quality of
attention each task needs. According to Ophir, Nass and Wagner ‘heavy media
multitaskers performed worse on a test of task-switching ability, likely due to reduced
ability to filter out interference from the irrelevant task set’. This is also described by
Saunders (2009) as Multitasking to distraction.

When sitting behind a PC in a classroom, pupils would rather be playing a
computer game or communicating (digitally) with their friends than doing the
sometimes dull work which the teacher has set. They try to ‘trick’ the teacher so that
they can do what they prefer. A teachers needs to have ‘eyes in the back of his head’
if he wants to make sure that pupils are actually working on the task which they have
been given. He also has to be able to understand the processes which are taking
place (the way in which the PC is being used by the pupil). In kindergarten, playing on
the computer has sometimes replaced the traditional games which were played in the
classroom (e.g. playing with dolls, blocks or puzzles). During these old-fashioned
traditional games and activities, children played with each other and learned social
skills. Now, at school or at home, they often sit alone behind a computer and interact
with the technology (a machine) and with digital friends. In the average family home,
some children have their own PC and are encouraged to make use of these
computers, for many different (including educational) purposes. Once more, they are
spending a considerable amount of time interacting with a machine (Rideout, Foehr
and Roberts, 2010)™.

The teachers are the Digital Immigrants described by Prensky (2001).
Unfortunately a rather large percentage of good teachers, who have excellent teaching
skills and of their own subject(s), do not have sufficient digital (ICT) skills or insight. It
has sometimes been assumed that teachers already have these skills or can acquire
them naturally. Probert (2009) explains that, in the case of information literacy skills, it

was assumed that because teachers have completed an academic study before

'® See Chapter 4, page 36.
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entering the teaching profession, they are information literate. Experience and
research has revealed that many teachers are not information literate because they are
not familiar with the ICT skills which are needed in the retrieval of the required
(traditional and digital) information. In fact, Probert's study shows that some teachers
do not even know what information literacy actually is. It was presumed that younger
teachers may have better ICT technical skills than older ones, but research and
informal interviews at the Kalsbeek College indicate that this is not necessarily the
case. Also, new teachers coming out of Teachers Colleges have received little or no
instruction in information literacy skills during their training. It is ‘assumed’ that their
information literacy skills are adequate, because they have used computers all their
lives (Williams, Wilson, Richardson, Tuson and Coles, 1998), (Department of
Education and Training, State Government of Western Australia, 2006).

Cuban (2003) describes the way in which teachers use computers in the
classroom. He concludes that teachers are used to working in an autonomous way in
their own individual classrooms; the door closes, the lesson begins. The teacher uses
his own individual characteristics and teaching methods to instruct the class. Aspects
of teaching such as the teacher’'s own knowledge of his subject, discipline, pedagogical
methods and class administration come into play. This system works. It is therefore
difficult for the teacher to introduce new technologies into his lessons. He can only use
these new resources in (for him) a controllable way. He therefore uses modern
technology in the same way in which he would have used more old-fashioned teaching
aids and does not take advantage of the full pedagogical potential of the new
technology. In an attempt to measure the impact of ICT in American schools, Cuban
carried out action research (Cuban, 2003). Instead of collecting statistical evidence or
conducting interviews, he spent hours sitting in the classroom, observing what went on
and arrived at conclusions which are not encouraging. Cuban concludes that
enormous amounts of money have been invested in computer hardware and software,
however its impact on the evolution of new forms of learning was undervalued or
neglected. The results of his research show that the majority of teachers use the new
technology to support the teaching methods which they are already using. Also, the
teacher is not used to co-ordinating his lessons with other teachers in an
interdisciplinary way, across distinct subject areas. Cuban (2003) has concluded that
teachers do not use ICT to support new forms of learning, and that only a small
minority exploits the new technology to enhance the way in which learning takes place

in the classroom. His final conclusion was that there was no evidence which could be
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found which confirmed that academic achievement has increased because of the use
of new technology. This is confirmed by Angrist and Lavy (2002).

It is therefore apparent that a great deal of money has been spent on the
introduction of new technology into schools but that it is not being used to its full
pedagogical potential, in fact, it is either being used as an old-fashioned teaching aid or
as an administrative tool. Training programmes for teachers have been relatively
unsuccessful. The European Schoolnet (2008) provides evidence from a number of
individual countries which indicates that even though different kinds of training
programmes have been offered in order to improve teachers’ ICT technical skills, these
programs were often voluntary. A large percentage of teachers did not complete these
training programs. Hansson (2006) observes that although attempts have been made
to retrain the teaching staff, experience has shown that they have failed to acquire the
necessary skills. This is confirmed by Kennisnet (2006, p. 3) which states that
research indicates that the technical ICT skills of teachers may be less than adequate.
It is essential that the threshold related to the ICT skills of teaching staff be raised.
Teachers have to adapt in order to be able to retain their position of authority in their
own classroom.

Pupils appear to have more (superficial) ICT skills than teachers. Veen (2003)
explains that teachers often experience the well-developed ICT skills of pupils (the
Digital Natives) as a kind of ‘hostility’ in the classroom. Teachers feel threatened.
They cannot compete with the pupils. For this reason a certain friction has arisen
between pupils and some teachers. Many pupils believe that they have much better
ICT skills than their teachers (Kennisnet, 2006). This opinion is also confirmed by
lersel (2006). However research also shows that when pupils’ information literacy and
research skills are assessed, they prove to be both superficial and naive.

Teachers need continuous, compulsory retraining in the implementation of ICT
into their lessons. Information which was obtained from the Eurydice database (2007),
the British Council (2008), Country Studies (2008) amd Euroeduation (2008) for each
individual country shows that for more than 10 years, Ministries of Education in many
different countries have been attempting to retrain teachers, and to increase their ICT
skills. Although younger teachers may in fact be Digital Natives, and may have learned
some ICT skills during their training and can, to some extent, implement these skills
into their lessons, they need to constantly keep up-to-date. The evidence also confirms
that some younger teachers may not have better ICT technical skills than their older
colleagues, and that ICT skills of teachers are not necessary age-related (Probert,

2009). Because of the constant changes within and evolution of the information
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society, the retraining of teachers is not a one-off affair, but needs to be continuous, in
order to keep up with the current changes within ICT itself so that its full pedagogical
potential can be realised.

The questions which remain to be asked are: Should the ICT skills of teachers
be tested on a regular basis? When should the re-training of teachers be compulsory?
When do teachers with low level ICT skills become unacceptable members of the
teaching staff? UNESCO is attempting to answer these questions and to define the
ICT competency standards for teachers (UNESCO, 2009b) at international level.

During informal surveys and conversations, teachers have also complained that
the use of ICT within the school has, in fact, increased the amount of administration

which takes place. Instead of saving time, it costs time, for example:

E-mails: Correspondence in schools with good ICT facilities takes place via E-mail.
There are complaints about the time spent in opening and answering (sometimes
unnecessary) E-mails, SPAM, network problems, etc. Some teachers are unable to
use the E-mail and cannot be contacted through it. Others seldom open their E-mail.

A simple note in a teacher’s school letterbox is often quicker and more effective.

School administration — general administration, for example entering marks for reports,

deadlines etc - costs time. A teacher needs to have this information available and then
enter it into the (digital) pupil administration system. He needs access to a PC in good
working order, which is connected to the school network (via internet). In the
Netherlands schools have sometimes appointed new staff members (a systems
administrator) to assist teachers in this specific administration, thus incurring extra
personnel costs for non-teaching staff. It remains to be seen whether or not the
benefits of these administrative systems outweigh the costs and the amount of time
spent. However, these systems do supply statistics to the school management and to
national educational organisations, which may indicate an increase in efficiency.
However this administrative use of ICT within the school has virtually no connection to
actual educational quality or academic achievement. Also, the use and protection of
the growing amount of data and knowledge contained in the digital educational and
administration systems of the school is a matter for serious concern which needs to be

investigated a further study.

The ELO (Electronic Learning Environment) or VLE (Virtual Learning Environment)

used by some teachers also results in extra time being spent behind the PC. While it
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could be said that there is (better) individual communication with pupils via the ELO,
teachers need extra time to prepare new teaching material suitable for ELO use. Once
again the question of ‘value for money’ arises — do the gains in educational quality and
academic achievement outweigh the costs in time and money? Of course, in schools
in remote locations, the ELO has distinct advantages which are unrelated to the above

arguments, provided that the required network connections are available.

The School web page provides good publicity for the school and also gives pupils and

parents information about school activities and roster changes. Also, by using the
webpage, parents can view their own child’s marks, using an individual password and
can keep up to date with the progress which the child is making. However, this
information must be entered accurately, needs to have high availability and must be
continuously kept up-do-date. Security issues are also very important, in order to
prevent ‘hacking’. The design and maintenance of an up-to-date website costs time

and money and is the work of a trained information professional.

There are also complaints which are related to the workload and changes in the
school’s social structure since the introduction of ICT. There is an acute shortage of
teachers in some countries in Europe. The large number of part-time (especially
female) teachers who are now employed throughout Europe, particularly in secondary
schools, is confirmed by the Department of Education and Science of the Republic of
Ireland (2009) and described in Table 2 (page 74). Mejer and Gere (2008) have also
supplied evidence about the high number of women teachers in all levels of education.
During informal interviews, these women complained that even though they work part-
time, they are still expected to attend (compulsory) ICT training sessions and to make
use of all the ICT facilities which are mentioned above. This costs much more time
than their employment contract actually allows for non-classroom activities (NUT,
2007). Some have returned to work after a period of absence (parental leave) and
have missed out on instruction in the use of ICT (Balanskat, 2005). They point out that
they have chosen to work part-time because they still have homes and families to care
for and do not want the extra strain and burden of additional responsibilities and

compulsory ICT training.
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Table 2

Teachers working part-time as a percentage of total full-time and part-time teachers (second-level) 2004/05
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Additional information, Table 2

Lower Second-level

| |BE |CZ|DK| DE |EE|GR| ES |FR |E|T‘c_v| LV | LT |LU|HU ’WW|AT|PL ’ﬁ| S| |SK|FI |SE|UK| IS |No

12005 [47.6 | : [ : [424 [ : [52[142 [13.0[: [1.9]46[26.0 [310 [ : [83 [3.1]: [2255[26.3[: [10.9]6.4 7.0 [28.3[17.5[25.4 | :

Upper Second-level
| | BE [cz ok | DE [EE[GR [ ES |[FR [ IE [T [cY [Lv [LT [Lu| HU [MT[NL [AT [PL [PT[sI [sk [ A [sE [uk [1s [NO
12005 [46.9 [ : [ : [411|: [34 160 [9.9 (280 [3.3[5.2(2655 : [7.3] 19.7 [3.947.9[26.3[37.8] : [17.8[13.1[14.9(28.4(38.7[25.7] :

Notes (Table 2)

Ireland: Upper second-level includes Lower second-level and Further education.

Lithuania: Lower second-level includes Upper second-level.

Belgium, Finland, United Kingdom, Iceland: Upper second-level includes further education.
Luxembourg, Netherlands: Upper second-level includes Lower second-level.

Source: Eurostat education statistics (UOE)

Ref.: Department of Education and Science of the Republic of Ireland, 2009
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Many teachers throughout Europe have received basic (sometimes compulsory)
instruction in the use of computers through a scheme known as the European
Computer Driving Licence (ECDL, 2008). Other European training schemes are
described by Balanskat (2005). Teaching and other staff are usually required to attend
training sessions in order to learn how to use the ICT facilities, however these training
sessions cost time and many staff members can provide perfectly valid reasons
(related to their employment contract) for not attending these sessions.

In the results of a European survey of 15 European countries, Balanskat (2005, p.
13) describes factors which have had an impact on the ICT training of teachers, for
example: ‘the shortage of teachers in some countries in Europe (Hungary, Germany,
France) ... (and the fact that) teachers have a fragmented knowledge base. Also, policy
makers have a quite fragmented picture of the actual state of the teaching workforce in
terms of knowledge and skills. Training policies can only be successfully implemented
and sustainable in the long term if they are part of an interlinked or integrated
(interdisciplinary) ICT strategy (p. 6)’. The majority of teachers need to improve both their
ICT technical skills and also their information literacy skills. Also, some teachers lack
confidence in using ICT in the classroom. If necessary, some kind of test could be used
to carefully assess exactly what their ICT skills and information literacy skills are.
According to Balanskat (2005)

‘Half of the countries offer concrete incentives to their teachers participating in training
in terms of career development prospects and to a lesser extent equipment or loan
schemes, or an increase in salaries’ (p. 8). ...

The majority, 11 of the 15 countries in the survey, see the need to develop hew ECDL
licences, on European (Greece, Denmark, France, Estonia) and/or on national level

(Greece, Switzerland, Denmark, France, Lithuania, Hungary) (p. 52)'. ...

Recent developments Cerisier (2008) explains that France has attempted to

gauge the actual ICT skills of teachers and the use of ICT in the class, using a
relatively simple self-evaluation test, which has been used with a certain amount of
success, however some questions have arisen concerning the adequacy of the test.
This thesis raises doubts about the adequacy of this testing, due to the small number of
qualitative questions which are asked.

Also, in the state of Western Australia a reasonably successful test of teachers’
ICT skills has been carried out (Department of Education and Training, State
Government of Western Australia, 2006). This test covered both technical and (some
limited) content skills. The results in some specific areas were described as

‘disappointing’. Perhaps incentives should be offered to teachers who can provide
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evidence of their up-to-date ICT skills? According to Balanskat (2005, p. 7): ‘Countries
are starting to define a common (ICT) competence framework for all teachers in each
country by developing certifications, setting standards or benchmarks, or highlighting
best practice. Competencies are also tested as part of the assessment of teachers.’

In February 2010, the Australian government announced that all members of
the teaching staff including school leaders will be accredited against a uniform
(national) set of seven standards, which assess the extent of skills and knowledge for
each of the four teaching levels (including school leadership). ‘The standards stipulate
that teachers must know their students and how they learn, and know the content and
how to teach it. They must plan for and implement effective teaching and learning;
create and maintain safe and supportive learning environments; assess and provide
feedback; and report on student learning. Promotion (to school leadership roles) is
based on these standards’ (Ferrari, 2010, p.1). This announcement is particularly
interesting due to the fact that in Australia, while education is usually the responsibility
of each state and territory, the decision has been made for a national system of

assessment , to be used throughout the entire country (commonwealth).

Research in the Netherlands According to the Four in Balance Monitor 2006

(Kennisnet, 2006. p. 7), management (school leadership, ICT co-ordinator and systems
manager) perceives that ‘the use of computers has reached a (well) advanced stage of
development at eight out of every ten schools. ... In primary education, the advances
are greatest; over the last four years, the number of schools at a (well) advanced
stage of computer use has doubled. ... In secondary education, growth is less
considerable’. However, the publication goes on to state that: ‘The vision of teachers
on their own use of ICT for educational purposes is far less positive than the judgement
by the management’. Kennisnet (2006, p. 7) provides the following statistics: ‘In
primary education, 43% of teachers classify their own use of computers for educational
purposes as (well) advanced; in secondary education, only 29% of teachers are
prepared to make this statement’. Since the first publication in 2006, Kennisnet has
continued to look into these questions and has published Four in Balance Monitors in
2007 and 2008.

Research in Belgium (Flanders) The paper published by the Ministerie van de

Vlaamse Gemeenschap, Department Onderwijs (Department of Education in
Flanders), (2002), which also appears on the European Schoolnet, makes the following

statement; ‘Stimulation of teachers’ expertise: Investment in technology makes no
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sense unless sufficient attention is given to the people who have to work with the
technology.” The research paper written by Tondeur, Braak and Valcke (2006), which
created interest in both the local and international press, states that, while Flanders has
an excellent educational system, teachers require better ICT skills if they are to teach

effectively within this system.

Research in Scotland (UK) In 2006, Williams and Wavel published a detailed

report entitled: Information Literacy in the Classroom : secondary school teachers’

conceptions. The abstract of this report states that: ‘The results of the study indicate
that teachers understand information literacy to be important for lifelong learning but do
not feel able to effectively support the development of information literacy in their
students within their current curriculum environments’. The study identified issues for

consideration when establishing effective collaborative partnerships within schools.

Other research An article entitled OECD Identifies "Disappointing” Use of ICT

in Upper Secondary Schools, published by the OECD (Organisation for Economic Co-
operation and Development) on 3 February 2004 states that: ‘Major investment outlays
over the past 20 years have brought modern Information and Communications
Technologies (ICT) into nearly all schools in the most advanced OECD countries, but
the extent to which computers are in day-to-day use in these schools remains
disappointing’ (OECD, 2004). Tondeur, Braak and Valcke (2006) have observed

similar situations.

Criticism of ICT in the classroom A summary on the cover text of

Oppenheimer’s book entitled: The flickering Mind : The false promise of technology in
the classroom and how learning can be saved, makes the following (controversial)
statements which are relevant to this discussion (Oppenheimer, 2003):

‘For decades schools have been beaten down by a series of curriculum fads, empty
crusades for reform, and stingy funding. Now education and political leaders have
offered their biggest and most expensive promise ever — the miracle of computers and
the Internet. ... Computer technology has become so prevalent that it is transforming
nearly every corner of the academic world. ... and reframing the nation’s systems for
researching, testing and evaluating achievement. ...

All this change has led to a culture of the flickering mind, and a generation teetering
between two possible futures. In one, youngsters have a chance to become confident
masters of the tools of their day, to better address the problems of tomorrow.
Alternatively, they can become the victims of commercial novelties and narrow
measures of ability, underscored by misplaced faith in standardised testing’.
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Oppenheimer addresses the implications of computers in the classroom; he
understands the possibilities and limitations of technology as an educational tool and
understands the day-by-day realities of how children learn. Oppenheimer’s
conclusions are also supported by Cuban (2003 and 1986) who places great
importance on the teacher’s involvement in the development of policies for the use of

ICT technology in the school.

Problems which need to be addressed As mentioned earlier in this chapter,

when computers were first introduced into the school, they were installed and managed
by teachers who were interested in computers and were accurately described by
Abbott (2000) as hobbyists. Many teachers throughout Europe took part in the ECDL
project, receiving basic (one-off) training in computer technology'®. Because of the
increasing complexity of the ICT resources within the school, professionally trained
staff needs to be employed. Although the employment of these (new or additional)
trained staff members may incur extra personnel costs, the conclusions to this research
show that, in fact, savings may occur because of the accurate and careful work and
assistance which these staff members provide within the school community. Teachers
should be able to concentrate on their real job which is teaching (Cuban, 2004).

Instruction in information literacy skills and media literacy skills is essential for
both teachers and pupils in primary and secondary schools, so that they can work
effectively with traditional and digital forms of information and, to some extent,
overcome the filters which are mentioned above (Filter, 2006). Perhaps in the near
future, instruction in other new forms of literacy may become important (Leu, Kinzer,
Coiro and Cammack, 2004). The 2009 Horizon Report, K-12 edition (Johnson, Levine,
Smith and Smythe, 2009, p. 1) cites the following as the number one critical challenge
for the use of emerging technologies in schools:

‘There is a growing need for formal instruction in key new skills, including information
literacy, visual literacy, and technological literacy. The skills involved in writing and
research have changed from those required even a few years ago. Students need to be
technologically adept, to be able to collaborate with peers all over the world, to
understand basic content and media design, and to understand the relationship
between apparent function and underlying code in the applications they use daily’.

Appropriate interdisciplinary (multilingual) instruction in information, media and

(new and traditional) literacy skills needs to be developed, in order to meet the

'® See Chapter 7, page 76.
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requirements of the primary and secondary schools educational system and to fulfil the
needs of teachers and pupils. These skills must be integrated into the school
curriculum. In the Netherlands, an information literacy curriculum for pupils has been
developed; its implementation is currently being discussed and tested (Kaap and
Schmidt, 2007)"".

Balanskat (2005, p. 5) mentions that: ‘support services have become largely
available for schools. There is a shift from a more central public provision of these
services towards giving schools the responsibility to organise services themselves.
Outsourcing of services by schools is starting to be applied in some countries. This
may help to overcome some of the technical ICT problems within the school'.
However, this thesis questions the costs involved in these external services and also
the ability of these services to apply technology in educational (pedagogical) setting.
Balanskat also states that: ‘almost all policies (current and future) mention the need for
the development of pedagogical skills for teachers, making use of ICT (p. 34). ...
Concrete definitions of terms and precise descriptions of skills or competencies should
be part of each policy that sets the goals for developing teachers’ (digital) competence’.
In a final statement, she says that: ‘The concept of digital literacy for teachers is, as
yet, not sufficiently defined. Information handling is mentioned as a core mandatory for
teachers in half of the countries participating in the survey’ (p. 42). Other relevant
statements made by Balanskat are as follows: ‘The development of pedagogical ICT
skills is in medium or high focus in most of the countries, but technical ICT skills are still
important; Internet safety issues (media-literacy) are important; a focus on
collaboration, interdisciplinary work or project work is needed (p. 43)’.

It remains to be seen whether or not the expenditure (to date) of time and
money on ICT within schools is justified, when compared with the (increase or
decrease in) educational quality and achievement of the pupils. Chapter 22 of this
dissertation will attempt to make a simple comparison, on a European scale, between
investment in ICT facilities and the consequences for educational quality and
achievement. It is possible that some changes in policies and attitudes relating to the

way in which ICT is being implemented in schools are necessary.

Plagiarism when using information from traditional, but especially from digital
resources, has become almost ‘acceptable’. Some children think that plagiarism is
‘normal’. Teachers sometimes even promote this idea. Because of their lack of ICT

skills, some teachers are unable to access or apply an anti-plagiarism tool. Also, since

" See Chapter 21, page 158.
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the tool identifies different levels of plagiarism, others are unable to analyse the results,

because of their lack of information literacy skills.
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Chapter 11 : New roles and responsibilities in the new learning environment :
Changes in the role of different stakeholders within the school due
to the implementation of educational reforms, ICT and new kinds of
learning into schools

As explained in Chapter 9, new kinds of learning suggest that the pupils should
become responsible for their own learning (Balanskat, Blamire and Kefala, 2006) and
that the role of the teacher has changed to that of a guide or coach. This chapter will
attempt to clarify the new roles of different stakeholders within the school when
educational reforms, ICT, educational technology and new forms of learning are

introduced.

Changes in the role of the learner The basic principle behind new kinds of

learning is that the learner is the driving force in the learning process. A connection
needs to be found between the student’s individual characteristics and the student’s
need for learning. The concepts of individual learning and co-operative learning,
leading to lifelong learning, are very important. With the use of ICT, pupils can choose
the pace or speed of their own learning and the time and place where this learning will
take place. Learning not only takes place in the classroom during the hours that the
school is open but can also take place online, for example, in the SLIC, at a friend’s

house or at home, at any time during day or night.

Changes in the role of the teacher In 1968, Edman published a detailed study

which took place in 12 different countries, which had to do with the self-image of the
teachers at that time (Edman, 1968). She speaks about the self-image of primary
school teachers and records that two-thirds of the teachers who were interviewed had
entered the profession because they thought it was a rewarding way of life. She refers
to UNESCO’s recommendations (UNESCO, 1966), which discuss the role which the
teacher plays in most societies and mentions their authority within the community. The
document states that ‘teachers should be able to take their rightful place in honour and
esteem’. Since that time, it appears that the image and status of teachers has changed
and declined. The National Commission on Excellence in Education, (1983) in its
recommendations for educational reform, suggested that the status of teachers in the

USA should be improved.
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The introduction of ICT has affected the balance within the school. Although
traditional forms of teaching and learning are still important, teachers also need to
acquire various ICT-related competencies so that they can implement new concepts of
learning. This, in turn, means that the role of the teacher has changed. Formerly, in the
traditional classroom, the teacher was ‘king’ (or queen) in his own classroom. He was
the expert in his subject field. The teacher led the class; he talked and wrote on the
blackboard; the pupils listened, made notes, used their textbooks and spent time in
discussion and reflection. The teachers gave the children homework, which they
completed at home and handed in on the agreed date. Of course this is a simplified
description of what happened in the traditional classroom, but for the purpose of this
study, this description should be sufficient. New forms of learning imply that the
traditional (important) role of the teacher has changed, since pupils are in some ways
more responsible for their own learning, which can take place inside or outside the
school, at a time of their choosing. In many instances, ICT makes these new forms of
learning possible. Also, pupils need to be able to see that teachers are competent
users of ICT as an educational tool.

In the school of the 21st century, the role of the teacher not only lies in the
transmission of knowledge and skills in the traditional classroom, but also in providing
students with support in their learning processes including E-learning. New kinds of
learning make new kinds of teaching essential. First of all, teachers need to learn and
continuously update new skills which were not included in their original training (as
described below). Those who have less affinity with ICT may need continuous help
from a coach.

Technical ICT (administrative, information and communication) skills: Teachers need

to be able to make use of ICT (hardware, software and content), including
administrative, information and communication skills, in the new teaching situation. In
order to implement new forms of learning, these technical ICT skills are essential. Lee
and Winzenried, (2009) refer to the difficulties in getting all teachers to use appropriate
instructional technology as a normal part of their everyday teaching.

Pedagogical skills:  Motivated teachers also need to know the advantages/

disadvantages which these new forms of learning could provide for some pupils. They
need to learn new pedagogical skills, in order to take advantage of these new
educational concepts. Many dedicated teachers (some of whom graduated many
years ago), still want to do the work which they were trained to do - in a traditional

classroom, without PC’s, and without the use of ICT and educational technology
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(Cuban, 2004), and also still want to carry out other essential administrative and
communicative tasks in the traditional way. Although training may have been provided
at different levels, some have not yet learned relatively simple ICT skills and have
difficulty in applying ICT as an educational tool.

Also, some teachers appear to have very superficial information and media
literacy skills. While they may be able to access and assess certain information in their
own subject area, experience has shown that they also need extended instruction in
interdisciplinary information and media literacy skills, in order to locate, select, and
supervise the use of (interdisciplinary) information and assess the information used by
pupils (Williams and Wavell, 2006). Probert’s research (2009) provides evidence that
teachers do not acquire information literacy skills naturally or during short instruction
courses. They need to be aware of the necessity of these skills and to learn them
during specific, detailed training courses, before they can, in turn, teach these skills to
their pupils.

What do Internet and Web 1.0 and 2.0 tools mean in education? Teachers
need to understand that World Wide Web applications which facilitate interactive
information sharing and collaboration can enhance teaching and learning. The
changing nature of information and the way in which students interact with the world
(and with Web 2.0 technologies) indicate that new strategies for teaching and learning
are needed. Solomon and Schrum’s publication (2007) is an attempt to help educators
and policymakers to understand what is at stake and why these new tools are so
important.

In 2010, evolving technology is concerned with developments in the semantic
web or Web 3.0, which may make it possible for the web to ‘understand’ requests from
users and provide them with support when using web content.  Although it is not
possible to elaborate on the intricacies of these new Web 2.0 and Web 3,0
technologies in this dissertation, educators need to recognize the complexities which
these technologies will bring to education, and may need a vision or plan so that these
new tools can be used to educational advantage. This vision should contain a plan to
clearly support teachers in the application of these new technologies and in the
acquisition of new skills. Although some schools already have ICT policies, the review
of the literature shows that these have often been unsuccessful.

In 2010, emphasis is also being placed on advice which educators and parents
should give children about the use of Web 2.0 technology on PC’s, mobile telephones

and other evolving technologies. There are advantages (many of which are described
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above) but also disadvantages, such as websites which are inappropriate for children
and young people, cyber-bullying, socialising and communicating with people whom
they have never met face-to-face, privacy questions and protection of their own
computer (OnGuardOnline, 2010). These disadvantages and should be discussed and
explained to children. Educators and parents should have enough understanding of
the available tools, so that they can teach children to use the internet, and specifically

Web 2.0 tools, in a thoughtful, careful and ethical way.

Changes in the role of the school leadership The role of the school principal is

pivotal to these enormous changes which are taking place within the traditional or
virtual school (Fullan, 2005). The principal directs the school population through this
period of change and provides sufficient structure so that changes can be implemented
without too much confusion. As mentioned above, this person needs to have a
strategy vision, which not only provides for new facilities to be made available and
makes sure that the members of the school community receives sufficient retraining but
also helps to prepare them for these new challenges. According to Wagner (2008), in
order for school leaders to understand the need for and to implement change within the
school, they first need to understand the principles of change management®®. He
makes the following statement: ‘Schools haven't changed; the rest of the world has.
And so our schools are not (just) failing. Rather, they are obsolete — even the ones
that score the best on standardised tests (Wagner, 2008, p xxi). Although he
understands the myriad of demands on the principal’s time, Wagner states that many
of them are out of touch with curriculum and instruction, and that they ricochet from one
educational fad to the next.

School leaders need to understand the importance of the changes which are
taking place within the school at different levels(as described in this dissertation) and
should include their application as educational tools in the school policy statement.
They should also understand the consequences with regard to cost, co-ordination, and
other changes which will take place within the school. Cuban (2004) discusses the
pressures which school leaders have been put under to run schools as businesses. He
suggests that less emphasis is being placed on the educational achievement of pupils,

because school leaders are so busy with administrative objectives.

'8 See Figure 12, page 242.
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Also, during the European section of this research, interviews were held with
two experts, related to the important role which the school leadership plays in co-

ordinating optimal co-operation within the school.

Changes in the role of national policy makers The successful use of ICT in

education depends to a large extent on a supportive policy environment at the national
level. UNESCO offers advice about how a sound national policy can be achieved
(UNESCO, 2009d). Leu, Kinzer, Coiro and Cammack (2004) have observed that in
countries where educational policy is the responsibility of individual states, national
governments are now realising that subjects such as new literacies and an educational
vision for 21% century learning skills require the clear definition of educational policies

and guidelines at national level.

Changes in educational policy : The ICT policy for the use of ICT in schools
UNESCO (2009d, p. 1) stated that: ‘In order to make successful use of ICT in

enhancing the reach and quality of teaching and learning, policy makers need to be

aware of how ICT can be of best value in their country’s education system and need to
develop a supportive policy environment and framework at the national level for the
integration of ICT into their education systems’. The statement goes on to explains
that:

Policy makers are put under continuous pressure to acquire new and increasing forms
of ICT, and need to be able to make a choice from these options and then implement
them into the education system. Policy makers in many countries thought that to simply
equip schools with PCs and train teachers in their use would prepare pupils for the
demands of the 21* century ... The successful use of ICT in education depends to a
large extent on a supportive policy environment at the national level’ (p. 1).

% See Chapter 22, page 180
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Chapter 12 : New expertise for different stakeholders within the school

The new roles and responsibilities described in Chapter 11 mean that different

stakeholders within the school require diverse and varied levels of expertise.

Expertise on the part of the school leadership is required in order to supply an

educational vision for the use of ICT throughout the school, such as the provision of a
school ICT policy, the provision of funding to purchase ICT facilities, and for the
management of the implementation of ICT throughout the school. Balanskat (2005)
states that: (There is a) ‘need for specific training of headmasters and school leaders,
so that they will be in a better position to carry out their (ICT) management tasks and
provide an infrastructure through the school for the introduction, implementation and
application of ICT throughout the school.” They will need to be able to make careful
judgements during the implementation educational reforms, ICT, educational
technology and new forms of learning into the schools. This training should occur at
regular intervals in order to keep up to date with new trends and services. Duijn (2007)
gquestions the actual quality and (academic) qualifications of the school leadership

which in turn affect their ability to carry out these complex tasks®.

Expertise on the part of the teachers is required so that they can use ICT

effectively in their teaching. At the present time, rapid advances in computer
technology make it almost impossible for the average teacher to keep up to date with
the constant changes in the use of ICT as an educational tool, in addition to his normal
(sometimes heavy) teaching workload. It is not sufficient to attend a short number of
instruction courses, perhaps once or twice a year. Specific questions about how each
teacher actually uses ICT in the classroom need to be asked and answered by the
teachers themselves (and not by the school leadership), if accurate information on this
subject is to be collected and assessed. Questionnaires are often answered by school
leaders, who may be unaware of what actually takes place in each individual
classroom. Examples have been given, per individual country, of inadequate
definitions, questions and answers to (international) studies, in particular the Empirica
study (Korte and Husing, 2006). Evaluation studies about the impact of ICT on
learning also suggest that the use of ICT as a teaching tool has to be in balance with
other prerequisites such as the pedagogical beliefs and skills of teachers (Balanskat,
Blamire and Kefala, 2006).

“see Figure 12a, page 243 and the Dutch Debate, page 160.
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Expertise on the part of the systems manager, who makes sure that the network

and computer software and hardware is in good working order, and is adapted to the
needs of the school community. Security aspects are also most important because
school environments are vulnerable to hacking, malicious attitudes, viruses etc..
Because of the complexity of this person’s work, it is therefore most important that

he/she is well-qualified and receives frequent, adequate training.

Expertise on the part of the school's ICT co-ordinator, is a member of the

teaching staff. In some schools, he/she has a lighter teaching load and is allocated a
specific number of ‘working hours’ to carry out his ICT duties. This person ensures that
the teaching staff has the necessary ICT facilities and also organises training sessions,
in co-operation with the school librarian and information specialist, who instructs both
teachers and pupils in the correct use of new forms of information. The ICT co-
ordinator also supports teachers with the implementation and use of ICT and other
educational technology into their lessons?'. This person’s role and training needs to be

clearly defined and clarified at national level.

Expertise on the part of the school librarian and information specialist, who co-

operates with the school leadership in the formation of an information policy for the
entire school. This staff member teaches up-to-date information and media literacy
skills to both staff and pupils and acts as a coach and intermediary for teachers,
helping them to solve information problems. This person also co-ordinates the school’s
information needs and facilities, including the storage of (digital) content and
knowledge®. It is part of this person’s job to keep up to date with changes within the
information society, to access all kinds of relevant information which may be required
from outside the school (in both traditional and digital formats) and to maintain the
digital and/or traditional collection of information within the school.

This person also manages the learning environment known as the school library
and information centre (SLIC). It is a misconception to think that a software system,
used by an untrained clerk, can solve these problems. All libraries, whether traditional
or digital, need correct management and maintenance; information needs to be

ordered in a professional way. This is the work of a trained information specialist.

Expertise on the part of non-teaching staff, to successfully use ICT for

managerial, administrative and communication purposes.

2! See Figure 12b, page 244.
? The variety of expertise which is required is described in Figure 13, page 245.
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Chapter 13 : Educational quality and academic achievement

In 21st century society, academic achievement is very important. Even if a child
is considered to be at the lower end of the academic achievement scale, he should still
be encouraged to learn as much as he possibly can, and also to keep on learning (to
become a lifelong learner) — (UNESCO, 2009a). According to Loertscher and Todd
(2003): ‘We are in a time when all parts of education are being asked to be
accountable — for high test scores — at least’. Reynolds (2002, p. 4) discusses
descriptions of cross-national variations to achievement scores. This study will attempt
to review the changes in the quality of education within the school since the
introduction of educational reforms, ICT and new forms of learning. Is it possible to
measure how these changes affect learning outcomes, educational quality and
academic achievement of pupils? After (international) definitions have been provided,
an attempt will be made to relate this and other information to the effect which school
librarianship has on academic achievement.

International research and publications state that school libraries make a
difference to educational quality and student achievement (IASL, 2008b). It therefore
becomes necessary to establish a definition for two factors before these statements
can be verified. The Education for all (EFA) Global Monitoring Report, (UNESCO,
2005) defines the importance of educational quality. It is at the heart of education and
influences what pupils learn, how well they learn and what benefits they receive from
their education. Quality must be seen in the light of how societies define the purpose
of education. Usually, there are two principal objectives: firstly, to ensure the cognitive
development of learners and secondly, to nurture learners so that they will eventually
become responsible and productive citizens within their society. UNICEF (2000, p. 3)
makes the following statement:

‘Children have a right to an education, a quality education. Quality education includes:

e Learners who are healthy, well-nourished and ready to participate and learn,
and supported in learning by their families and communities;

e Environments that are healthy, safe, protective and gender-sensitive, and
provide adequate resources and facilities;

e Content that is reflected in relevant curricula and materials for the acquisition of
basic skills, especially in the areas of literacy, numeracy and skills for life, and
knowledge in such areas as gender, health, nutrition, HIV/AIDS prevention and
peace.

e Processes through which trained teachers use child-centred teaching
approaches in well-managed classrooms and schools and skilful assessment to
facilitate learning and reduce disparities.

e Outcomes that encompass knowledge, skills and attitudes, and are linked to
national goals for education and positive participation in society’.
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This definition allows for an understanding of education as a complex system
embedded in a political and economic context.

UNESCO (2009a) describes how it may be possible to measure educational
achievement. It speaks about the international divide in learning outcomes, refers to
international assessment tests and presents new international evidence on learning
outcomes. It specifically refers to the results of three major international assessments
were published during 2008: PIRLS 2006, which measured grade 4 reading skills; PISA
2006, which tested 15-year-olds in science, mathematics and reading; and a test which
took place in Latin America and is not relevant to this present research. UNESCO
(20094, p. 108) discusses student-related factors which affect the achievement scores,
and makes the following statement: ‘What students bring with them to school
influences how well they perform. Some students’ endowments, such as ability, are
inherent and randomly distributed. Others are the result of social, economic and
cultural circumstances...’. The ‘extenuating circumstances’ which affect the scores in
some countries include: socio-economic related gaps; family size and composition;
immigrant status; home language. An attempt has been made to obtain evidence of
these factors which are related to educational achievement, for each individual country

in the European study.

Academic outcomes and academic achievement Academic outcomes are

measurements of academic achievement. Academic achievement refers to the
academic performance of students at school, and includes measurements such as
standardized test scores and academic persistence or participation (such as
attendance, retention, and graduation rates) - (US Department of Education, 2007 and
20009).

How can academic achievement be measured on an international level? How

is it possible to measure the effect which different facilities and educational processes
within the school have had on a pupil's academic achievement? According to
Scheerens (2004, p. 115): ‘The term ‘quality’ of education qualifies for the World
Championship of frequently used terms that are nevertheless considered indefinable.
... The simplest way would be to refer to the available international indicator systems
and conclude that education quality is what these indicator systems describe and
measure’. In June 1998, the European Commission set up a Working Committee of
national experts from 26 countries. Its objective was to identifying a small number of

key indicators or benchmarks to assist national evaluation of education systems in the
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area of school standards. A report was presented in 2000. Scheerens refers to the
Sixteen Quality Indicators which were defined by the European Commission in 2000,
and which cover the areas of:

Attainment (mathematics, reading, science, foreign languages, learning to learn, ICT,
and civics or social studies);

Success and transition (dropout rates, completion of upper secondary education,

participation rates in tertiary education);

Monitoring of school education (parental participation, evaluation and steering of school

education);

Resources and structures (educational expenditure per student, education and training

of teachers, participation rates in pre-primary education, number of students per
computer). The European Commission, Directorate-General for Education and
Culture, Working Committee on Quality Indicators (2000, p. 1) states that:

‘The indicators were selected on the basis of three selection criteria: political relevance
of the area; comparability; and validity of the data. Special attention was paid to areas
covered by data which already exists. The choice of indicators will consequently be
subject to changes over time in the light of the political agenda, in the field of school
standards, both of the Member States and of the Union, and the availability of new valid
and comparative data’

Danielson (2002) refers to the importance of assessment at state level, country
or national level and at international level. Also, Fuchs and WdRmann, (2004) state
that: ‘the way in which an education system is organised can have a significant bearing
on learning outcomes’ and go on to discuss this issue in detail. The facilities within the
school, teacher supply and quality (including the morale and motivation of teachers)
and the actual amount of learning time for each pupil also affect the learning outcomes.

Willms (2006, p. 8) discusses the PIRLS and PISA international studies of
students’ reading literacy skills: ‘Both assessment programmes are policy-oriented,
designed and guided by an international steering committee to provide regular data
pertaining to the most pressing policy issues confronting educational administrators
and policymakers around the world. They include considerable information on the
family and school factors that contribute to school performance in each country’. The
report goes on to examine the socioeconomic gradients in greater detail, using data
furnished from PIRLS and PISA. Willms asks and attempts to provide answers to ten
(detailed) gquestions relating to performance and socioeconomic status (SES). These
factors are taken into account in the design of the paradigmatic model which was used

in the European section of this present research®.

% See Chapter 22, page 188 (already changed)
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The role of teachers in educational quality and academic achievement Stronge,

Gareis and Little (2006) discuss the problems relating to attracting, developing,
retaining and paying quality teachers: ‘A central issue in the debate over teacher
compensation systems ... is the degree in which motivation and compensation are
related” They go on to discuss teachers’ motivation. A common belief, which is
supported by a number of studies, indicates that teachers: ‘engage and remain in their
profession not primarily for extrinsic rewards — such as salary and recognition — but for
intrinsic rewards, such as the satisfaction of seeing students grow and learn, and of
collegiality with other teachers’ (Johnson, 1986). Day (2004) writes that teachers need
to have a passion for teaching in order to carry out their work effectively. Veen (2003)
confirms that some teachers now say that this passion is reduced because of the

increasing pressure which they feel during their daily work.

How does the introduction of educational reforms, ICT, educational technology
and new forms of learning into schools affect educational quality and academic
achievement?

According to Machin, McNally and Silva, (2005), the view that ICT can help

raise educational standards dates back to the Fifties. It relates to some of the original
findings by Skinner (1954 and 1958), who claimed that new technologies in schools
could make learning dramatically more efficient. According to Angrist and Lavy (2002,
p. 735): ‘How technology affects learning has been at the centre of recent debates over
educational inputs. ... Results from a survey of Israeli school-teachers show that the
influx of new computers increased teachers' use of computer-aided instruction (CAl).
Although many of the estimates are imprecise, CAl does not appear to have had
educational benefits that translated into higher test scores’. Jamieson-Proctor,
Watson, Finger, Grimbeek and Burnett (2006, p. 3) stated that: ‘While there has been
an ongoing push for many years to bring Information and Communication Technologies
(ICTs) into classrooms and to integrate them into the curriculum, until recently little
attention has been given to how such integration might be measured outside of simply
counting the number of machines or calculating student to computer ratios’. This
guestion of educational quality and academic achievement, and how these can be

measured at international level will be discussed further in Chapter 22.
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Chapter 14 : The impact of ICT on libraries and school libraries : implications
for education

The historical context for libraries and school libraries in the third information
age since the introduction of ICT is described in Chapter 3. The question which must
be asked in this dissertation is ‘How have changes in school libraries since the
introduction of ICT impacted education’? Historically, a broad description of the
purpose of school libraries was to ‘support instruction in the school’ (Gates, 19689), i.e.
to support education. This chapter will discuss the impact of the introduction of

educational reforms, ICT and new forms of learning on the goals of school libraries.

A new kind of learning environment In order support the new educational

concepts, the role and historical goals®® of the school library and information centre
(SLIC) within the school have altered. These new objectives are described in the
School Library Manifesto: The School Library in Teaching and Learning for All
(IFLA/JUNESCO, 1999) and the School Library Guidelines (IFLA/UNESCO, 2002). Also
the role of the school librarian has changed, and is explained in detail in Chapter 15.
While the traditional objectives of the school library in the promotion of literacy are still
important, the SLIC now also provides facilities where pupils can take part in new kinds
of learning, including a physical spaces where (groups of) pupils can have access to
ICT and educational technology. In the SLIC, pupils from different age groups and
classes can work individually or in groups, make use of information in traditional or
digital form, use PCs and other educational technology, access the school network and
the ELO, and receive individual help and assistance from the SLIC staff. The SLIC
also provides instruction in new forms of learning, including new literacy skills, to the
school community.

Although new forms of learning can be facilitated by a virtual environment, there
is also need for a pupil-friendly physical learning environment within the school (Hay,
2006), with access to traditional, digital and virtual facilities, where pupils and teachers
can acquire the skills needed for new kinds of learning, and where they can also
practice these new kinds of learning. The SLIC fulfils these needs. It is at the heart of
the learning process and is an integral part of the learning environment (Boelens,
2007). Statistics confirm that from 2005 to 2008 , there has been a dramatic increase

in the use by pupils of the facilities in the SLIC at the Kalsbeek College.

 Described in Chapters 6, 7, 8, and 9.
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Changes in the school library and information centre (SLIC) Since the research

(local level) at the Kalsbeek College began, a new SLIC has been built?®. During the
creation of the new SLIC, there were successes as well as failures, however it has
received recognition throughout Europe for the high quality of the educational vision
which was applied and is described in a humber of academic papers.

Hay (2006, p. 37) refers to school libraries as learning laboratories. Her studies
revealed the following:

‘No matter what the information or ICT task, no matter what resources or hardware or
software, no matter what services or assistance was provided, a common theme that
emerged throughout these student voice responses was that students value highly
those forms of school library help that are functional, flexible and responsive.

The above findings demonstrate an increasing dependence on, and demand for, a
school library facility that provides students with access to ‘state of the art’ technologies,
resources and services to support their learning. Students value the flexibility of access
provided by the school library, as well as the expertise of the teacher librarian as an
information and technology specialist who can help meet their needs. The students in
this study identified the school library as a dynamic and unique place, compared to
classrooms, PC labs and other specialist rooms within the precinct, because of the
availability and flexibility of the resources and services of the school library as a facility,
and the individualised and customised attention the teacher librarian and library staff
could provide students at the point-of-need’

Hay recorded that pupils who were interviewed thought that the following description
was central to what the school library ought to be: ‘A positive learning environment that
supports student learning, where students feel comfortable and can pursue their own
information, ICT and recreational interests’. The findings from Hay’s study (2006, p.
30) clearly demonstrate that school libraries can play a critical role in supporting
student learning in the third information age. They also confirm Lonsdale’s call to
‘mount a strong case for recognising the positive impact of school libraries and school
librarians on student learning’ (Lonsdale 2003, p. 1). In her study, Hay provides the
following illustration (Figure 6) which describes how students define the use of the

school library in the third information age.

*® See Chapter 20, page 133.
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Figure 6

Model of how students define the school library in supporting their learning
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Reference: Hay, 2006, p. 30.

While this diagram provides a clear illustration of the situation which exists, it
does not specifically mention new forms of learning which take place in the school
library and the important role which the school library staff plays in encouraging pupils
in their use of these new forms of learning. During Hay's study, it is possible that pupils
did not specifically mention new forms of learning because they were unaware of their
actual participation. Figure 6 indicates that they did mentioned that they were receiving
instruction in new skills, which may include new forms of learning and lifelong learning

skills.
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Chapter 15 : A new role and new responsibilities for the school librarian and
information specialist

As mentioned in the Preface, this person — formerly known as the school
librarian — has many different titles in different countries. The school librarians
described in this dissertation are trained at tertiary level. They carry out their work
using two different processes — the library process and the educational process®®, and
have a combination of certified educational (pedagogical) and library skills, and
preferably have a teaching accreditation. The need for and importance of these kinds
of qualifications in the present day school library are confirmed by Thomas (2004) and
Howard (1998). Clyde (1981) has described different versions of this training®’.

Major changes in the educational process have meant that the role of the
school librarian and information specialist has changed. The AASL (American
Association of School Librarians) (2010, p. 1) has provided a following definition for the
work which this staff member now carries out: ‘In their unique roles as information
specialist, teacher, and instructional consultant, library media specialists actively
participate in both the planning and implementation of outcomes-based education’.
The referenced document goes on to describe these three different facets of the school
library media specialist’s role in detail. Furthermore, resent statements made by the
AASL refer to the great impact of 21 century skills on the role of the school librarian in
teaching these skills to the school community (AASL, 2010). The Research
Foundation Paper School Libraries Work! (2008, p. 9) contains the following summary
of this new role:

‘The role of the library media specialist is diverse. He or she is at once a teacher, an
instructional partner, an information specialist, and a programme administrator. Library
media specialists play an essential role in the learning community by ensuring that
students and staff are efficient and effective users of information. They collaborate with
teachers, administrators, and others to prepare students for future successes.’

Not only that — the school librarian and information specialist must be aware of, and
also understand new forms of learning and their application within the SLIC and
throughout the school as a whole.

According to Loertscher and Todd (2003), Todd (2003a), Todd, Kulthau and
Oelma (2004), and Woolls and Loertscher (2006), not only does the qualified school
librarian encourage pupils to enjoy reading, develop their literacy skills and nurture
good studying habits, but he or she also helps and instructs both teachers and pupils in

the use of interdisciplinary information literacy skills. Information used in a correct way

% See Figure 12b, page 244 and Figure 13, page 245.
%" See Chapter 3, page 29
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becomes knowledge. It therefore follows that those who receive good instruction in
information literacy skills have learned how to acquire knowledge and become
independent learners (and therefore, lifelong learners). Kuhlthau (2004) speaks about
the search for meaning — the way in which people approach their search for and
interpretation of information. Todd (2007) and Gordon (2007) speak about the re-
design of knowledge spaces: from information literacy to knowledge outcomes. The
application of theories of guided inquiry affects academic achievement in a positive
way.

Chapter 20 describes the SLIC and also the multidisciplinary and intermediary
role played by the trained school librarian and information specialist plays at the
Kalsbeek College, where the SLIC has become a new kind of learning environment
where emphasis is placed not only the traditional goals of the school library, but also on
the introduction of new kinds of learning.

This research, especially at European level, has received information from
school librarians who operate at many different levels. The following information is
included because of its international perspective. In July 2008 a discussion took place
on the IASL listserv about the work of the information literate (school) librarian (in an
international perspective). The following remarks, were posted by Elizabeth Greef,
Head Librarian of St Andrew's Cathedral School in Sydney, Australia and former IASL
Board member (Greef, 2008). She states that she is very interested in the
development of information literacy, nurturing keen readers, collaboration between the
library and classroom teachers and international development of school libraries. Her
comments on the IASL listserv, which are included in this dissertation with her written
permission, as follows.

‘I guess we would tend to assume that any school librarian if they are any good and
especially if they have had some training will be information literate. ...

If our core business is teaching information literacy and also providing an organised
collection of resources within which these skills are to be used and developed, it is vital
that we are exemplars of this. However, | would think the definition may
have differences according to the country and type of resources available. ...

| would think the information literate school librarian would need a very sound grasp
of information management - how to catalogue and organise resources and how to set
up an efficient and effective system for managing use and loans of these resources and
ways to promote these resources to users.

In some areas this may refer to mainly print resources, fiction, non- fiction, reference,
etc. In other areas it may extend to understanding and teaching uses of subscription
databases, use of software packages, audio-visual material, content management
systems and Web 2.0 technologies such as wikis, blogs, podcasts and so on. It
encompasses understanding the needs of your patrons, helping them find what they
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need, developing systems to make these resources as accessible as possible. It may
also include helping the users inorganising and synthesising and presenting
information, i.e. transformation of information. It involves being able to find
what resources there may be to fill particular needs.

It also incorporates the whole idea of ethical scholarship, teaching students how to use
information to avoid plagiarism and to acknowledge correctly sources used. In the
school situation it may also include curriculum or task design to discourage plagiarism
and to deeply integrate resource-based learning. This would require understanding of
the curriculum, the tasks and skills required of students and then how to break
these down and then construct them into a learning opportunity through a task.

The school librarian would have a good grasp of how to develop literacy of all kinds
within students and also encourage reading for context and improvement of general
comprehension and literacy skills. Information literacy is strongly connected to other
forms of literacy.

Information literacy in the school context assumes that communication, some
information transactions and development is happening. For thisto occur it is very
important that the information literate school librarian is highly collaborative, networks
with other librarians, is approachable, has excellent communication skills, is flexible, is a
lifelong learnerand is an effective user of technology (if the school uses
technology and/or technology is available).’

This statement has been included in this dissertation because of the quality of
understanding which is expressed at an international level. Greef not only addresses
school librarians from westernised countries with adequate financial resources; she
addresses all school librarians, in an international way. This international perspective

is very important to this dissertation.

New skills which school librarians and information specialists need In an

attempt to specify the information and media skills which a teacher or (school) librarian
might need to learn about Web 2.0 applications, Blowers (2009) created the Learning
2.0 instruction programme. She then went on to specify ‘23 Learning Things’ which,
in her opinion, teachers or librarians needed to learn about Web 2.0 applications. They
include: becoming familiar with the objectives of Learning 2.0; learning more about
lifelong learning; learning how to set up and register a blog; exploring Flickr; learning
more about RSS feeds; setting up blog-lines; making use of an online image generator;
using online research tools; tagging and using digital bookmarks; learning about wiki's
and using them in innovative ways; making used of online productivity tools; discover
how to share video’s, use podcasts and downloadable audio and music; learning more
about online libraries and audio books. These applications have been specified in this

dissertation in order to show how complex they are and also to emphasise the fact that
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the school librarian and information specialist must constantly update his or her skills.
New forms of ICTs are continuously becoming available. This would imply that new
forms of information are also being produced and that new skills are needed in their
application and use (in an educational context). In co-operation with Blowers, online
training programmes have been set up in different countries so that librarians can
become familiar with these skills.

This thesis questions the percentage of teachers who actually use these
applications in their teaching and who also keep up with the continuing changes in the
use of these technologies. Therefore the role of the school librarian, as the person who
assists teachers to apply these new applications in teaching, becomes even more
important. On the other hand, educators could ask how essential these (21st century
learning) skills are in order to maintain educational quality. At the end of 2009, a
number of new research projects were set up in order to assess their importance in
education and how often these applications are actually used during the educational

process — results are expected to be published in 2010.
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Chapter 16 : Educational guality, academic achievement and the impact of the
school library and information centre (SLIC)

Research confirms that academic achievement is increased if a pupil has had
access to the school library and information centre (SLIC) and has received
interdisciplinary instruction in new learning skills (including information literacy skills)
(Todd, 2003a) and (Todd, Kuhlthau and Oelma, 2004). Todd (2003b) states that there
is irrefutable evidence that school libraries boost student achievement. Also, in three
different publications on the subject of ‘learning to learn’, Fender (2004), Strichart and
Mangrum (2001) and Riedling (2006) all confirm that pupils who have ‘learnt to learn’
get a better mark for a given task. Riedling specifically mentions an increase in
academic achievement thanks to the learning skills which are taught in the school
library and information centre. The Research Foundation Paper School Libraries Work!
(2008) supplies information about research which supports the following statements:
with regard to academic achievement:

‘School library media centers can contribute to improved student achievement by
providing instructional materials aligned to the curriculum, by collaborating with
teachers, administrators and parents; and by extending their hours of operation beyond
the school day’ (p. 2).

‘As mounting evidence affirms, school libraries staffed by qualified school library media
specialists do make a measurable difference on student achievement’ (p. 9).

School library programs influence learning outcomes and student achievement when:

‘Library media specialists collaborate with classroom teachers to teach and integrate
literature and information skills into the curriculum’ (p. 5).

‘Library media specialists partner with classroom teachers on projects that help students
use a variety of resources, conduct research and present their findings’ (p. 6)

‘Library media specialists are supported fiscally and programmatically by the
educational community to achieve the mission of the school’ (p. 6).

Last but not least:
‘Credentialed school library media professionals promote, inspire and guide students
towards a love of reading, a quest for knowledge, and a thirst for lifelong learning’ (p.
16).

Loertscher and Todd (2003) explain how data has been collected in the USA to
support the statement that school libraries have a definite impact on academic
achievement. Evidence was collected at the learner level, the teaching unit level and
the organizational level in two dimensions: direct evidence and indirect evidence. They

then describes the aspects of the school library media programme which should be
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measured: collaboration between the school leadership, the teaching staff and the
school library and information (media) centre; reading; information literacy and
technology.

Loertscher and Todd (2003) have also published a series of core beliefs around
which an effective school library programme, which in turn boosts academic

achievement, is based:

The first key belief is that the provision of information and information services makes a

difference in the lives of people. ...

‘People are not merely passive recipients of information, empty receptacles into which
information can be poured; rather, people engage actively and highly selectively with
information that surrounds them.’ ...

‘Conceptualising information as it is internalised by people, and in terms of the
differences of effects that information makes to people puts emphasis on the user of
information, and shifts the professional responsibility from a concern about the
transmission and transfer of information ... to a concern for the way in which information
enables people to build new understandings’ (p. 1).

In other words, this quotation talks about the way in which people actually acquire

knowledge.

The second key belief is that learning, in the complex and diverse information

environments which have evolved in the third information age, does not happen by
chance.

‘The key role of the trained school librarian centres on pedagogical intervention, which
directly impacts on and shapes the quality of student learning through their engagement
with information. This explicit, systematic and planned pedagogical intervention must
be the distinguishing and observable characteristic of the role of the school librarian.
This role revolves around working closely with classroom teachers to design authentic
learning experiences and assessments that integrate a range of information and
communication abilities needed to meet curriculum objectives, and to provide learning
opportunities the encourage students to become discriminating users of information and
skilled creators of new knowledge’ ( p. 2).

Underpinning this approach is the belief that people’s engagement with information is

something which cannot be left to chance. Information literacy, as the centre piece of

the instructional role of the teacher-librarian, is about pedagogical intervention. This

essential role is clearly expressed in the School Library Manifesto (IFLA/JUNESCO,
1999).
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The third key belief is that pedagogical intervention brings transformation.

‘The knowledge, skills, attitudes and values of learners are shaped and grow through
their engagement with the school library and its pedagogical intervention’ (p. 3).

Lance and Loertscher (2005) support the research described by Loertscher and Todd
(2003) and also provide ideas which can be used by the school librarian to implement a
successful school library programme.

Research carried out in secondary schools in Scotland by Williams and Wavell
(2001, p. i), between August 1999 and February 2002, confirmed that involved focus
groups of teachers and pupils believe that school libraries can contribute to learning:

‘The collective perceptions of the impact of the school library were:

e The acquisition of information and wider general knowledge;

e Skills development in the areas of finding and using information, computer
technology skills and reading skills;

e Higher achievement in schoolwork;

e Developing a study and reading habit that encourages independent learning;

e The ability to use these skills confidently and independently and the ability to
transfer these skills across the curriculum and beyond school;

e The development of interpersonal and social skills, including working
collaboratively.’

This study identifies some useful tools which school librarians can use to monitor the
impact of the school library and information centre on learning. These include:
‘student observation and their activities and learning in the school library; discussion
with and questioning of students about their work, during and at the end of their
activities; analysis of submitted work to identify the learning gains; discussions with
other members of the teaching staff about work attitudes, and related incidents; and the
examination of reader records’(p. iii).

School librarians throughout the world are being encouraged by national
(national school library associations), European (ENSIL) and international school
library groups (IASL and IFLA, School Libraries Section) to collect data and to write
research papers which confirm the fact that the school library and information centre
and the work done by the qualified school librarian (teacher librarian) play a clear role
in the academic achievement of pupils. When reviewing this evidence, it becomes
clear that skills learnt in the school library and information centre are very important
lifelong learning skills.

Todd, Kuhlthau and Oelma ( 2004) reveal that 99.4% of students in grades 3 to
12 believe that school libraries and their services help them to become better learners.
Some 88.5% of the 13,123 Ohio students surveyed say that the school library helps

them get better grades on projects and assignments, 74.7 percent say it helps with
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homework, and 92.4 % say computers in the media centre help improve their overall
academic work. The study, which also surveyed 879 faculty members — including
principals, assistant principals, teachers and media specialists — shows that students
and educators alike strongly believe that school libraries are key to learning. This
study has been replicated in Australia by Hay, (2005 and 2006), with similar results.
She emphasises the importance of the teacher-librarian’s instructional intervention
(2006, p. 34):

‘Student responses ... highlighted appreciation of the assistance provided by the
teacher librarian in developing students’ search skills, including class-based and
individual instruction, as well as the creation of web-based tutorials and guides on
selection and use of search engines. ...

Guidance by way of the school library’s website was also noted by some students,
particularly subject- and topic-based gateways to pre-selected web resources. Some
students also noted the convenience of being able to access this kind of support while
working from home as well as at school. Students also described a range of helps in
terms of effective information use’.

In conclusion, academic research confirms that school libraries enhance academic
achievement. Thousands of pupils who were interviewed in different countries have

testified to this face.



Part 1 — Review of the literature
Chapter 17
Other information relevant to the role of libraries and school libraries in education : 104

Chapter 17 : Other information relevant to the role of libraries and school
libraries in education

School library law Many countries throughout the world have a school library

law which provides for a statutory school library with a fully qualified school librarian at
all levels of compulsory education throughout the entire country. This law usually
states that the school librarian and information specialist is part of the teaching staff.
Nevertheless, school library laws come in different shapes and sizes. In some
countries, the law specifies that only primary schools should have a school library;
others state that school libraries should be available for certain classes in (upper)
secondary schools. In others, the school must provide a school library but it only
needs to be open for a limited number of hours each week. Also, the law does not
always specifically state that the school library has to be run by a qualified librarian. In
small schools and villages, one school librarian may co-ordinate a number of small
school libraries. In many countries, (with or without a school library law) there is no
clear definition of what a school library (or for that matter the school librarian) actually
is.

In Europe, Tables 9a, page 185 and 9b, page 186 show that interviewees have
provided evidence which confirms that while some countries already have a school
library law, others have a school library Bill which is waiting to be presented to the
national parliament. Some European countries have no school library tradition, which
means that they do not have a school library law. The provision of a school library and
a school library law is often related to educational funding (or the lack of money to
provide these facilities). Some countries in Europe are still using available funds for
national adult literacy projects; few funds are available for school libraries. Jurisdiction
for school libraries also varies from country to country. In some European countries,
school libraries and education fall under the jurisdiction of the provincial government.
This may mean that while one province or state may have excellent school libraries
with good funding, another may have none at all. Also, while some individual schools
may have excellent school libraries, others cannot afford or choose not to have one. In
accordance with recent educational reforms relating to school autonomy (Eurydice,
2007), this decision may be left up to the principal. This research has shown that many
principals do not actually know what a good school library is and are unaware of its

major educational benefits?®.

% gee Chapter 3, page 33.
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The role of international library organisations in supporting the work of school

libraries

IFLA (The International Federation of Library Associations and Institutions) The IFLA

(2008a) is the leading international body representing the interests of library and
information associations. It is the global voice of the library and information profession.
Documents published by the IFLA (in collaboration with UNESCO), including the
School Library Manifesto (IFLA/UNESCO, 1999) and the School Library Guidelines
(IFLA/UNESCO, 2002) are considered by many school librarians to be the most
important (international) documents which are relevant to their work. The School
Library Manifesto: The School Library in Teaching and Learning for All defines the
mission and goals of the school library or resource centre and the profile of its staff. It
emphasises equal opportunities for all learners. In March 2007, it was available in 35
different languages worldwide (IFLA, 2008a); including 23 languages which are spoken
in Europe (see Table 3, below). School librarians from many different countries
throughout the world can read it, become familiar with it, and use its contents to
promote their work. According to the Manifesto:

‘The school library provides information and ideas that are fundamental to functioning
successfully in today's information and knowledge-based society. The school library
equips students with life-long learning skills and develops the imagination, enabling
them to live as responsible citizens'.

The School Library Guidelines were first published in 2002 to help schools and
school librarians to implement the principles expressed in the Manifesto. These
guidelines were also produced to inform decision makers at national and local levels
around the world, and to give support and guidance to the library community so that
they could develop a mission and a policy for the school library. Since their publication
in 2002, the School Library Guidelines have been translated into 16 different
languages, including 12 languages which are relevant to this study (see Table 3,

below).
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Table 3

IFLA/JUNESCO IFLA/JUNESCO IFLA/JUNESCO IFLA/JUNESCO
School Library School Library School Library School Library
Guidelines in 1st Guidelines in 2nd Manifesto in 1st Manifesto in 2nd
Country language language language language
1 _[Albania
French, Spanish, French, Spanish,
2 |Andorra Catalan Portuguese Catalan Portuguese
3 _|Armenia
4 |Austria German German
5 |Azerbaijan
6 _|Belarus Russian Russian
Dutch, French, Dutch, French,
7 |Belgium German German
8 |Belgium (Dutch speaking) Dutch Dutch
9 |Belgium (French speaking) French French
10 |Belgium (German speaking) German German
11 |Bosnia & Herzegovina Croatian
12 |Bulgaria Turkish
13 |Croatia Croatian
Greek, Turkish,
14 |Cyprus English English
15 |Czech Republic Czech Czech
16 _|Denmark German German
17 |Estonia Russian Russian
18 |Finland Swedish Swedish
19 |France French French
20 |Republic of Georgia English English
21 |Germany German German
22 |Greece Greek Turkish
23 |Hungary German Hungarian German
24 |lceland English Icelandic English
25 |Republic of Ireland English English
26 _|ltaly Italian Italy
27 |Kazakhstan
28 |Kosovo Turkish
29 |Kyrgyzstan
30 |Latvia Russian Latvian Lithuanian, Russian
31 |Liechtenstein German German
32 |Lithuania Russian Lithuanian Polish, Russian
33 |Luxembourg French, German French, German
34 |Republic of Macedonia
35 |Malta English English
36_|Moldavia Russian Russian
37 |Monaco French English, Italian French English, Italian
38_|Montenegro
39 |Netherlands Dutch Dutch
40 _|Norway Norwegian
41 |Poland Polish
42 |Portugal Portuguese Portuguese
43 |Romania German Hungarian, German
44 |Russian Federation Russian Russian
45 |San Marino Italian Italian
46 _[Serbia Serbian Serbian
47 |Slovakia Hungarian
48 |Slovenia Slovenian
49 |Spain Spanish, Catalan| Spanish, Catalan
50 |Sweden Swedish Swedish
German, German, French,
51 |Switzerland French, Italian Italian
52 |Tajikistan
53 |Turkey Turkish Arabic, Greek
54 |Turkmenistan
55 |Ukraine
56 _|U.K. (United Kingdom) English English
57 |U.K. (England) English English
58 |U.K. (Northern Ireland) English English
59 |U.K. (Scotland) English English
60 JU.K. (Wales) English English
61 |Uzbekistan
Note 1. This table shows that in 41 countries which have taken part in this survey, a translation of the IFLA/JUNESCO School Library
Guidelines is available in the official or national language, or in another language which is spoken in that country.
Note 2. This table shows that in 50 countries which have taken part in this survey, a translation of the IFLA/JUNESCO School Library
Manifesto is available in the official or national language, or in another language which is spoken in that country.
Countries marked in this colour have either limited or no apparent access to translations of one or both of these documents.

This table refers to countries in Europe which are part of this study.
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The IFLA has also published the School Library Advocacy kit (IFLA, 2006a),
which school librarians and library associations throughout the world can use to raise
the profile of school libraries and resource centres in their own schools, their own
regions and their own countries. The IFLA also has a School Libraries Section (IFLA,
2006b), which provides an international forum for exchanging ideas, experiences,
research results and advocacy. The Section’s goals are as follows: to promote and
advocate the role of the school library and resource centre; to delineate the role of the
school librarian; to assist school librarians in their professional development, and to
promote and disseminate research in the field of school librarianship.

In ‘Libraries for Lifelong literacy’ (IFLA, 2003a, p. 1), Ms. Kay Raseroka, IFLA
President from August 2003 to July 2005, defines the role and responsibility of libraries:

‘... to assist all people, and especially children and young people, to develop the range
of competencies necessary to engage fully with the Information Society. ...

The special role of school libraries has been delineated in the IFLA/UNESCO School
Library Manifesto: The school library in teaching and learning for all’. (IFLA/JUNESCO
1999).’

According to Raseroka:

‘We (IFLA) are committed to realising our common vision of the Information Society for
ourselves and for future generations. We recognise that young people are the future
workforce and leading creators and earliest adopters of ICTs. They must therefore be
empowered as learners, developers, contributors, entrepreneurs and decision-makers.
We must focus especially on young people who have not yet been able to benefit fully
from the opportunities provided by ICTs.’ (IFLA, 2003b, para 11).

Mr. Alex Byrne, IFLA President from August 2005 to July 2007 made the following
statement (IFLA, 2005b, p. 1).

‘IFLA and its members share a common vision of an inclusive Information Society in
which everyone can create, access, use and share information and knowledge and
which is based on the fundamental right of human beings to both access and express
information without restriction. ...

Libraries and information services provide access to information, ideas and works of
imagination in any medium and regardless of frontiers. ...Libraries — and especially
national, public, school and university libraries — express the aspirations of civil society,
reflecting and responding to the interests and hopes of their communities. ...

International understanding and dialogue is supported through access to information
and knowledge from other nations and cultures. IFLA and its members are committed to
addressing the digital divide and the information inequality that results from it.’
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IASL (The International Association of School Librarianship) Since its inauguration in

Jamaica in 1971, and its first conference in London in 1972, the IASL has held annual
conferences in various parts of the world, allowing school librarians to meet and
discuss many different aspects of school librarianship. The IASL also has a very useful
listserv which allows school librarians from all over the world to communicate with each
other (usually in English). The IASL Advocacy information (IASL, 2005) provides
resources for school library advocacy, including access to documents which confirm
that school libraries make a difference to student achievement and that school libraries

have a positive impact on students and on learning (IASL, 2008b).

AASL (American Association of School Librarians) is based in the USA; its web-site

contains a wealth of information in the English language, which is used by school
librarians throughout the world (AASL, 2010). Among other things, this site contains
excerpts from Information Power: Building Partnerships for Learning (AASL and AECT,
1998), which are concerned with the roles and responsibilities of the School Library
Media Specialist and the teaching of information literacy skills. This site also contains
the Standards for the 21st-century learner (AASL, 2007), a very important document
which supports and also clearly outlines the new work and endeavours of the school

librarian and information specialist in the 21st-century.

Cross-border, cross-lanquage and cross-cultural co-operation and

communication in_Europe Without good co-operation and communication throughout

Europe, it would not have been possible to carry out the European section of this study.

In 2007, the European conference on school libraries was held in 2007 in Wels, Upper

Austria. It was organised by the Library Service for Schools (Bibliotheken-Service fur
Schulen) (BUCH.ZEIT, 2008). 130 school librarians, information specialists and other
educators travelled from 18 different countries in Europe to attend the meeting and
took part in discussions about the important changes in the work being carried out by
school librarians and information specialists since the introduction of ICT and new
forms of learning into the schools. They also discussed the need for new (European)
training programmes which would help school librarians and information specialists to

carry out these critical tasks.

National library associations and national school library associations provide

important support, information and ideas at national (and sometimes state) level (in

national and local languages), for school librarians throughout Europe. Many have
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their own communication tools — a web-site, a listserv, brochures etc. These
organisations often provide an official link between (school) libraries and other
governmental institutions. They also provide a link with the IFLA and sometimes with
the IASL.

Other organisations which promote school librarianship in Europe The following

organisations also stimulate school librarianship in Europe and provided useful

assistance:

ENSIL (European Network for School Libraries and Information Literacy): In March

2003, representatives of associations for teachers and librarians and from Ministries of
Education from eight European countries organised a meeting in Amsterdam, the
Netherlands to discuss the importance of promoting school librarianship and
information literacy in Europe. Delegates from Austria, Italy, the Netherlands, Norway,
Portugal, Russia, Sweden and the United Kingdom set up an informal group, the
European Network for School Libraries and Information Literacy (ENSIL, 2008), and
adopted the following statement:

‘Amsterdam Statement on School Libraries and Information Literacy.

International research shows that the quality of students' learning outcomes is greatly
enhanced by effective school libraries. All learners in each country of Europe are
entitled to quality school library/media centres and services. In order to achieve this,
each country in Europe, and the European Union, should adopt and implement the
principles of the IFLA / UNESCO School Library Manifesto. ENSIL invites other library
and educational organisations throughout Europe to join and contribute to further
discussion and action.’

In 2008, ENSIL became a formal foundation (Stichting ENSIL), registered in the
Netherlands. It now has more than 80 participants from 19 countries in Europe. It
maintains its own web-site (ENSIL, 2008), which provides useful information for
(European) school librarians and information specialists. Although the official language
of ENSIL is English, the network recognises the language and communication
problems which arise within Europe. All European school library associations are
invited to develop at least one page about their activities, in English, for the ENSIL web
page. These actions have helped to provide information about school libraries

throughout Europe. ENSIL also has a useful listserv (language: English).

Other organisation which such as, for example, the ECIS (European Council of
International Schools) (ECIS, 2008a and 2008b) and also AILIS (Association of
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International Librarians and Information Specialists) (AILIS, 2008) support school

librarianship at European level.

European school library projects provide knowledge and expertise to school

librarians and information specialists, teachers and school leaders. SLAM (2000), a
European Community Socrates funded project, with partner schools in the Czech
Republic, Denmark, Norway and the UK, was followed by the GrandSLAM (2002)
project, with partner schools from the Czech Republic, Denmark, Ireland, Lithuania,
Norway, Portugal, Spain and the UK. SLAMIT (2006) builds on the experience and
outcomes of the two earlier projects and now seeks to publicize school libraries as
learning centres at the heart of the curriculum. Accent is placed on the introduction of

new enquiry-based approaches and learning styles embedded within the curriculum.
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Chapter 18 : Summary of Part 1

The information which has been reviewed in Part 1 is related to a series of
different subjects and topics which are relevant to this research at local, Dutch national
and European levels. There are links between one subject and another, which are
sometimes quite complex. Part 1 begins by describing three major historical changes
have taken place in education since the 1960’s: the introduction of educational reforms;
the introduction of ICT and educational technology into schools throughout the world
since the 1970’s and the introduction of new forms of learning. It then attempts to see
how these changes have affected the school community as a whole, and the individual
groups within the school community (pupils, teachers and school leadership). The
expectations were that these changes would enhance the educational system, however
changes in education which may not have been anticipated have occurred. For
example, notions of literacy, which are central to most definitions of education (Abbott,
2000), (Bruce, 2002), (Lankshear and Knobel, 2008) and (elearningeurope.info
directory, 2009a) have changed as a result of the introduction of ICT into schools and
into society.

The introduction of ICT within the schools has been described in detail in
Chapters 7, 8 and 9. The review of the literature shows that the ways in which it has
been implemented into different schools depend upon the attitudes and vision of school
leaders, teachers, other staff and sometimes parents. There are clear indications that
the use of ICT in schools lacks infrastructure. Many of the (technical) goals which were
set (number of PCs per pupil, etc.) have been met in a number of countries, however,
research reveals that some teachers have been unable to keep up with the ever
increasing changes in ICT, and have been unsuccessful in implementing the use of ICT
or educational technology into their lessons. While expensive hardware and software
has been installed in schools, a large number of teachers is either unable to use it in
their teaching practice, or can only use it to a certain extent (Cuban, 2003).

Other problems in ICT usage for educational purposes are becoming apparent.
The cost of ICT within the school is becoming prohibitive; outsourcing and maintenance
costs are also high. Computers and networks which were installed a number of years
ago are already out-of-date and need to be replaced. Although new educational
technologies (such as ELO’s and whiteboards) are being installed, the costs of properly
exploiting these items were often not anticipated ten years ago. New (technical) staff
members have been employed to manage and cope with the use of ICT within the
schools, resulting in (additional and sometimes unexpected) increases in personnel

costs, which have, in turn, put a strain on the overall budget of the school.
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When goals were set for the introduction of ICT and the implementation of new
kinds of learning, expectations were that the appropriate usage of ICT within the school
would help to support new forms of learning and that educational quality and academic
achievement would increase. This research will attempt to investigate these issue and
to find out whether or not these expectations have been realised, using international
guidelines

Also, the continuous increase in the amount of information (multilingual, in
traditional and digital form, and partly available through the use of ICT) provides
questions for schools regarding its application and use. Both pupils and teachers need
to learn how to use this information for the benefit of education and for the acquisition
of knowledge. Indications are that the roles and responsibilities of stakeholders within
the school have changed or are in the process of altering. It appears that it will be
some time before schools are fully adapted to these changes. This may have to do
with the continuous process of change which is still taking place. National policy
makers and school leaders need vision and motivation in order to meet these
challenges.

The school library and information (SLIC) and the qualified school librarian and
information specialist may provide a partial solution to these challenges because of his
or her knowledge of the subject, and may be in a position to help and assist school
leaders, teachers and pupils through this difficult period of change. An attempt will be
made to see whether or not the use of the SLIC, applied under certain specific
conditions at local, national and European levels, can be used to solve some of the
problems which have arisen and which have been described in the review of the
literature (Part 1). This dissertation will address these issues, at local, Dutch national

and European levels.
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Part 2 — Methodology

Chapter 19 : Methodology

This international study has been carried out at three distinct levels and crosses two

different disciplines (Comparative Education (Sociology), and Library and Information
Science — LIS), adding extra dimensions to the study. These two different disciplines

merge, in the search for answers to research questions.

It was difficult to locate cognate studies, however, where possible, investigations which
have been carried out in either one or two of the disciplines, have been described.
Stromquist (2002), Arnove (2003), Suarez-Orozco (2004) and Jacobs (2010) explain
the need for and difficulty in carrying out this new form of (globalised) research. They
refer to the global transformations that are taking place in society and the urgent need
for globalised studies in different disciplines. Crossley and Watson (2009) also explain
the difficulties which can be encountered in this type of comparative and international
research, which may be connected to the variety of situations or conditions which need
to be carefully studied. They mention the need for contextual analyses and research
designs that provide cultural insights regarding the impact of globalization on varied
educational realities and argue for increasing cultural and contextual sensitivity. They
refer to the differences in international educational (and in the case of this research,
library and information science) traditions and to tensions which arise between global
and local priorities and conflicting agendas. Also, the limitations of statistical data are
mentioned. In order to carry out this present research, there was a need for a strategic
framework (Patton 1980, p. 39) to position the research project. Part 2 describes the

context and structure of the research.

Research purpose Given the research purpose of the study was to examine the

evolving role of the school library and information centre in digital Europe, a reasonable
assumption of the research is that in the 21 century the school library and information
centre (SLIC) and the school librarian and information specialist, working together with
school leaders and teachers, can play an invaluable role in the educational process
within the school. The thesis was: not only can the SLIC and the school librarian and
information specialist provide traditional library services and promote literacy; they can
also help in the efficient, structured implementation and use of ICT and educational

technology (as educational tools) and new forms of learning throughout the school.



Part 2 — Methodology
Chapter 19 : 114

This research aims to explore whether essential 21% century learning skills can be

taught in the SLIC, as an interdisciplinary learning environment.

The SLIC is managed by the school librarian and information specialist. Under
this person’s leadership, this research examines whether the correct implementation of
the SLIC within the school can cause an increase in educational quality and in the
academic achievement of pupils. If the school librarian and information specialist co-
operates with the school leadership in the preparation and implementation of an
information policy for the entire school, and also provides instruction and assistance to
members of the teaching staff so that they can effectively implement new information
trends into their teaching practice, taking advantage of the new forms of learning which
are evolving during the contemporary information age, what benefits accrue?

The educational sub-matrix known as the Kalsbeek Information Literacy Matrix
(KILM) described in Chapter 20 was developed between 1997 and 2008 in order to
maintain traditional educational goals and objectives at the highest possible level while
facilitating the introduction of educational reforms, new forms of learning and 21
century learning skills throughout the school. This research study therefore examines
the use of ICT and educational technology as effective educational tools, and new
forms of learning and 21 century learning skills which may result in an increase in the
learning outcomes of pupils.

The evolution of the KILM is described in Chapter 20. It makes optimal use of
the facilities of the traditional and digital SLIC so that it becomes the heart of the
interdisciplinary (multilingual) learning environment within the school. Its main purpose
is to teach interdisciplinary information, media and other new literacy skills to both
pupils and teachers.

This study aims to examine whether or not the KILM can be successfully used
in other schools and will address this at Dutch national and European levels.
Furthermore the research will examine school libraries and information centres
throughout Europe, in an attempt to gauge the specific role which this facility plays in
increasing the quality of education which pupils receive and their overall academic

achievement.

Limitations of this study This study is limited by the following factors:

e The specific period of time during which this study took place and the facilities
which were available for (and in) school libraries during that period.

e The countries which are included in this survey®.

* See Table 4, page 175.
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e The difficulty in collecting reliable qualitative and quantitative data in some
countries, sometimes for political or financial reasons.

e The quality of information received from various sources®.

e Language. This is an international study which contains cross-cultural
research. It has been carried out in the English and Dutch languages by a
bilingual researcher who has worked at tertiary level in both these languages.
Table 5 (page 176) shows that in many of the countries in this study, English is
not the first or second national or official language of the population, making it
difficult for some interviewees to understand the English language questions
and to answer them in a correct manner.

e The local study at the Kalsbeek College and the Dutch national study are
carried out in Dutch secondary schools. The European research began as a
study of SLICs in secondary schools, however as the study progressed, it
became apparent that, in some countries, specific data on secondary school
libraries was either unavailable or could not be provided as a separate school
type. For this reason, school libraries in primary schools have also been
included in the European section of this study.

e The schools studied are either government-funded, private or international
schools. The school’s funding is relevant to the staffing and facilities which are
available in each individual school. Differences in school (educational) policies
and systems throughout Europe complicate this investigation, as follows:

» Differences in school library tradition and differences in government
attitudes and funding for school libraries and information centres throughout
Europe.

» Differences in library structures throughout Europe (Schweizer, 2005).

» Differences in the training of (school) librarians throughout Europe
(Schniederjurgen, 2007).

Philosophical perspectives Since this international study covers two different

disciplines — Comparative Education (Sociology) and Library and Information Science
(LIS) - literature regarding possible methodologies in both disciplines inform the
research (Punch, 2009, Cresswell, 2009, Myers, 2010 and Patton, 1980, 1987 and
2008, Sherman and Webb, 1988, Creemers, 2008, Broady-Preston, 2009 and
Reynolds, 2002. Punch (2009) specifically discusses research methods in education,

which are relevant to this study, specifically, empirical research in accordance with

% See Chapter 22, page 178-9.
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Punch’s definition (2009, p. 2), which is ‘experience (or observation) as a foundation or
source of knowledge; direct experience or observation of the world... by obtaining
direct, observable information’. The philosophical perspectives and assumptions (or
worldview), which have been used to approach the research problem, could be said to
be positivist (Myers, 2010) and post-positivist (Cresswell, 2009, p. 5-6), when
understanding of the research problem emerges from past and present experiences

and interactions are interpreted in socio-political (i.e. both social and political) contexts.

Selection of a research design and model According to Patton (1980, p. 39),

the research model (or plan of action) should provide basic direction for the research.
The methodology in this study presents research questions at local, Dutch national and
European levels in two different disciplines. This research uses mixed research
methods (a combination of both quantitative and qualitative data), as described by
Patton (1980, p. 18), Punch (2009) and Cresswell (2009, p. 12), who describes
guantitative measures as:

‘Survey research (which) presents a numeric description of trends, attitudes or opinions
of a population (or group\ or a sample of that group. It Includes: cross-sectional and
longitudinal studies using questionnaires, or structured interviews for data collection’.

Patton (1980, p. 24) states that a survey using quantitative methods could
contain closed questions or open-ended questions. ‘Quantitative measures are
succinct, parsimonious and easily aggregated for analysis. Quantitative data are
systematic, standardized and easily presented in a short space’ (Patton, 1980, p. 28).
On the other hand, Patton explains that ‘if a phenomenon needs to be understood
because little research has been done at this level, it merits a qualitative approach.
Qualitative research is exploratory and is useful when the research does not know the
important variables to examine’ (Patton, 1980, p. 18). ‘Qualitative methods are used to
discover what is happening and then verify what has been discovered’ (Patton, 1980,
p. 46-47). Mixed methods design is useful when either quantitative or qualitative
approach by itself is inadequate.

Patton (1980, p. 39) explains that qualitative research designs require that the
evaluator gets close to the people and situations being studied in order to understand
the incidental details of program life. The evaluator gets close to the programme
through physical proximity for a period of time. This closeness develops in a social
sense of intimacy and confidentiality. This research is carried out using these
strategies and is especially relevant for the work study carried out at the Kalsbeek

College (local level), where the researcher was continuously present on the school
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premises. Also, Chapter 22, page 172 refers to the relationship which was built up
between the researcher and school librarians throughout Europe, which resulted in
their willingness to provide information. In many cases both traditional and online
(CMC) contact took place (page 119).

Broady-Preston (2009), who writes specifically about the library and information
profession, suggests that the professionalism and professional identity of the
participants in the study should be examined, and that also the generic developments,
including drivers of change within the profession should be studied. In the review of
the literature (Part 1), an attempt has been made to review these topics in both
disciplines, including the context of change which is taking place in both disciplines.
These factors, including the new identity, roles and responsibilities of the different
stakeholders will then be related to the study at local, national and European levels.

Creemers (2008) has also provided strategies for cross-national studies.
However, Arnove and Torres, (2003, p. 1) explain that

‘...forces shaping comparative education at the turn of the 21st century, such as events on
the World stage and corresponding changes in economic, social and educational policies,
are causing conceptual and methodological frameworks to be constantly reshaped.
Theories and methods for studying social-society relations undergo change in accordance
with advances in knowledge, shifts in paradigms and increase in the capacity to process
and analyse large amounts of data statistics in more sophisticated ways'.

They suggest that the working of a global economy and the increasing
interconnectedness of societies pose common problems for educational systems
around the world, relating to issues of quality and educational opportunities and
outcomes for differently situated social groups, especially those who historically have
been most discriminated against — women, ethnic minorities, rural populations and
working-class people. A dialectic is at work between the global and the local.
Understanding this interactive process, the tensions and contradictions, is central to

this study.

Research questions in an international context are as follows:

¢ Is it possible to define the school library and information centre (SLIC), in an
international context?

¢ What is the role of school libraries and information centres (SLICs) and the
library staff within the school since the introduction of educational reforms, ICT
(as an educational tool) and new forms of learning into schools?

¢ How have changes in school libraries since the introduction of ICT impacted

education?



Part 2 — Methodology
Chapter 19 : 118
Is it possible to evaluate the effect which school libraries have on educational
quality, learning outcomes and academic achievement?
What are the critical success factors?
What increases in educational quality, learning outcomes and educationa
achievement could be expected if the application and use of the SLIC is clearly

defined?
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Research questions : local level are described as follows:

Would it be possible to create a direct link between the educational matrix which
has been developed at the Kalsbeek College and the work of the school library
and information centre?

Could a sub-matrix for this purpose be designed and if so, how can it be
described?

Would the use of an effective sub-matrix in the SLIC lead to an increase in
educational quality and academic achievement throughout the school? How
could this be assessed?

What are the successes and failures observed during the application of the sub-
matrix? Specifically, what is the importance of co-operation throughout the

entire school?

Research questions : Dutch national level are described as follows:

What is the present state of school libraries at Dutch national level? What is
their mission?

Would it be possible to introduce the sub-matrix known as the KILM into other

secondary school libraries in the Netherlands?

What are the critical success factors for the implementation of the KILM at

Dutch national level?

What facilities would be needed for a successful implementation of the KILM?

Research questions : European level could be described as follows:

What is the present state of school libraries at European level? What is their
mission?

What are the goals of the school library and information centre in digital
Europe?

Would it be possible to implement the sub-matrix (KILM) which has been

developed at the Kalsbeek College into school libraries and information centres

in other schools throughout Europe?

What are the critical success factors for the implementation of the KILM at

European level?
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Research format Punch (2009, p. 10) states that the research model should

contain the following:

¢ a plan for the research in terms of research questions;

¢ a perception of the data which is necessary to answer these questions;

¢ research design to collect and analyse the data.
The data will then be used to answer the research questions. In an attempt to obtain
reliable descriptive data, such as direct quotations, descriptions, case documentation
and qualitative measurement (described by Patton, 1980, p. 38) both traditional
methods and also Computer-Mediated Communication (CMC) have been used,
including Internet and e-mail resources. In this present research, school libraries in 61
different countries are studied. It is impossible to travel to all these countries and carry
out individual, face-to-face studies and interviews. For this reason CMC is used to
obtain some of the data. Lindlof and Taylor (2002, p. 249) define this use of CMC as
‘the process through which humans create, maintain and transform meaning by
interacting with computerized technology’ and describe it as a valid communication
method in qualitative research. Mann and Stewart (2000) also confirm that researchers
can employ Internet-based qualitative methods to collect rich, descriptive, contextually-
situated data. Descriptions of CMC now include traditional communications using
computer-mediated formats such as e-mails, instant messaging, chat rooms and also
other forms of text-based interactions such as text messaging. Also CMC involves
Internet-based social networking (Web 2,0 technology), (Wikipedia, 2010a). This raw
data is collected as an open-ended narrative, without attempting to put programme
activities or people’s experiences into predetermined, standardized categories, such as
responses or choices that compromise typical questionnaires or tests. The purpose of
the data is to understand the point of view and experiences of other persons.

Patton (1980, p. 36) agrees with the sociologist John Lofland (1971) that this is
acceptable qualitative data for academic research. Also, Hewson, Yule, Laurent and
Vogel (2003, p. 60) describe the use of the Internet in academic studies as an
acceptable research tool. Furthermore, Hine (2005) discusses the ethical
responsibilities of new forms of (online) research relationships in social research. On
page 19, she talks about online research relationships, similar to those which have

been used during this study.

Exploratory research : review of the literature According to Patton, (1980, p.

43), the researcher should examine the setting (environment or context) of the study.

For this reason, during exploratory research, a specific review of the literature was
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made, in order to provide (historical) background information for this thesis (Chapter 2).

Figures 1 (page 16) and 2 (page 17) describe the information search which took place.

Research Format : Local level Qualitative research, using Patton’s definition

(1987, p. 7), will be carried out as follows. Firstly, a careful study will be made of the
educational matrix which has been designed by the Kalsbeek College was (i.e. of the
setting in which the KILM operates). In-depth open-ended discussions and interviews
with the school leadership and staff will be held, in order to gain a clear understanding
of the objectives of the matrix, and how it is expected to work in practice.

Secondly, a careful review of the literature regarding the role which the school
library and information centre could play within the educational matrix will be made. An
attempt to design a specific sub-matrix for use in the SLIC will then me made; this
design would be presented to the school leadership and staff, for discussion and
comments.

Thirdly, an attempt will be made to implement the sub-matrix, step-by-step, on
an interdisciplinary level throughout the entire school. The aim is that all pupils (not a
selected group) should benefit from the use of the sub-matrix. Direct observation
methods will be used (Patton, 1987, p. 7) to evaluate the sub-matrix. Programme
records will be kept.

During its application, the sub-matrix will be adjusted from time to time, to solve
any problems which may arise and to improve its effectiveness. At certain stages,
specific questionnaires and interviews will be used to evaluate and adjust the sub-
matrix (Patton, 1987, p. 7), (Punch, 2009, p. 62, and p. 144). During the whole period,
its use will be discussed with pupils, staff and school leadership, in order to gain an
accurate view of the success and suitability of the sub-matrix. Minutes of meetings and
records of interviews will be kept.

A Transaction Model (House, 1978, p. 5) will be used during regular evaluations
of the sub-matrix and its application within the educational matrix. = Patton (1980. pp.
54-55) describes a Transaction Model as ‘understanding which emerges most
meaningfully from an inductive analysis to open-ended, detail descriptive and quotive
data gathered through direct contact with a programme and its participants’. According
to Patton (1987, p. 5 and 1980, p. 54-55) the evaluation of the sub-matrix should
include:

e A detailed description of the programme implementation;
e An analysis of the programme processes;
e A description of the participants in the programme;

e A description of how the programme has affected the participants.
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e An analysis of the programme’s strengths and weaknesses, as reported by the

people who have been interviewed (pupils, staff and school leadership).

Research Format : Dutch national level Exploratory research, in the form of a

review of the literature will be carried out at Dutch national level. The results will be
described and interpreted. Mixed research methods (quantitative research with some
open questions and qualitative research) will be used to collect data, after the results of
earlier questionnaires which were completed in 1995 and 2001 have been reviewed.
As mentioned above, the application of the KILM at the Kalsbeek College reveals
certain strengths and weaknesses of the sub-matrix. A new questionnaire which will
clarify these aspects at Dutch national level, will be designed. It will ask questions
which are related to the strengths and weaknesses of the KILM which become
apparent. This data will be analysed and interpreted.

Where relevant, other open-ended questionnaires, surveys and
communications, field trips to other SLICs in the Netherlands, and discussions with
teachers, school leaders and school librarians (qualitative research methods) will be
used to gather further data about certain aspects of the research which are still unclear
after the initial data has been interpreted. School leaders and school librarians will be
specifically asked to describe their vision concerning the introduction of information
literacy practices into secondary schools.

Conclusions will be validated using expert interviews, observations of teachers
and pupils, and observations during field trips. Evaluation will take place using a

Transaction Model, as described on page 120 above and by Paton (1980, p. 54).

Research Format : European level Exploratory research includes a review of

the literature at a European level. The results will be described and interpreted.
Initially, it was expected that gquantitative research methods could be effectively
employed in order to collect the necessary data. A questionnaire was designed and
sent out, however the quality of the data which was received was disappointing (as
described in Chapter 22. page 178). Four additional (short) surveys were then
designed and carried out. In total, five questionnaires/surveys were sent out between
April 2004 and 2007, as described in Chapter 22, pages 177 - 186).

Paradigmatic evaluation model Since the methods described above did not

present a clear picture of the situation in school libraries throughout Europe, it was
therefore not possible to accurately answer the research questions at European level.

A decision was made to collect additional data using a paradigmatic evaluation model.
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This model would use mixed research methods (quantitative and qualitative
paradigmatic evaluation methods - Patton, 2008, p. 425) applying the parameters
which determine the successful implementation of the SLIC at the Kalsbeek College as
a standard. The expectation is that this model will allow the researcher to make
comparisons which would help to answer the research questions correctly.

There are many different parameters which determine the implementation and
use of a school library and information centre (SLIC). Information will be sought in the
following areas:

1. The population of the country.

2. The GNI (Gross National Income) per capita in each country. .

3. The amount of money spent on education.

4. A short description of the school system (in so far as it is relative to this

study) — in primary and secondary schools.

5. Factors which are an indication of academic achievement, including
international test results. These factors were limited to those which may be
influenced by the school library and information centre (specifically reading,
comprehension, and literacy.).

6. The simple description of the present (physical) ICT situation with regard to
ICT within the schools (hardware and software), including ICT in the school
library and information centre.

7. Information about the introduction of ICT into schools in each country,
including the role played by the school library and information centre during
this process. Information about a national ICT policy.

8. Media literacy and information literacy objectives per country and the role
played by the school library and information centre in reaching these
objectives.

9. Specific information about libraries and school libraries and information
centres, at national and individual level.

10. Specific information about the school librarian and information specialist,
including his or her role within the school, qualifications, job description etc.

11. Participation, per country, in (earlier) library surveys, including surveys of

school libraries.

A table (Table 10, page 188) will be designed and completed for each of the 61
individual countries in this survey. This completed table will appear at the end of each
individual country report. Combined tables of these data appear in Chapter 22, Tables
11 to 26. Using this model, both traditional methods and CMC (described on page
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119) are used to collect data. Conclusions will be drawn from this data. The results of

a paradigmatic model using mixed methodological methods are considered by Patton

(2008, p. 439-444) to be both reasonable and empirical. The conclusions to this

section of the research will be validated by means of expert interviews (face-to-face

and also using CMC) and by observations and discussions during field trips. A final

evaluation of the research at this level is then take place.

Evaluation at all three levels Figure 7, page 124 summarizes the research

actions which will take place at all three levels from 1997-2008. Patton (2008, p. 5)
describes the broader perspective of evaluation, using information and knowledge. He
discusses the challenge of evaluation, and asks whether or not this study helps to
provide insight for others, so that they can make decisions (p. 7). The evaluation
carried out for the entire study, at all three levels, uses formative evaluation methods,
which are described as ‘a type of evaluation which has the purpose of improving
programmes’.

‘While formative evaluations can make use of both quantitative and qualitative data, it
can be particularly useful to collect detailed, descriptive information about programmes
when the purpose of the evaluation is to compare the programme operation and
procedures’ (Patton, 1980, p. 71).

At the end of the evaluation of the entire study (at all three levels), conclusions will be

drawn and recommendations will be made.
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Figure 7
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Part 3 — Research at local, Dutch national and European level

Chapter 20 : Research at local level : Kalsbeek College, Woerden, the
Netherlands

During 1997 — 2008, a new learning environment has been created in the
school library and information centre (SLIC) at the Kalsbeek College. In 1997 the
directors of the school instructed the writer to study and examine the situation which
existed within the SLIC at the school, and to implement the changes which would
empower the SLIC to play an effective role in the educational process in the 21st
century. Chapter 20 describes the way in which the school leadership of the Kalsbeek
College, Schilderspark Location, approached the introduction of educational reforms,
ICT and educational technology and new forms of learning into the school environment.

In this chapter, some translations of information from Dutch to English were
essential. The Research Degree Regulations published by Middlesex University do not
call for an official translation of foreign language documents which have been used in
Ph.D. dissertations. Also, due to the intervention of the research department of British
Library, Dr. Catherine Walter, university lecturer in applied linguistics at the University
of Oxford, Higher Education Academy National Teaching Fellow, was consulted about
the reliability and acceptability of translations which have been used in this dissertation
and made the following a statement: ‘it seems unreasonable to ask for certified
translations, as the researcher has indicated the translators’ and back-translators’
language competences. Dr. Walter verifies this statement by referring to the

publication of Berry, Poortinga, Segall, and Dasen (1992), on cross cultural research.

Setting for the research The school policy statement describes the school as ‘a

traditional school on the move’ (Schouwenaar and Koebrugge, 2006). It is a large
secondary (comprehensive) school, with about 2,600 pupils aged from 11 to 18 years,
at all levels of the academic scale. It is a normal, ordinary Dutch school with Protestant
affiliations and is funded by the Dutch government. Pupils who attend the school live in
+ 19 different communities, which are located in a radius of approximately 25
kilometres around Woerden, including some traditional, rather conservative farming
communities. Figure 8 and Figure 9 (below) give the reader some insight into the

structure of the Kalsbeek College.
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An explanation for the terms and abbreviations used in Figures 8, 9 and 10 is as

follows:

Peuterspeelzaal:

Basisschool:

Pre-school kindergarten or créche.

Primary school.

VMBO (B or T), HAVO (H), Secondary school.
VWO (A) and
Gymnasium (G):

HBO and WO

Arbeidsmarkt:

Leerplicht:

Different sectors and academic levels within Dutch
secondary schools. At the beginning of secondary
school, each sector has a one year ‘bridge’ period,
which is intended to help pupils become used to life in
secondary school.

Tertiary education at Bachelor's and Master’s level.
Labour market.

Compulsory education.

Figure 8

Secondary School Structure : Kalsbeek College
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Locatie Schilderspark

The Kalsbeek College has two locations : Bredius and Schilderspark.
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Figure 9

| Summary School Structure — Kalsbeek College |
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Historical background to the educational matrix In January 2009, the Kalsbeek

College has two locations : Schilderspark, with a total of £ 1,600 pupils (at VMBO-T
(class 1 and 2), HAVO, VWO and Gymnasium) and Bredius, with a total of 1,000 pupils
(VMBO)*. There are approximately 250 teachers, who teach at one or both locations.
Many of these teachers are female and work part-time®.

Below is a description of the historical background, which has made the
introduction of an educational matrix throughout the Schilderspark location of the
Kalsbeek College, for all subjects, and the sub-matrix known as the KILM (Kalsbeek
Information Literacy Matrix) possible. The history of the Kalsbeek College is described
in a publication edited by Andel (1987) who states that the present school evolved over
a period of 70 years. In 1969 the Kalsbeek College became a large comprehensive
secondary school and entered a period of change. It became imperative to reorganise
the way in which the school was run. The Board of Governors ( the Protestant
Assaociation of Education in Woerden) appointed a new director who was instructed to
manage and organise the school in a more business-like manner. At that time,
meetings for team leaders and open staff meetings which had previously been in

existence were abolished, however, during a two-year period, it became clear that

1 As explained on page 126.
¥ See Chapter 10, page 73.
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there was a lack of communication between the central directors and the rest of the
school.

When the Kalsbeek College became a comprehensive school, it became a
much more complex place to run, for example: there were a lot more departments or
sections, teachers, pupils and other staff. Political and social aspects became
important, such as the importance of ‘democracy’ in the workplace. Employees
expected to ‘have a say’ and to become involved in the running of the school. The
Dutch government has attempted to steer various processes in desired directions,
including the decentralisation of the educational process and more autonomy for each
school (Schouwenaar, 1999). Each individual school is now required to write an
organisational model for the running of the school, which is known as the

Schoolwerkplan (School Working Plan)®?, and is permitted to choose its own model.

Democracy within the school C. Nieuwland, director/rector of the school from

1974 — 1984, was responsible for the management structure within the school. Due to
a dramatic increase in the size of the school, described above, there was a need for
many more teachers. A whole new generation of young teachers, (recent graduates
from Dutch universities, who were familiar with the democratisation of the universities)
were appointed to the teaching staff at the Kalsbeek College. They wanted (and
expected) to become involved and to participate in the running of the school. Andel
(1987) verifies that these expectations were quickly confirmed by changes in Dutch
educational legislation, which not only ratified these expectations but also defined the
core or main structure of the school and divided it into different educational
departments of sectors, as described above in Figures 8 and 9 above. Pupils are
allocated into different departments or sectors, according to their (academic) abilities

(see Figure 10, page 129). The terms in Figure 10 are explained on page 126.

% See Chapter 21, page 130.
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Figure 10

Structure of education in the Netherlands

Arbeidsmarkt

- I HBD EE.{E -
" [ MBO . N e
) Nt wwo |

0 VMBO HAVO T
B Basisschool -8 fg
[ -] E
N il

Peuterspeelzaal | 2

Reference: Ministerie van Onderwijs, Cultuur en Wetenschap (Ministry of
Education, Science and Culture, 2007.

Giesbers (1975) defines the most important factors in the introduction of
democracy within the school as: communication, consultation and co-operation within
the school. In 1998, regular 6-weekly meetings of team leaders (the Kernvergadering)
were re-introduced (reinstated). During these meetings, matters of educational or
organisational importance within the school are discussed; ideas and information are
exchanged. The meeting of team leaders functions as an informal parliament in the
educational organisation of the school. The directors and deputy-directors are included
in the team leader group and have an official status as representatives of the (teaching)
staff. Each faculty group is also represented at the meeting by one or two appointed
representative (depending on the number of teachers in the faculty). The school
librarian and information specialist is also a member of this team. Each member of the
team leaders’ group has a vote, and each member can prepare an item for discussion
(agenda topic) for the meeting. Since their re-introduction, these meetings of team
leaders have played a very important part in the running of the school and the co-
operation and communication between all parties within the school. It should be noted,
however, that the meeting of team leaders cannot formally make a ruling with regard to

school policy and that the outcome of the discussions and the conclusions which are
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reached are not binding. They are of a supportive nature, and usually provide
guidelines for school policy (which is ultimately determined by the directors of the
school).

The APV (Algemeen Personeelsvergadering — Open Staff Meeting) has also
been reinstated and regular meetings are held. All staff members are required to be
present at these meetings, which have an informative role. While some important
matters can be discussed during the APV, it does not play a decision making role
within the school.

The school also has a Participation Council (medezeggenschapsraad), which is
compulsory under Dutch law — pupils, staff members and parents are elected to this
council, via a democratic process. The running of the school, the educational process
and the organisation of the school are discussed by this council and votes are taken on
various issues. Once again, the outcome of the discussions and the conclusions

which are reached are of a supportive nature (not binding).

Strateqy document The school leadership of the Schilderspark location of the

Kalsbeek College now works with a strategy document (Schouwenaar and Koebrugge,
2006,) which establishes the vision and objectives of the school, and describes the
means which have been provided to achieve these goals. The introduction (p. 1) to the
strategy document describes the situation at the school at the end of 2006, as follows:

‘We work together in a traditional school which is adapting to new trends and
developments. During the past 4 years, it has been possible, at an elementary level, to
improve the organisation of the educational process at faculty level. Beside this, a start
has been made for more co-operation, inter-connection and fine tuning between
different subject groups. And what is perhaps the most important factor: people are not
afraid to discuss how this new form of education is progressing - on a daily basis or at
regular meetings.” Translated into English by the researcher and checked by the
authors.

The strategy document is structured around five related subjects:
Education: the educational objectives, the educational programme, pedagogical
developments. This section of the document also gives specific details of the staff
member(s) who are responsible for specific tasks. It includes details which are relevant
to the SLIC.
Staff : instruction for staff, development, advice and assistance, etc.

Pupils and parents : communication, participation, etc.

Organisation : management strategies, communication and participation, maintenance.

The climate within the school : the school’s identity, openness, discipline and structure,

pedagogical expertise.
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The educational matrix By using a structured organisational method which is

referred to as the matrix, (Schouwenaar and Koebrugge, 2006), the school has started
to solve some educational problems successfully. In an E-mail dated 10 February
2010, Schouwenaar describes the major objectives of the development of the
educational matrix as being ‘to stimulate educational developments, using a systematic
model which would increase the co-operation within faculty groups, between different
faculty groups and between school years, and also, if possible, to illustrate this
process’. The school leadership has tried to implement the matrix, using a democratic
process. It has been constantly discussed and adjusted, during regular meetings of
team leaders of the Kalsbeek College (see page 129).

A short description of the educational matrix, (Schouwenaar and Koebrugge,
2006), is as follows. Specific staff members have been appointed to co-ordinate and
supervise the co-operation described below.

Vertical — co-operation between all subject groups within the same school year. This
requires consistent supervision, adaptation and adjustment.

Horizontal — alignment of the educational programme and connections between the
different subject groups, e.g. co-ordination of the teaching programme and the content;
co-ordination of skills which need to be learned — who teaches which skills (especially
general skills, which are used by pupils for different subjects); co-operation between
two or more subject groups, during the course of the academic year and during special
project weeks.

Comments: Some subject groups found this concept difficult, especially the modern
languages faculty groups. Many discussions have taken place in order to reach
solutions to problems. An inventory must be made of the expectations for the school
year: i.e. what are the proposed activities of each faculty group, per class, for the
academic year. It then becomes possible to combine certain projects (in an
interdisciplinary way, across subject areas) and to exploit synergies. The teaching of
ICT technical skills, information, media and new literacy skills and the use of the ELO
(Electronic Learning Environment) - to both teachers and pupils - form an essential part
of the matrix and the KILM sub-matrix.

The use of ICT is not a goal in itself, but contributes towards and benefits the
systematic organisation, in all different aspects of the educational process.
Improvement in the quality of learning and the learning process is the optimal goal.
Primarily, attention is paid to the use of ICT as an educational tool - information skills

such as searching for, finding, reflecting on the information which has been found and
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using it for the acquisition of knowledge are very important. ICT is also used in the
management of the school itself (administrative and communicative functions).

The school’s policy statement, the school website and its prospectus state that
the Kalsbeek College places emphasis on the importance on instruction in information,
media and new literacy skills. In order to carry out this policy, a special committee,
called the Media Education committee, has been formed to facilitate the educational
use of ICT throughout the school, including the emphasis on instruction in information,
media and new literacy skills. Committee members are: a member of the central Board
of Directors, two directors from the Schilderspark location, a co-ordinator from the
teaching staff plus one additional teacher, the school ICT co-ordinator (who is also a
teacher) and the school librarian and information specialist. This Committee discusses
recent developments concerned with the implementation of ICT as an educational tool
and educational technology throughout the school, and how it can be applied in the
acquisition of 21% century learning skills, including critical thinking and research skills.
It also makes decisions relevant to the interdisciplinary coordination and
implementation of the KILM (page 138) at all school levels. Work carried out by the
committee is often presented to the regular meetings of team leaders for discussions .

Needless to say, because of the continuing advances which are taking place
within the information society, the school's published strategy / education policy and
the educational matrix are continuously evolving. This has led to the need for and
development of a sub-matrix, known as the KILM (Kalsbeek Information Literacy

Matrix), for the teaching of information literacy to both teachers and pupils.

Historical background : school library and information centre (SLIC) In 1969,

when the Kalsbeek College became a comprehensive school, the school library played
a minor role within the institution. It offered basic, traditional library services to the
school community.  Although it received funding from the school, it did not play a
formal role in the educational process or in the school policy. It was not run by a
professional librarian, but was an ‘extra duty’ for administrative staff members.

During the eighties, teachers and pupils made increasing use of the school
library facilities. In 1987 a professional librarian was appointed and the library was
moved to a larger location which was the size of a normal classroom. It contained a
collection of books, magazine and documentary information; there were also limited
facilities where pupils could work and do their homework. Up until 1990, the fact that
the school library should form part of the educational policy of the school was seldom

discussed. This changed in 1990 when new national legislation described a new
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educational policy, relevant to the introduction of educational reforms and new forms of
learning for all secondary schools in the Netherlands (Veen, 2006).

The role of the school library changed. Although it retained the traditional
quality and facilities of the traditional school library, it also became a school library and
information centre (SLIC), a learning environment within the school where pupils were
encouraged to study independently and to become familiar with the use of ICT as a
learning tool. Nevertheless, within general national school policy, the SLIC was still of
marginal importance.

In 2001, the introduction of the Second Stage (described on page 147) made a
clear educational policy for the entire school essential (Boekhorst and Veen, 1996a).
Its introduction was a very important factor in changes in school policy and in the role
which the SLIC played within the school. The Second Stage placed a great deal of
importance on individual, independent and co-operative learning. Pupils were
encouraged to take part in projects and to write (simple research) papers. Teachers
needed to know what kind a facilities were available in the SLIC, and how they could
be used in this new educational process. In hindsight, it has become apparent that
school directors and teachers were ignorant of the different facilities and services which
the SLIC and the qualified school librarian could deliver to the school. While they were
aware of the traditional use of the school library in promoting literacy and reading, the
link between the new forms of learning and the importance of the SLIC in these new
educational concepts was unclear. Now, in 2009, it is clear that the SLIC plays an

integral part in the educational process.

A new school library and information centre (SLIC) After her appointment at the

Kalsbeek College, the researcher carefully reviewed the applicable (international)
literature, studied the situation in the existing school library and then attempted to
design a qualitative research model for the research, in accordance with the initial
instructions from the school leadership. IFLA/JUNESCO (1999) and IFLA/UNESCO
(2002) were both used as basic guidelines. Over a period of more than ten years,
regular bi-weekly meetings have been held with the director who is responsible for the
SLIC, Dr. Jaco Schouwenaar, to discuss the research model and its application.

In 2002, the Board of Governors of the Kalsbeek College decided to modernise
and extend the school building at the Schilderspark location. This extension to the
school should contain a new school library and information centre (SLIC), which would
be designed by an architect and an interior designer. This large new SLIC (approx.

400 square metres) would retain the old traditional values of school library work, would
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house the school’s traditional and digital collections and would provide study desks and
comfortable places where pupils could read. It would also provide facilities for new
kinds of learning, such as computers and educational technology. Adequate facilities
for the library staff would also be provided.

The school librarian was instructed to write a ‘List of requirements’ for this new
facility. This list was vetted by an external school library consultant. A document which
describes the objectives, aims and functions of the SLIC was published in June, 2002
(Kalsbeek College, 2002). Problems (both physical and organisational) which had
been encountered in the old SLIC were carefully studied. Positive and negative
experiences of clients (teachers and pupils) who used the old facility were reviewed.
The end result is a friendly, colourful SLIC with good, modern facilities. Pupils enjoy
using the SLIC, which has the following facilities:

1. An area of + 4002 meters (approximately 8 classrooms), with £ 50 (new) PC'’s,
en * 40 study desks, serving approximately 1,600 pupils and 150 teachers and
other staff at the Schilderspark location.

2. Opening hours of the SLIC: from 8.30 am to 4.30 pm. The digital collection and
the ELO is accessible to the school community from inside and outside the
school, at any time of day or night.

3. An up-to-date traditional collection of + 16,000 books (fiction and non-fiction),
documents, CD’s, CD-ROM'’s, DVD’s, Audio books, magazines etc.. The
traditional fiction collection, in a total of 5 languages, is intended to stimulate
pupils’ multi-lingual reading and literacy skills.

4. A web-based school library catalogue programme (OPAC) which uses
advanced ICT and gives access to the collection (traditional and digital) from
inside and outside the school. Itis also used for library administration.

5. A web-based network, with access to Internet, E-mail, discussions groups and
an ELO (Electronic Learning Environment) etc., available to the school
community at any time during day or night.

6. Access to extensive educational software.

7. A special library facility for teachers and staff, which contains up-to-date
material, in traditional and digital form, about pedagogy and new forms of
learning.

8. A display area for special themes, projects, news items etc..

9. An extensive digital collection (including databases, software etc.) in a number

of different languages.
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10. A special colourful, friendly area for lower school pupils, where they can receive
special attention from the library staff.

11. Library desk facilities and an office area for library staff.

In the new SLIC, special emphasis is still placed on reading pleasure (in a
number of languages, especially Dutch and English). There is a large traditional
collection of all kinds of books, especially teenage literature. The SLIC has two areas
where pupils from the upper school can work, either together or on their own, on co-
operative projects or on their homework. These areas are especially equipped to
encourage new forms of learning.

As mentioned above, the new SLIC was created to fulfii the need for a
traditional library and also to provide extensive facilities for new forms of learning and
the use of ICT as an educational tool and educational technology within the school.
This new learning environment optimises opportunities for teachers and pupils who are
working on project-based teaching tasks and taking part in other new forms of learning.
It was also designed to facilitate the instruction in information and media literacy (the
use of the KILM), for pupils and teachers. This instruction is given by the school

librarian and information specialist.

Introduction of the Kalsbeek Information Literacy Matrix (KILM) into the school

library and information centre (SLIC) By using the educational matrix and the KILM

sub-matrix, the school has started to meet the educational challenges of the 21st
century. The KILM describes the role of the SLIC in the educational process within the
school. It takes advantage of the expertise of the qualified school library staff. Thanks
to the KILM, instruction in information and media literacy, for teachers and pupils, is

regularly scheduled and integrated into the school curriculum.

Description of the KILM  The KILM provides interdisciplinary instruction for all

pupils throughout the entire school. At the beginning of each school year, each faculty
group prepares a plan which shows their objectives, per class, per year, and per
department, in accordance with the structure of the educational matrix. This is a plan
of the faculty’s activities for the entire school year. Their representative presents this
plan to one of the co-ordinators (usually senior teachers) who have been appointed
throughout the school. There are in total nine co-ordinators: five for the upper school

and four co-ordinators in the lower school. The KILM is then co-ordinated and applied
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at specific points within the educational matrix. It provides critical intervention at
specific points within the school curriculum during the learning process.

New inquiry based approaches and learning styles (Kuhlthau, Caspari and
Maniotes, 2007), (Barell, 2006) are embedded within the KILM curriculum, using
research models to promote cognitive thinking. The KILM has been developed using
both traditional and new concepts of learning, to teach pupils the skills involved in
research, analysis and evaluation of traditional and digital forms of information, critical
thinking, writing and the presentation of a multidisciplinary paper or project. All
teachers and pupils throughout the school receive interdisciplinary instruction in
information, media and new literacies and in new forms of learning. This instruction is
given by the school librarian and information specialist and is interdisciplinary. As a
result, instruction in important 21% century learning skills is no longer dependent upon
the skills (or lack of skills) of individual teachers. KILM instruction is obligatory (see
page 138).

Because of its construction, the implementation of the KILM is an on-going

process which constantly changes, however it can be described as follows:

Lower school: The KILM gives basic instruction in interdisciplinary information literacy
skills. Basic information literacy guidelines are always emphasised and reiterated each

time pupils receive additional instruction. Basic instructions take the following form:

First year, for all pupils in all classes: There are three specific instructions. The
first is an introduction to the SLIC and its facilities; the second shows pupils how
to find reliable information (using all kinds traditional and digital resources which
are located inside or outside the school - not only written information, but also
pictures, films, media etc.) for a paper or project (including the use of), how to
sort this information, decide which information to use, decide how to present a
paper, use the information and how to write a bibliography or references. The
third instruction is concerned with reading and literature. Pupils learn how to
select books (usually novels) in different languages, how to find reliable
information about a writer, reviews of specific books, book extracts and
summaries. Similar strategies mentioned in the second instruction are used,
but the kind of information which is sought and located is very different and
requires different strategies. These instructions are a form of guided inquiry (or
specific interdisciplinary intervention), as described by Kuhlthau, Caspari and
Maniotes (2007).
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Second year. Special instruction for pupils in the Gymnasium (top academic
level), in order to teach these pupils additional research skills, and also to
stimulate their reading pleasure. Other second year pupils receive instruction in

information and media literacy skills during special projects.

Third year pupils: At the moment there is no basic instruction for third year
pupils. Although the need for instruction is recognised, it has not been possible
to plan it into the KILM sub-matrix, for reasons which are explained in the
conclusions to this chapter. However, these pupils do receive ad hoc
instruction in specific information and media literacy skills during special

projects.

During each instruction, whether it is a basic instruction or an additional instruction,
pupils receive a written summary (a guide in the form of a bookmark) which guides
them through their research activities. These guides are stored in the ELO and can be

accessed digitally by pupils and teachers.

Upper school: Instructions for pupils in the upper school take the following form:

Fourth year. There are two separate instructions for all pupils. The first is
concerned with specific information literacy skills related to literature, in Dutch
and other languages. The second teaches pupils very specific information and
media literacy skills related to the search for information for a history or social

studies project.

Fifth year, for examination candidates (HAVO) : Specific information literacy
skills, related to the information search for a final examination research paper.
Individual pupils, or small groups of pupils, select a specific topic which they
investigate (carry out research) and then describe in a paper. VWO pupils
receive instruction in specific information and media literacy skills during special

projects.

Sixth year, for examination candidates (VWO) : Specific information literacy
skills, related to the information search for a final examination paper — as

explained above (for HAVO pupils).
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Final examination candidates (individual pupils who may require extra help or
assistance in their information search) can make an appointment with the school
librarian and information specialist (Boelens, 2006b). During these individual
instructions, the school librarian and information specialist is constantly amazed at the
naive way in which (top level) pupils who are about 17 years of age and older approach
the information search and use (biased forms of) information. An interesting further
study could be carried out about the information usage and attitudes of pupils in this

age group.

KILM instruction for special projects and Project Weeks During special projects

and Project Weeks, the KILM also provides additional, specific instruction for upper and
lower school pupils. The educational matrix provides information, per school year (or
class), about projects will take place, which classes are involved, and which faculty
groups will co-operate with each other during these projects. All faculty groups are
required to participate in Project Weeks (Schouwenaar and Koebrugge, 2006).

The SLIC renders assistance to all projects, and implements the KILM by
providing extra ad hoc instruction in information and media literacy — a form of guided
inquiry — whenever possible. If necessary, it also provides additional (temporary)

resources in traditional and digital form.

Reactions of pupils Many of the pupils, especially pupils in the upper school,
enjoy the KILM instruction. They find it interesting and useful; interviews also verify
that they are aware of its purpose. Some of them have asked for more instruction.

This request, which comes from the pupils themselves, is very heartening.

Important decisions and intervention by the Media Education Committee in the

application of the KILM After a KILM pilot project in 2005, the following decisions were

made, as follows:
e A structure was approved for essential instructions, including information, media
and new literacy skills, critical thinking and research skills, within the KILM.
e Participation in the KILM instructions (for both teachers and pupils) is
compulsory. Failure to attend is reported to the school leadership.
e The consistency of information literacy instruction throughout the school is

important — it should follow one line (from school year to school year, from class
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to class and from discipline to discipline) and should not vary, depending on the
skills, ICT competencies or opinions of individual teachers.

e Ad hoc, additional information literacy instruction for specific projects was also
recognized and approved.

¢ During information literacy instruction, pupils are instructed in the ethical use of
information and are told about plagiarism.

e The committee also approved the use of a set of guidelines, to be used
throughout the school, which must be applied when pupils write a research
paper or submit a project, for example layout, citing references (bibliography),
etc. This set of standards or guidelines, which is updated as required, is used
throughout the entire school and is available to teachers and pupils through the
ELO (Kalsbeek, 2004).

A review of the information and media literacy skills of the teaching staff During

an initial investigation into the information literacy skills of teachers, the researcher co-
operated with a doctoral research student at the University of Twente in the preparation
and use of an information literacy test in the Dutch language for teachers and staff.
The main purpose of the test was to find out more about the information literacy skill
levels of teachers and to provide support when necessary. It was also an attempt to
create an awareness of the complexity of these skills. All members of the teaching
staff were given access to the compulsory test through the ELO and asked to complete
it by a given date. Very few teachers completed the test for numerous reasons, the
most frequent being that they did not have time during the school day to complete the
test. This 35 minute test was available through the ELO, it could have been completed
outside school hours, however informal interviews confirmed that teachers knew that
because the test was carried out using the ELO, their score could be recorded. They
were frightened of a low score. Some teachers who were actually completed the test
asked if they could do it again, in order to improve their score. Also, there was no
supervision while the test was taking place. Some teachers asked colleagues for help
in completing the test (in order to score higher). Unfortunately it became clear that
teachers did not understand the main purpose of the test.

In retrospect, it would seem that the school leadership needs to have a better
understanding of the importance of information, media and new literacy skills in 21
century education. Perhaps these staff members should also have been tested in
some way, once more in an attempt to draw their attention to the complexity of the

skills which are involved. This attempt to gauge the ICT and information literacy skills
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of school staff is complex and needs more attention, possibly in the form of a future

study.

KILM instruction for the teaching staff Each member of the teaching staff is

required to attend a course in information, media and new literacy skills during special
study afternoons, which are part of the roster of the teaching staff. These instructions
are compulsory. Teachers from different faculty groups are combined (groups of + 20
teachers) and receive basic instruction in information and media literacy skills,
including useful tips in new forms of information search, often specifically related to the
teachers’ subject area. This instruction is given by the school librarian and information
specialist and forms a clear basis for co-operation between the SLIC and other
members of the teaching staff. During these instructions, it has become very clear that
many teachers do not have adequate technical ICT or information literacy skills.
Similar observations have been made by Hansson (2006) and Probert (2009).
Experience at the Kalsbeek College showed that approximately 40% of teachers have
very limited ICT technical skills. During KILM instructions, time needed to be spent on
basic technical ICT procedures before the actual information literacy instruction could
begin.

Diaries record further co-operation between the school library and information
specialist and the teaching staff. Appointments are often made to discuss information
problems or to ask for assistance in the application of ICT, educational technology, new

forms of learning and 21* learning skills in lessons.

Successes and failures of the KILM which have become clear during its

application which need to be discussed and/or resolved are recorded below.

Vision versus traditional educational attitudes The initial ‘educational vision’ of the

school leadership in the design and application of the educational matrix and the KILM
is extremely important. However, even though a democratic decision was made to use
the matrix and sub-matrix throughout the school, some staff members found it very
difficult to ‘let go’ of their traditional educational viewpoints and attitudes, even though
training was provided to help them understand why the educational matrix and the sub-
matrix were being introduced. There was a certain ‘resistance to change’. It was
essential that both the educational matrix and the sub-matrix were introduced
throughout the school as a whole, so that all pupils would benefit from them. The

participation of all members of the teaching and library staff was obligatory.
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Autonomy of the teacher Looking back, it could be said that there was insufficient

room for the traditional ‘autonomy’ of the teacher®*. Some teachers found it difficult to
let go of some of their autonomy and preferred use their established teaching routine.
They were not open to changes. This problem has also been described by Cuban
(2003).

Roster problems The teaching of interdisciplinary information literacy skills is carried

out carried out by the school librarian and information specialist (who has a teaching
accreditation), however these lessons are not part of the scheduled roster or curriculum
for pupils. The fact that these lessons are not part of the normal roster, makes it
possible for some pupils and teachers to ‘avoid’ coming to the instructions. Teaching
hours are ‘donated’ by different faculty groups. Even though instruction for teachers
has taken place during special, compulsory study afternoons which are part of the
roster of the teaching staff, some failed to attend. These problems still need to be
solved.

SLIC staffing and workload: When the matrix was introduced, there was only one

school librarian and information specialist who could give KILM instruction. KILM
instructions took up about 30% of this person’s working week and caused a very
substantial increase in her workload. In addition, extra preparatory work for the Project
Weeks, increased the normal workload of the SLIC staff and caused major peaks in the
SLIC workload. The objective during the Project Week was to allow as many pupils as
possible to use the SLIC's facilities, but this took very careful planning. Although the
Kalsbeek College is very well equipped with ICT facilities (approximately 1 PC to every
4 or 5 pupils), this was insufficient during the Project Weeks. During the project week,
access to a well-staffed SLIC from 8.30 am to 4.30 pm was essential. Not enough
trained library staff was available during the peak periods.

Report cards - marks for ICT and information skills: While lessons in the technical

application of ICT receive an official mark, no official assessment of media and
information literacy skills is recorded and as a result, some students did not always
take the instruction seriously.

SLIC Usage: According to the statistics generated by the school library catalogue
(OPAC), which not only records the library loan administration but also provides
information about the number of visitors using the SLIC facilities, the new SLIC is
already too small. Also, some specific parts of the collection need very regular

refurbishment because of constant use.

% See Chapter 10, page 68.
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ICT problems: The Kalsbeek College is a large school with ICT and educational

technology facilities which continue to increase. These extensive ICT facilities require
investment in money, maintenance and operation. Extra staff (permanent and also in
an advisory capacity) has been hired to implement them. There is a specific need for
a knowledgeable, highly trained systems manager, who is not only technically
proficient, but also has some educational vision. The ICT requirements of the SLIC
need to be discussed from both a technical and an educational standpoint. Differences
of opinion between the systems manager and the school library staff have been
recorded (Smeets, 2008). Even though outside experts (often ICT consultants with
technical but no educational knowledge) have been hired to look at these problems,
they have not been adequately solved. The solutions suggested in Figures 12, page
242 and 14, page 246 may help to resolve some of these problems.

Security, vandalism and filtering in the school network is a critical problem. Some

pupils could be described as successful *hackers’, who can severely affect the network
throughout the school. The systems manager needs to pay much attention to security
measures. Filtering of unsuitable digital information is also a problem which needs to
be discussed carefully at all levels (Figure 12b, page 244 and Figure 14, page 246.

School library software: In the Netherlands, one specific school library catalogue /

software packet (OPAC) is used by nearly all secondary schools. The supplier has a
monopoly. The deficiencies in this software (when compared to other school library
software used outside the Netherlands) result in problems and frustrations. The OPAC
should be more than an administrative tool; it should also have pedagogical aspects
and advantages, should be web-based, allowing it to be accessible from inside and

outside the school.

Assessment of the KILM There are no objective statistical (quantitative)

measurements that make it possible to measure an increase in educational quality due
to the implementation of the SLIC at the Kalsbeek College as a learning environment.
However qualitative assessment is possible. There are many indicators that support
the claim that educational quality has increased, such as the number of library loans,
the quality of project reports, the number of visits including use of the ICT and other
facilities, positive comments from both pupils and staff, the success of exhibits and
other special activities, requests for assistance by pupils and teachers. Some of the
indicators identified by Williams and Wavell (2001)*®, have also been used to monitor

the SLIC, to assess its effectiveness, and to demonstrate an increase in the

% See Chapter 16, page 102.
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educational quality and achievement of the pupils. Similar experiences are revealed in
a study which was carried out by Todd, Kuhlthau and OELMA (2004). Teachers and
pupils who were interviewed have a positive attitude towards the SLIC and enjoy using
this learning environment.

It is also interesting to note that the borrowing of books and materials increased,
for example, by + 17% during the 2006 calendar year (verified by statistics which are
generated by the school library programme (OPAC)). The facilities such as study
desks and PC'’s in the SLIC are nearly always occupied, a fact which can also be
verified by reliable statistics, and which show an increase of 33% over a three year
period (2006 — 2008).

The writer is convinced that a specific assessment model for school libraries
and information centres, at local, national and international level, should be the subject

of a further study.

Critical success criteria Four critical success criteria became apparent during

the implementation of the sub-matrix (KILM) at the Kalsbeek College:

Vision of the school leadership The up-to-date educational vision of the school

leadership, together with its ability to co-ordinate skills and implement change
management have been imperative during this process (Henri and Asselin (2005).
The need for a strong, well-educated and thoughtful school leadership is clear. The
school clarified its (educational and other) goals and then worked towards their
implementation. The changes which have taken place within the SLIC have been
carried out in co-operation and consultation with the school leadership, teachers and
other staff. The school leadership at the Kalsbeek College is aware of the way in
which the SLIC can enhance the educational quality, learning outcomes and academic
achievement within the school, and fully supports the work of the school librarian and
information specialist.

Vision and quality of the SLIC staff Under the leadership of the school librarian and

information specialist, the SLIC at the Kalsbeek College has played a pivotal role and
has become an integral part in the educational reforms, the introduction of ICT and
educational technology as educational tools, and the introduction of new forms of
learning throughout the school as a whole. This study reveals that the professionalism
and professional identity of this person, including her knowledge of the generic
developments and drivers of change within the profession were an essential success
factor. This person needs be trained in two different processes — the educational

process and the library process. He or she must not only be fully conversant with
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pedagogy and new concepts of learning, but must also be aware of both traditional and
new school library (library and information management) concepts and ideals.

The SLIC is in a constant state of transition, due to the continuous changes
which are taking place in the information society. These changes require the school
library and information specialist and other SLIC staff to take part in constant,
continuous re-training, in order to keep up with new trends in both the information
society and in education. These new skills need to be applied to a library in an
educational (pedagogical) setting. The certified school librarian and information
specialist acts as a coach, or expert, for other members of the school community. This
person should be at the same level as the teaching staff, so that discussions can take
place and decisions can be made as equals. Adequate qualified staffing of the SLIC is
essential. In the Netherlands, it is extremely difficult to find quality certified personnel
to carry out the work in the SLIC, for reasons which are explained in Chapter 21, page
169.

The way in which the SLIC presents itself to and co-operates with the rest of the school

community and makes itself visible. The entire school community needs to be aware

of the different facilities which are available in the SLIC and the different ways in which
the SLIC and the school librarian and information specialist can be of value and
assistance during the educational process.

The role of the school and the SLIC in the information society The entire school

community should be aware of the important role which the SLIC plays in education in

the school in the 21% century. This should be made clear by the school leadership.

Answers to the research questions at this level

e A direct link has been created between the educational matrix at the Kalsbeek
College and the work of the school library and information centre (SLIC), using
the sub-matrix known as the KILM (Kalsbeek Information Literacy Matrix), which
was specifically designed for this purpose.

e Qualitative assessments reveal that the application of the sub-matrix has lead to
an increase in educational quality and academic achievement throughout the
school (page 142).

e Successes and failures which are observed during the application of the sub-
matrix are described on page 140. The application of the educational matrix
throughout the entire school makes co-operation between all members of the

school community essential and obligatory.
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Final observations The application of the KILM sub-matrix is only part of the

role of the SLIC at the Kalsbeek College. It has many roles within the school, as
described in Figure 13, page 245, and makes use of two distinctly different processes -
the library process and the educational process. The SLIC’s function as a quality
school library and learning environment is just as important as the application of the
KILM.

The friendly atmosphere in the SLIC is also very important. Pupils who work
together with each other in the SLIC learn important social skills. Some pupils,
especially those in the upper school, enjoy being able to discuss their work with the
school librarian and information specialist. They often ‘drop in’ to discuss some
aspects of their work. Also, teachers often make an appointment with the school
librarian and information specialist to discuss information and media problems and also
the application of the SLIC in the teaching process.

Finally, the success of the SLIC mainly relies on optimal co-operation between
the school leadership, teachers, ICT co-ordinator, systems manager and the school
librarian and information specialist if the educational goals which have been described
in the school's policy statement (Schouwenaar and Koebrugge, 2006) are to be
realised. Figure 12 (page 242) provides a possible synopsis for the infrastructure
which is necessary within the school in order to achieve optimal educational quality and

academic achievement.
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Chapter 21 : Research at Dutch national level

This Dutch national research will attempt to answer the research questions at
Dutch national level which appear in Methodology. In Chapter 21, the terms ‘school
library’ or ‘school library and information centre’ are used to describe the facility which
is known in Dutch as the ‘Mediatheek’. The school librarian and information specialist

is known as the ‘mediathecaris’.

Theory If (secondary) schools throughout the Netherlands are able to provide
conditions similar to those which exist in the school library and information centre
(SLIC) at the Kalsbeek College in Woerden, they should be able to implement the
KILM (Kalsbeek Information Literacy Matrix), which would help to support the
introduction of educational reforms, ICT as an educational tool, educational technology
and new forms of learning throughout the schools. It would provide a framework for the
teaching of 21% century learning skills to both teachers and pupils. The main goal is to
improve the quality of learning throughout the school and to increase the academic

achievement of pupils.

Introduction At the time when new forms of learning and ICT were being
introduced into secondary schools, the Dutch government received advice (page 150)
concerning the use of school libraries to facilitate new forms of learning (Dam, 1996).
In general, schools did not follow this advice. There may have been a lack of
understanding on the part of some school leaders about the advice which was given.

Chapter 7, page 47 reveals that a great deal of money has been spent on the
introduction of ICT into schools (in a technical sense) in a number of countries in
Europe, including the Netherlands. While some of this money has been spent on the
application of ICT for school administration and management, other funds have been
spent on ICT hardware and software as an educational tool, and educational
technology for students and teachers. The rather simple, initial evidence shows that
these high expenditures may not have necessarily resulted in an increase in academic
achievement.

Each year, secondary schools in the Netherlands are required to draw up a
strategy document known as the school working plan which should summarise the
educational organisation and objectives of each school. It should contain an annual

report, information about school staffing, an in-service training plan and information
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about the SLIC and its objectives. Each individual school can choose its own model.

This strategy document is regularly examined by the school inspector.

Earlier surveys conducted by other researchers In 1995 and 2001, mixed

research methods were used by Boekhorst, Veen and the LWSVO (Dutch Working
Group of School Librarians in Secondary Education) to carry out research on school
libraries and information centres in the Netherlands. This research investigated the
role which school libraries play in the introduction of information literacy skills into
secondary education. It attempted to find out whether or not the use of the school
library would play a vital role in becoming information literate. In 2006, the writer joined
this research group, working together with Boekhorst and Veen.

The initial research in 1995 (Boekhorst and Veen, 1996a) tried to review the
history of the school library in the educational system in the Netherlands and verified
that different kinds of ‘school libraries’ have been present in the Netherlands for a
number of years and that this traditional term was used to describe all these different
kinds of facilities, in the form of a box of books in a classroom to a well-equipped
facility. The research also revealed that the Netherlands does not have a strong school
library tradition, especially in primary schools. This study started by describing
educational reforms which took place in secondary schools the Netherlands in 1993. A
new educational system for secondary education was introduced in two stages: firstly
into Basic Secondary Education (Basisvorming) and secondly, during a Second Stage
which was organized according to the concept of ‘Home for Study’ (Studiehuis). New
forms of learning were introduced, emphasizing learning instead of teaching and
encouraging students to take an active, independent approach to learning. The
teacher's role shifted from being an instructor to that of a coach and facilitator. This
concept also specified that the school library and information centre (SLIC) should play
a central role in this new ‘Home of Study’. It was described as being ‘the heart of the
home of study’.

Boekhorst, Koers and Kwast, 1999) describe developments in the area of
information technology and conclude that since much more and more information has
become available in more and different information sources (in printed or digital form)
through various channels, it can therefore be concluded that users of information must
have more knowledge and skills in order to be able to use this information in an
adequate way. A brochure containing these theories was distributed to all secondary
schools in the Netherlands (Boekhorst and Veen, 1996b).
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The first school library survey (1995) From 1993 to 1996, a Steering Committee

Profile Second Stage Secondary Education (Stuurgroep Profiel Tweede Fase
Voortgezet Onderwijs) advised the Assistant Secretary of State for Education, Culture
and Science on the reorganization of the Second Stage of educational reforms in
secondary education. In order to assist schools in updating their school libraries and in
preparing them for the tasks envisaged in the new educational structure, the Steering
Committee initiated a survey into the present position of school libraries in secondary
schools. It requested the Faculty of Arts, Department of Book and Information Science
from the University of Amsterdam to carry out this research (Boekhorst and Veen,
1996a). The research question for this study was: ‘What is the position of school
libraries in schools for secondary education in the Netherlands?’. During the
investigation of the problem, mixed research methods were used. The following
gquantitative (sometimes open-ended) and qualitative questions were asked:

1. General information about the school library (age, size, work desks, etc.).;
Personnel;
Library committee (size, members, etc.);
Finances (Budget) — (investment, different kinds of financing, etc.);
Collection (quantity, quality, purchasing policy, etc.)
Technical facilities (computers, network etc.);
Use of the library (Ilending statistics, number of visitors, etc.);

Co-operation with teachers ( department, way in which this was done);

© ©® N o gk wDd

Co-operation with other organisations (which and in what manner).

Data were gathered via printed questionnaires and interviews. The survey was ‘push’
oriented. An attempt was made to find out more about the situation in school libraries
at that time, and whether or not there was a ‘decisive factor’ for a well functioning
school library. The following factors were defined as being important for the school
library:

e ‘The school management;

e The Board of Directors of the school:
e Budget;

e The school working plan (strategy document)
e The library committee

e The staff of the library

e The technical infrastructure;

e The collection

e The use of the library

e Co-operation with partners

e Pupils.
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In all probability, these factors, and their relationship with each other, are decisive for
the functioning of the school library.” (Boekhorst and Veen, 1996a, p. 54)

Questionnaires were sent out using an address list which was supplied by the
Ministry of Education, Culture and Science to 809 secondary schools. The net
response (schools with a school library) was 50%. Statistical computations about the
‘average school library’ did not match any of the schools that participated in the survey.
In fact, the survey found that there was a great deal of diversity. Using the principle of
Ockham's razor it was concluded that the librarian was the decisive factor for the
functioning of the school library - the school librarian was the most important factor in
making the school library successful within the given context (Boekhorst and Veen,
1996a).

In a follow-up study, Hoeksema investigated the relative importance of the
factors indicated in the original study (Boekhorst, Veen and Boelens, 2006, p. 3). She
found that the actual physical location of the school library in the school building was
another factor which is relevant to the success of the library. Boekhorst and Veen
(19964a, p. 54) also made the following relevant observations:

‘In general there is talk of one central branch of the school library, which has an average
area of 100 square metres (the approximate size of 2 classrooms).

e Only one-fifth of the schools mentioned the school library in the school working
plan (strategy document).

e One quarter of the schools which completed the survey had a library
committee.

o Slightly less than half of the schools had appointed a trained school librarian.
Two-thirds of those who were appointed were women. The average age of the
school librarian was 47 years (in 1995).

e On average, the school librarian was appointed to work for 20 hours each week.
He or she received no payment for about one-third of the work which was
carried out.

e 77% of the school libraries which took part in the survey relied on the services
of volunteers. On average, these school libraries had eleven volunteers, who
worked for a total of 20 hours per week.

e The funding of school libraries varied greatly from school to school. The annual
budget which was most frequently was the equivalent of 1,000 euro’s per
annum.

e In 1995, the library collections were mostly ‘printed’ collections. There was an
average of 7,660 titles in the collection.

e On average, 6,858 titles were borrowed per annum. On average, between 1
and 50 pupils and 1 or 2 teachers visited the school library each day.

e The opening hours of the school library varied from between 20 and 30 hours
per week.’
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At the conclusion of the study, Boekhorst and Van Veen made the following
recommendations to the Ministry of Education, Culture and Science (Boekhorst and
Veen, 19964, p. 54):

e ‘The Ministry should make sufficient funding available for school libraries;

e The school working plan should contain a clear definition of the aims of the
school library;

e There should be a clear and adequate budget, which should be defined in
specific budget posts;

e The head of the school library should be a person who had received vocational
training in the area of information services and management. It is not a job for
someone who has been ‘parked’ in the library when no other suitable work
could be found for this person in other parts of the school.

e The school librarian should be employed for sufficient hours so that he or she
can carry out the basic work which has been assigned.

e A library committee should be set up. It should include representatives of the
users of the library, teachers and the school management.

e The technical infrastructure of the school library should not be isolated but
should be integrated into the technical infrastructure of the entire school.

e In the framework of the acquisition of information, there should be good
discussions and co-operation between teachers and the school librarian.

e Co-operation with other school libraries and other institutions such as the public
library in the region is important.

o Further research should be carried out with regard to the staffing of the library
and its importance in the day-to-day function of the school library.

o Further research should be carried out into the actual use of the school library
by pupils and into particular into the role which the school library plays in
meeting their information needs.’

At this point it should be noted that although the research described above
speaks about the aims of the school library, it does not refer to the specific educational
objectives or role of the school library in the educational process. The outcomes of the
survey were published in a number of national and international publications. As a
result of the survey, schools received extra funding so that they could update the
infrastructure, the actual premises and the collection of the SLIC. School leaders could

spend this money at their own discretion.

The second school library survey (2001) Five years after the initial research,

Boekhorst distributed a limited questionnaire (unpublished) to delegates at the 2001
national meeting of the LWSVO and asked them to indicate how various factors
affected the performance of the school library, including the ‘physical location of the
library in the school building’. The questionnaire was completed by 61 delegates, who
indicated that the management of the school is the most important factor for the

successful functioning of the school library. Questions were asked about areas which
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had improved or deteriorated in the last five years. The greatest improvements were in
the ‘technical infrastructure’ (53 times), ‘collection’ (43 times) and the ‘collaboration with
teachers’ (41 times). Deterioration was mentioned in ‘the functioning of the library
committee’ (11 times) and ‘the inclusion of the school library in the school working plan
— stragety document’ (7 times). With regard to ‘library instruction’ given in the library, in
2001 most attention was given to:

¢ ‘Information resources’ (12x very much and 35 x much),

¢ Managing ICT (9 x very much and 34 x much) and

e ‘Formulating query’ (3 x very much and 40 x much)

The third school library survey (2005) Ten years after the first Dutch national

survey, an Internet survey entitted De mediatheek en informatievaardigheden in het
voortgezet onderwijs (The School Library and Information Centre and Information
Literacy in Secondary Education) was carried by Boekhorst, Van Veen, Boelens and
the LWSVO. Boelens joined this research team on a voluntary basis.

Before the research actually began, a specific review of current international
literature, relevant to this section of the research, took place®. After that, a quantitative
survey was designed, with some open-ended questions. Its purpose was to review and
investigate developments in school libraries in the Netherlands and to assess the
present situation. School library staff in secondary schools throughout the Netherlands
were contacted by the LWSVO (via E-mail and also via the LWSVO Newsletter) and
were asked to complete the questionnaire. Approximately 60% of the members of the
LWSVO, from approximately 35% of Dutch secondary schools (277 respondents)
returned the survey. The main objectives of the 2005 survey were:

e to determine whether or not the implementation of a school library and
information centre as a learning environment where educational quality and
learning outcomes are affected in a positive way has been successful;

e to find out how information literacy skills have been implemented into secondary
education;

e to clarify the role of the school librarian in secondary education.

Some questions were aimed at finding out more about the qualifications of the school
librarian and information specialist and to ascertain whether or not this person has
sufficient training (in both pedagogical and library/information skills) to teach the

information literacy skills which are mentioned above.

% See Figure 1, page 16 and Figure 2, page 17.
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Analysis of the data The answers were interpreted as follows:

Age, experience and qualifications of the School librarian?

70% of all respondents were female, 18% were male and 13% didn’t answer
this question

The age of the respondents varies from 27 to 64 years of age (average age: 48
years).

The number of years’ experience which respondents had in working in a school
library varied from O to 40 years.

53% had completed higher professional education and 13% had completed a
university education.

As far as professional library qualifications are concerned, 48% had followed
some form of library education at an institute of higher professional education.
The length of this education was unspecified. 17% completed a short courses
at technical college level. 17% did some training elsewhere and 25% had no

qualifications in this field at all.

Experience with ICT and Information Literacy:

91% of the respondents considered themselves to be information literate;
30% had worked with a web-based school library network;
48% had worked with an ELO (Electronic Learning Environment );

22% had worked with a Content Management System.

The survey then attempted to find out more about the actual instruction which

takes place in the library and which is given by the school librarian.

Library instruction:

At 48% of the schools some kind of library instruction was given.
The frequency of instruction given by these school librarians was for:

0 39% -once ayear;

0 24% - twice a year,

0 3% - each year.

o0 30% of the respondents answered ‘Other’, but there was no explanation.
The duration of instruction was as follows:

0 19% - less than one hour;

o0 40% - one hour;

o 10% - two hours.

It was unclear which pupils received the instruction. The questionnaire did not ask

whether or not teachers also received instruction.
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e What did pupils learn during the library instruction?

0]

O O 0O O O o o

Location of books and other materials in the library — 95%

Explanation of library rules — 95%

How to search for information in the library catalogue — 86%

How to search for information on the internet — 75%

How to formulate an information query or question — 50%

How to use certain ICT technical skills — 47%

How to evaluate the quality of information — 40%

How to use the information which has been found and how to write down
references — 24%

Which steps should be taken when making a search of the literature —
23%

Evaluation of the information search — 16%.

In order to gain insight into the kinds of questions pupils asked the librarian, the

following six open-ended questions were formulated: Respondents were asked to

place the answers in order of frequency. A Likert (or Lickert) scale was used , 1 = very

frequently; 2 = frequently; 3 = sometimes / occasionally; 4 = seldom; 5 = very seldom;

6 = never.

e What kinds of questions did the pupils ask the librarian?

0]

0]

To help pupils to understand the assignment — seldom = 22%

To help pupils to formulate an information query or question - frequently
=23%

To help pupils to find/locate information - frequently = 35%

To help pupils with reading/understanding found information — seldom =
26%

To help pupils to process and use the information which they have found
for their assignment — seldom = 26%

To help pupils to process and use the information which they have found
for their assignment — very seldom = 29%

To help pupils to critically evaluate their own paper — never = 46%.

Pupils seldom asked for help in critically evaluating their own paper

Teachers’ interest: The next item in the questionnaire was concerned with the

importance that librarians think that teachers place on or ascribe to information literacy
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skills in the learning process. Once again a Likert (or Lickert) scale was used. Nine

propositions or questions were used, based on the ALA norms for information literacy
(ALA, 2007):

Pupils are taught to acquire information efficiently and effectively — Important =
39%

Pupils are taught to evaluate information critically and competently — Important
= 38%

Pupils are taught to use information correctly and creatively — Neutral/important
=41%

Pupils are taught to search independently for information on subjects of
personal interest — Important = 40%

Pupils are taught to independently evaluate literature and other sources of
information — Important = 42%

Pupils are taught to search for the best information and to develop knowledge
independently — Important = 46%

Pupils are taught to contribute positively to the learning community and to
recognise the importance of information for a democratic society — Neutral =
36%

Pupils are taught to contribute positively to the learning community and practice
ethical behaviour in relation to information (plagiarism) and information
technology (hacking) — Neutral = 34%

The pupils are taught to contribute positively to the learning community and to
be a active member of society by collecting, enriching and sharing information —
Neutral = 40%.

The involvement of the school library and information centre and the school librarian in

the educational process:

14% of the respondents replied that they are not involved in the general
educational process.

56% is involved in an informal way: consultation in the corridors and during
informal meetings and in the school canteen.

29% of the respondents is involved in a structured way.

The researchers checked to see if there were differences in the use of the SLIC in the

educational process for five different subject groups: Languages (e.g. Dutch, English,

French, German etc.); Science (e.g. Maths, Physics, Chemistry etc.); Social Studies

(e.g. Geography, History, Biology, Economics etc.); Art and Culture (e.g. Drawing, Art

History, Music, Drama, Dance etc); Technical Education subjects oriented towards a
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trade of profession. The conclusions showed that when the school librarian is involved
in the educational process, he or she is most frequently involved with the languages
departments, and least involved with the science and technical education departments.
After the results of the survey had been analysed, Boekhorst attended several
meetings, speaking to about school librarians, and discussed the implementation of
information literacy skills into the general curriculum. These librarians confirmed that
they were very interested in the integration of information literacy skills into the
curriculum, however, they feel an attitude of resistance from teachers and a disinterest
from the school management. (Boekhorst, Veen and Boelens, 2006).

The evidence which was collected during the 2005 survey shows that a large
number of school librarians in the Netherlands have not been trained in accordance
with the recommendations which were given at the beginning of the Second Stage
Secondary Education. However many of them are enthusiastic about their work and
have continually displayed a willingness to be retrained. Although some schools have
attractive school libraries with good facilities, only a small percentage of the library staff
have a teaching accreditation. Many stated that they carry out ‘library instruction’ — the
word ‘instruction’ is used, not ‘teaching’. The use of this word is related to cost cutting
measures, since, within the Dutch education system, qualified teachers receive a
higher salary than a trained librarian. Others have very simple library qualifications
(library clerk) or no library qualifications at all. Some school library staff take part in
short, retraining programmes; many are female (70%) and work on a part-time basis,
which means that the school library has reduced opening hours or is supervised by

volunteer parents at certain times.

Validation The results of this survey were validated by:

Expert interviews, observations of teachers and pupils and observations during

provincial and national school library meetings (LWSVO) and field trips to other school
libraries in the Netherlands. School librarians throughout the Netherlands (LWSVO
members) were also invited to attend seminars at the Kalsbeek College, where
discussion were held.

Discussions with teachers and school leaders with regard to their vision concerning the

introduction of information literacy practices into secondary schools.
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Summary of the results of the third school library survey (2005) There is

evidence that approximately about 35 %* of secondary schools in the Netherlands
have a school library. Not all school librarians have received professional training.
Their main activities are usually concerned with library administration (including
technical and clerical duties), although some seem to be taking a greater part in
improving the information literacy skills of pupils. Most school library staff is not
involved in the general educational program. Their best contacts are with the language
departments.

Finally, at the end of the 2005 study, certain recommendations were made, as
follows (Boekhorst, Veen and Boelens, 2006). Over a period of 10 years, the position
of the school librarian and the school library has been mapped from a ‘push’ viewpoint.
The next logical step would be to start an investigation from a ‘pull’ perspective, for
example: ‘How is the SLIC actually used? By whom? For what kinds of information
tasks?” Knowledge supplied from this kind of investigation would make it possible to
gear the SLIC to the needs of the school. In the Alexandria declaration (IFLA, 2005a),
governments have been asked to recognise the importance of lifelong learning and
information literacy skills in education and learning. It is therefore most important that
information literacy skills be clearly integrated into the school curriculum and are
recorded in the school working plan. This thesis reveals that school librarians can play

an important role in this integration.

Other relevant information relating to the present state of school libraries in

Dutch education In 2006, a booklet describing the important of information literacy

skills in education was published by the Open University in the Netherlands (Veen,
2006). In the introduction, Veen makes the following statement (p. 11):

‘Three developments have formed a driving force for the increasing attention which is
being paid to information skills in education:

1. The digitalization of information

2. The ‘learning to learn’ concept, which leads to lifelong learning

3. Policy makers have become more interested in information skills.’

Veen clarified the third development ( - policy makers have become more interested in
information skills - ) by stating that: ‘during the 1995 investigation, it became apparent
that there were large differences from one secondary school library to the next. They
ranged from a renovated broom cupboard to a learning centre with good facilities.

Since that time, a lot has changed. The emphasis of the Second Stage of Secondary

%" This figure was calculated as follows: In 2005, there were approximately 800 secondary schools in the Netherlands.
School librarians from 277 schools returned the survey.
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Education is not only on the gathering knowledge, but also on the use of large amounts
of information and the development of practical and social skills. Schools have been
provided with a good ICT facilities. The next logical step is that policy makers in
education should now look into information literacy skills. After all, the reason that ICT
was introduced into the educational process was to increase the learning results
(academic achievement). This fact it mentioned in the (recent) law Beroepen in
Onderwijs (Jobs in Education). While the words ‘information skills’ are not specifically
mentioned in the law, they are more or less described in the description of ‘instructional
competencies in the use of ICT’ (Veen, 2006, p. 14).

Veen (p.15) goes on to state that the ability to understand and apply information
literacy skills is closely linked with quality in education and describes the following
challenges for teachers, as follows:

‘Many pupils think that they can drive as soon as they sit on the motor scooter. It's the
same with information literacy skills. Pupils confuse their — sometimes well-developed —
(technical) skills in using the computer with the ability to use information. Every teacher
knows that a pupil has to learn a lot before he can hand in a good paper. The challenge
is therefore to point out the mistakes which a pupil has made and to lead him from being
‘unconsciously incompetent’ to being ‘consciously competent’. This is the natural road
to the acquisition of knowledge..’

The publication describes lessons in information literacy skills — including instruction at
3 levels and also how to learn complex information skills. It also contains a continuous

learning line or curriculum for information literacy skills.

Co-operation with Public Libraries In the Netherlands, there is often co-

operation between primary and secondary schools and public libraries (school library
services — SLS). Sometimes special funding (subsidies) and staffing are provided for
this purpose. This co-operation has not been mentioned in the three Dutch national
studies. Questions need to be asked about the educational objectives of this co-
operation and its effect on the SLIC. The specific pedagogical training of all librarians

who take part in this work needs to be reconsidered.

A short study of multicultural issues and attitudes Pupils in any one classroom

often come from many different social and cultural backgrounds. Sometimes they
speak more than one language and their mother tongue may not be the language
which is spoken in the classroom. Norms and values which are acceptable to one
culture may be in conflict with those of another. As part of the study at Dutch national
level, a small survey was carried out in two schools and a public library, in order to try

to find out what kind of access pupils had to ICT technology in their homes. Did some
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pupils rely on the ICT facilities which were provided by the local public library, in order
to do their homework? The survey found out that school age children visited the public
library after school, to use the computers, for the following reasons:

e The computer at home wasn’t working;

e The printer at home wasn't working;

¢ They did not have a computer at home;

e Their brother(s) would not let them use the computer at home.

e Parents from some cultures felt that, after school had finished for the

day, the public library was a ‘safe’ and ‘protected’ environment for their

daughters.

Children who took part in this study were mostly girls from different cultural
groups, who explained that they enjoy using the library as a social, after school
meeting place. Librarians observed that the children usually used the computers for
recreational purposes (games) and not for their homework. The girls who were
frequent visitors told the librarian that their parents considered the library to be a ‘safe’
place for them to visit after school. This survey raised not only financial (annual family
income, two-income family) and social issues (such as the size of a family and the
number of children using one, sometimes outdated PC), but also brought interesting
gender issues to light, related to the position of girls in some cultures, which affected
their access to ICT within their own home. Children from large families with a low
income also explained that they sometimes have to ‘wait their turn’ to use the family
computer. Older pupils need to access the school ELO via Internet, so that they can
complete some of their homework. Some parents were unaware of this (and the

financial consequences) when they initially enrolled their child in a particular school.

Curriculum for information literacy skills In November 2007 the National

Expertise Centre for Curriculum Development in the Netherlands published a report
entitted Naar een leerlijn informatievaardigheden (Towards an information literacy
curriculum), (Kaap and Schmidt, 2007). This important document refers to social
changes and also to the ever increasing amount of information which is available in our
knowledge-oriented society. It also refers to the report on Mediawijsheid (Media
Wisdom or Media Literacy) which was presented to the Dutch government (Raad voor
Cultuur, 2005) - (see page 160). The report from the National Expertise Centre for
Curriculum Development provides useful comments about the use of information in

Dutch schools.
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‘If teachers give pupils research-related tasks, they expect that, by searching for
information on the Internet, pupils will be able to carry out the given task in an effective
and efficient way. They take for granted that pupils have the skills to operate the
computer, and also have the necessary information literacy skills. Problems arise when
it becomes necessary to search for, select, interpret and use information. Research
carried out by Kuiper (2007) indicates that many pupils have already developed some
Internet searching skills at a relatively young age, but they do not have the ability to
reflect on the results which the search engines have produced and are unable to read
the texts on the websites in a critical way. Of course, these are the skills which are
decisive for the efficient use of internet in learning. Teachers who want to make
effective use of internet should not leave out the important task of teaching pupils
information literacy skills. ...

The use of internet is then thought to be a ‘nuisance’. Teachers do not know how they
can guide pupils in its use, and have the impression that pupils are indeed able to
produce attractive papers but they are unsure as to whether or not they have actually
learned anything from the information which they have found.

The use of internet for learning purposes has little connection with the way children
approach and use the Internet outside the school. The internet skills which are
essential for learning do not come to pupils (or teachers) automatically. This indicates
that certain competencies are necessary when the internet is used in learning. This
applies to pupils, teachers and lecturers at teachers’ colleges. If these competencies for
using the internet as an integral part of learning are not used, the actual effect of the
use of the available internet facilities is underdeveloped.

Also, according to Brandt-Gruwel (2004) and members of the research group, pupils in
secondary education and students in tertiary education do not have adequate
information literacy skills.” (Kaap and Schmidt, 2007, p. 3).

The document provides a clear definition of information literacy skills and how they can
be taught. It also describes precisely how the (Dutch) curriculum for teaching these
skills evolved, and how this curriculum can be implemented. This curriculum is
presently being tested (2009-2010) in a pilot project at a large secondary school in
Almere, the Netherlands.

Although similar documents have been published in English in various
countries, this is the first Dutch report of this kind. Although it provides a vision of how
information literacy skills can be taught in Dutch education, the document does not
clearly state that these skills should be taught to pupils in an interdisciplinary way and
does not explain who, in the school, is already conversant with these skills and will
teach them (this curriculum) to pupils, and other teachers. Johnson, Levine, Smith and
Smythe also raised this specific question in 2009. Also, in the report written by Kaap
and Schmidt (2007), there is no reference to the essential intervention of the school
leadership in the interdisciplinary co-ordination of the use of information throughout the

entire school.
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Mediawijsheid (Media wisdom), Media-educatie (Media education) and Media

Literacy® In 2005, the Dutch Cultural Council presented the Minister of Education,
Culture and Science, with a report on the significance and use of the media in present
day society and the role which the government should play in these developments.
Since then, a relatively short course known as the National Training Media Coach
(NOMC) for teachers and trainee teachers, library and school library staff, and staff
from various health services has become available. School library staff throughout the
Netherlands have enthusiastically enrolled in this course, once again exhibiting a
willingness to retrain themselves, in order to keep up to date with recent information
and media trends. At the end of the course, successful participants receive a certificate
at ‘post-higher technical college level'. This thesis questions the actual value of this
certificate, which seldom leads to any increase in the status of the school librarian
within the school. The course’s actual accreditation at (European) tertiary level should

be clarified.

Problems in education in the Netherlands : The Dutch Debate regarding quality

in the teaching profession is also relevant to this study. According to Duijn (2007, p.
224), there is a lack of quality in education and in the teaching profession (in the
Netherlands). He compares statistics from various countries in Europe and concludes
that the status of the teaching profession, and the salaries of teachers within the
Netherlands have decreased, thus concluding that people who are now entering the
teaching profession are not of the same quality as those who became teachers ten or
more years ago. They do not have the same academic background and are less able
to cope with changes within their profession. The observations made by Duijn are also
widely acknowledged in the Dutch press. They are also confirmed by information
contained in the Eurydice database (Eurydice, 2007. Country: The Netherlands). This
lack of quality in the teaching profession may indicate that there is a lack of quality in
the education which pupils are receiving.

On 12 September 2007 this matter was debated in the Lower House of the
Dutch Parliament (Tweede Kamer, 2007). A report from the Rinnooy Kan Committee,
concerned with the shortage of teachers in Dutch schools was reviewed. The report
suggested that the salaries of teachers should be increased considerably. It also
recommended that the law relating to the dismissal of employees should be relaxed
(the implication being that employees who do not carry out their work satisfactorily

could be dismissed more easily). On 23 November 2007, the Dutch Minister of

% Defined in Chapter 8, page 56
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Education, Culture and Science, made a statement about increases in teachers’
salaries, in order to make teaching a more attractive profession (Ministerie van
Onderwijs, Cultuur en Wetenschap, Directie Communicatie, 2007, p. 1), as follows:
‘Appreciation of the teaching profession must be increased. Teachers should not only
be able to expect better salaries (with a strong accent on their own education and
performance) and better career prospects, but their position within the school should
also become stronger’. According to Walters (2007), there are more reasons for the
shortage of teachers other than the low salary which is offered for their work.

In 2008, a report entitled Tijd voor Onderwijs (Time for Education), was
presented in the Dutch parliament (Dijsselbloem, 2008) and was debated on 15 April
2008 in the lower house of the Dutch parliament. It contains important information
which is relevant to this present research. This parliamentary inquiry conducted by the
Dijsselbloem Commission investigated the modernization (or renewal) and the quality
of education (educational reforms) in the Netherlands since the nineties. A summary
of the final report states that the Commission has concluded that during the last few
years, the Dutch Government has neglected one of its major responsibilities — the
absolute certainty of good education. It describes a period of radical change in
education, followed by a period of increasing school autonomy. The Commission
determined that the responsibilities of the government and those of the schools have
become mixed up and are therefore unclear, and that the public’s trust in the education
system, and in government’s educational policies needs to be restored. The
Commission concludes that the way in which educational reforms were introduced
since the beginning of the nineties explains the reason for the present concerns.
Furthermore the Commission mentions the lack of the Government’s proper
supervision to ensure educational quality and makes suggestions about the application
of current and future changes in education, such as new forms of learning. It offers
advice to both politicians and school leadership, so that they can better fulfil their roles
(and responsibilities) in the future. The Commission concludes that, at the moment, the
government does not have an effective instrument to measure the quality of education
and that not too much value should be placed on the relatively good position of the
Netherlands in international rankings. On the basis of fragmental studies into the
development of quality in Dutch education, the Commission arrived at the conclusion
that there is a decline in basic skills such as reading and mathematics. Skills of pupils
should be tested in an effective way. Also, a National Monitor of Education will be
established in order to provide a clear picture of how much actual time is spent in

teaching pupils, and how much money is spent.
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A lot of the blame for the problems in Dutch education is given to the
unstructured introduction of new forms of learning and great risks have been taken
during their introduction. Clear educational objectives should be provided and a
scientific structure for the effective use of new forms of learning should be made
available. In the Dijsselbloem Commission’s report, the link between the introduction of
ICT into the schools and the introduction of new forms of learning is not specifically
mentioned, even though many new forms of learning are made possible or enhanced
by the use of ICT. No mention has been made of the problems which have been
encountered during the introduction of ICT (as an educational tool) into the schools,
even though there have been a multitude of costly problems. This has been confirmed
by informal interviews during school visits. Also, discernment regarding the emphasis
and use of ICT within the school (for educational, administrative or managerial
purposes) and the costs involved have not been mentioned. Clear directives need to
be given at governmental level. These directives should be primarily directed towards
the use of ICT as an educational tool to promote educational quality.

Also, no mention has been made about how teachers were prepared (or
perhaps unprepared) to meet these challenges. Although training courses were held
for some teachers, the results have not been monitored. However, the Dijsselbloem
Commission concludes that the quality of training for teachers in secondary education
is crucial to the quality in education.

Similar problems have been recognised in other countries. Tyack and Cuban
have written about this subject in considerable detail, (Tyack and Cuban, 1997),
(Cuban, 2003) and (Cuban 2004). For this reason, this thesis concludes that it would

be advisable to review the Dutch problems in an international perspective.

The ‘Brede school’ Since 2007. an educational experiment has been taking

place in a considerable number of Dutch primary schools (for children from age 0 — 12
years). Although this research at Dutch national level is mostly concerned with school
libraries in secondary schools, recent developments which are clarified below are very
relevant to this study. On 27 February 2007, the Brede School Schilderskwartier (the
Wide or Extensive School) was opened in Woerden. By the end of 2009, a total of 147
Brede schools were either operating or being developed (Brede School, 2009). The
Brede school was initially a concept for primary education however there is now
interest in establishing Brede schools in secondary education. Within this concept, a
number of different educational organisations work and co-operate together under one

roof. The Brede School in Woerden includes a non-denominational public primary
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school, a Protestant primary school, a children’s library (run by the local public library
and open to all those who have a valid public library card), a pre-school, and a creche
for babies and toddlers. There is also a facility where school age children are
supervised before and after school, a children’s health care centre, a health care centre
for babies and toddlers, a sport hall (gymnasium) and other multifunctional areas
(which can also be hired by local groups). The Brede school is a place where people
from many different cultures work together to help and support children and their
parents. When the children reach secondary school age, many of them just literally
‘cross the road’ to the Kalsbeek College.

As mentioned above, the public library runs an attractive children’s (branch)
library in the Brede school in Woerden. Pupils can visit the library during school time,
sometimes with a specific instruction from a teacher. Since it is not known whether or
not all the 147 schools mentioned above have a library on the premises, this would
need to be the subject of further study. The library at the Brede school in Woerden
also provides an important service to pupils from the Kalsbeek College. Secondary
school pupils who have learned to order books and information using the Dutch
national catalogue can easily pick these books up during breaks or after school These
services and the co-operation between the public library and the schools is free of
charge.

This thesis questions the training in both the educational and library process of
the staff at this library, and also the co-operation at pedagogical level which exists
between teachers at the school and the library staff. This would need to be the subject

of a further study.

Other new developments relating to the use of ICT (as an educational tool) in

the Netherlands The use of ICT technology within the school and the products and

services which are available are constantly changing®. The following new
developments will further affect the application of ICT as an educational tool in
(secondary) schools. National examinations (at secondary school level) are starting to
be held online via the internet. While there are good reasons for taking this action (with
regard to marking and the publication of results), it means that the technical
management of the school network needs to be really reliable. Also, security within the
network becomes even more important.

Furthermore, textbooks are beginning to be published in digital form for use in

the classroom. While this would be a cost saving for parents, pupils and teachers will

% See Figure 3, page 48.
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need to be able to access the textbooks at school and at home in a reliable way. There
would need to be enough (high quality) PC’s available throughout the school and at
home to make this possible. Pupils from large families might have to wait while a

sibling completes his or her homework or other online learning.

Critical success criteria_and answers to the research questions at Dutch

national level The study at local level described four critical success criteria*® for the
implementation of the KILM sub-matrix at local level. This study at Dutch national level
concludes that there is a fifth critical success factor at national level, i.e. the
educational vision at government level. Therefore the five critical success factors at
this level of the research are:

e Educational vision of the national government;

e Vision of the school leadership;

e Vision and quality of the school librarian and information specialist and
other SLIC staff;

e How the SLIC presents itself to and co-operates with the rest of the
school community and makes itself visible;

e The role of the school and the SLIC in the information society.

The answers to the research questions at this level are connected to these criteria.
Although a considerable number of secondary schools libraries have the facilities and
the trained staff who would be able to introduce the KILM, without the combination of
certain critical success factors, it is doubtful that the KILM would be successful.

Educational vision of the national government The national government needs to

provide clear, compulsory guidelines with regards to educational reforms, new forms of
learning, the introduction of ICT (as an educational tool) and 21 century learning skills,
for school leaders to follow. Evidence contained in the review of the literature shows
that the school library and information centre, applied under specific conditions,
enhances educational quality. A statutory national school library law should be
implemented at all school levels in the Netherlands.

Educational vision of the school leadership The educational vision of the school

leadership and its ability to lead the school through this period of change is essential.
The school library must play an integral part in this vision in the school policy
statement. The KILM sub-matrix was implemented as part of an educational matrix. If
the KILM is to be implemented into other schools, the school leadership needs to
establish its educational vision and to understand the educational advantages of both

the educational matrix and the KILM. It could then introduce and co-ordinate a similar

“° See Chapter 20, page 143.
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system of co-operation throughout the school. At the Kalsbeek College, this was done
using a democratic process.

The research reveals that a considerable number of school leaders disregarded the
advice and guidelines which were provided to the Steering Committee after the first
Dutch survey. They applied their own standards to both the facilities and staffing of
secondary school libraries, without an adequate knowledge of the advantages which a
good school library could supply to the quality of education during the evolution of the
information society. As a result, there is a great diversity in ‘school libraries’ in Dutch
secondary schools. Its role or mission now varies from school to school. The
decisions which were made (described above) could indicate a lack of educational or
pedagogical vision. Duijn (2007) also casts doubt on the quality of school leadership;
this should be investigated further, at governmental level.

Vision and quality of the school library and information specialist and the school library

staff The availability of trained school library and information specialists, accredited in
both teaching and librarianship is also essential. The research reveals that the quality,
qualifications and role within the school of the school library staff also varies from
school to school. School librarians who took part in the 2005 study complained about
their low status within the school, and the lack of appreciation for much of the work
which they are trying to carry out. During interviews, they also mentioned that teachers
did not want to admit their lack of certain ICT and information literacy skills and that
they were ‘resistant to change'.

How the SLIC present itself to the school community Despite the fact that they may

feel that their work is not fully appreciated by both teachers and the school leadership,
and that there is a lack of co-operation, many school librarians are very enthusiastic
about their work and have shown willingness to undertake continuous re-training, in
order to keep up with the current trends in the information society, so that they are in a
position to pass this interdisciplinary expertise on to the school community as a whole.
This information has also been confirmed by field trips and interviews.

Training of school library staff There is an urgent need for training at tertiary level in

pedagogy and library and information skills of school library staff. The third school
library survey confirms that in many of those who are presently in service will be retiring
within the next 10 years. In the present information society, trained school librarians
and information specialists play an essential role in the school community and should
be carefully trained.

The role of the SLIC in the information society The review of the literature (Part 1)

constantly refers to the complexity of the (emerging) information society and the fact
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that many teachers and educators do not understand the changes which are taking
place. Furthermore they are unable to keep up with these changes in their teaching.
The SLIC provides facilities which help the teaching staff through this difficult period of
change.

Although the actual physical facilities (quantitative measurements) provided by
the school are important, they are less critical. Clearly pupils and teachers need
access to a traditional and digital learning environment throughout the school, including
a well-equipped SLIC with an adequate budget and properly trained staff. The facilities
of the SLIC should be left to the expertise of the trained school librarian and information
specialist, co-operating with the school leadership. During the study at European level
(carried out consecutively), it became apparent that quantitative measurements of

facilities are not always accurate or essential to the study.

Conclusions The setting for this research at Dutch national level has been
described above and can be briefly summarised as follows. Changes which affected
education took place during the evolution of the information society. In the beginning of
the nineties, when educational reform, new forms of learning plus ICT technology were
introduced into Dutch secondary schools, it was ‘suggested’ that the school library and
information centre (SLIC) would play an important role in these changes. The 1995
and 2001 studies carefully examined the condition of the secondary school libraries
and recommendations were presented to the Ministry of Education.

The 2005 survey was sent to 809 secondary schools. According to LWSVO
records, approximately 450 of them had a school library and information centre; 277
surveys were returned. Since then, some school libraries have closed, after the school
leadership decided that libraries which were set up incorrectly and are not properly
staffed are unnecessary. They presumed, incorrectly, that pupils and teachers can find
all the information which they need via the Internet (as described in Chapter 10).
Perhaps insufficient retraining was provided for school leaders at that time, resulting in
these decisions.

It can therefore be concluded that although some secondary schools did
implement school libraries, they were set up at the discretion of the school
management, which may not have had a clear understanding of the effects of the
information society on education and did not follow the guidelines which had been
given. Others have no school library at all. The advice which was given to the

Steering Committee Profile Second Stage Secondary Education (Stuurgroep Profiel
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Tweede Fase Voortgezet Onderwijs) - Dam (1996) - was not followed by many
schools.

The educational vision of the school leadership plays an important role in this
entire issue. These decisions mentioned above demonstrate a lack of vision regarding
the new pedagogical role of the SLIC. Duijn (2007) suggests that the qualifications of
some school managers and school leadership may not be adequate. Although some
have strong managerial qualities, they lack sufficient academic and pedagogical
qualifications. Recent decisions in Australia have clearly recognised these problems
and the necessity for highly trained school leadership (Ferrari, 2010). This thesis
suggests that the qualifications of school leaders in the Netherlands should be
reviewed in a further study.

The school working plan (strategy document) should contain a clear definition of
the aims of the school library, however some school leaders did not know what
constitutes a good school library and cannot define it. They did not realise that it could
be used to improve academic achievement within the school. Although some schools
did try to improve their school libraries, no specific national or international guidelines
or definitions were used, even though they are available in Dutch - (IFLA/UNESCO,
1999 and IFLA/UNESCO 2002).

Because of the continuously changing nature of the information society (Patton
2008, page 5), pupils need to learn information, media and new literacy skills at a
young age, so that they can carry out new forms of learning. Published research
confirms that these skills lead to an increase in academic achievement, and that they
need to be taught in an interdisciplinary way to all pupils by a professional information
specialist and teacher (known internationally as a teacher librarian or TL). These skills
should be part of the curriculum and should be implemented into the school roster at all
levels throughout the school as a specific subject.

Research confirms that many teachers do not have the necessary information
literacy skills which are needed for 21% century learning. It also verifies that they do not
acquire these skills naturally (Probert, 2009). ICT technical skills and information
literacy skills of all teachers should be properly assessed, using a compulsory test, and
should be re-tested at regular intervals.

In view of the fact that information, media and new literacy instruction is
interdisciplinary, good co-operation within the school, between school library staff and
the teaching staff, is essential. This should be co-ordinated by the school leadership.
School librarians and information specialists, with a teaching accreditation, can co-

operate with teachers on an equal level. This would be in line with the results of
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research in the USA, Canada and Australia. Since the Netherlands does not have a
strong school library tradition, it may be both helpful and advisable to review the Dutch
problems in an international perspective, since educational systems in other countries
have experiences which might be useful and helpful. This thesis recommends that
recent, relevant international publications about the successful implementation of
school libraries into the school curriculum should be translated into Dutch and
circulated as broadly as possible. These publications explain how a quality SLIC can
influence educational quality and educational achievement throughout the school

The school librarian and information_specialist has a new role within the school.
The conclusions to the 1995 Dutch survey and the subsequent recommendations to
the Ministry specifically called for the employment of qualified staff to run the SLIC. As
teaching in the information society evolves within the school, the skills of the school
library and information specialist become more and more important. Also, the need for
a new kind or learning environment (the SLIC) has become clear. The research now
shows that often, unqualified staff were not employed, often on a part-time basis.
Because of poor decisions which were made in schools in the nineties, the SLIC is
often manned by untrained personnel who have been employed at a low salary scale
or by volunteers, in order to ‘save’ money. Some staff have followed short trainings at
technical college level. The average age of people working in the school library is 48
years. A relatively high percentage of qualified school librarians and information
specialists who are now running the school library will be retiring shortly, however the
number of students who are being trained as school librarians at academic level in the
Netherlands is virtually zero. Library staff who are not properly trained but who have
many years of experience should receive an opportunity to retrain themselves and/or to
verify their skills by formal (national) testing by an accredited body.

On the other hand, many of those who were employed in the SLIC have shown
a definite willingness to carry out their tasks and to retrain themselves, via short
(commercial) course. However, since some of these courses actually have no
academic accreditation, the enthusiasm of school library staff is rewarded with low
salaries and a low status within the school and disinterest from teachers and the school
management, who do not co-operate with them as equals. At the present time (2009),
school library staff do not have a strong position or status within the school, or in the
Dutch educational world as a whole.

School libraries (which conform to the guidelines of the School Library
Manifesto (IFLA/JUNESCO, 1999) at primary school level were until recently virtually

non-existent in the Netherlands, except in some private and international schools.
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Emerging international research confirms that school libraries at primary school level,
which are run by a trained school library and information specialist would also help to
increase pupils’ reading skills and would be influential in teaching them essential
information, media and new literacy skills from an early age.

The results of a small 2008 survey show that often systems managers have
been allowed to determine what ICT facilities the library ‘needed’. The trained school
librarian was not consulted or was over-ruled (Smeets, 2008). Although co-operation
between the library, teachers and the school management is a critical factor in the
success of the work of the SLIC, the library staff have reported ‘an attitude of
resistance by teachers and a disinterest from the school management’ (Boekhorst,
Veen and Boelens, 2006).

During an informal interview, LIS students revealed that they believe that work
in a school library in the Netherlands offers them no prospects: the salary and their
status within the school are both low. Other employment offers better opportunities.
New training programmes, at academic level, need to be set up to train school
librarians and information specialists in library (information) and pedagogical
processes. These new staff members should receive a fair salary and working
conditions, comparable to that of other teachers. These trained staff members would
be in a position to correctly implement the SLIC as a learning environment, thus
affecting educational quality and learning outcomes throughout the school.

Short telephone interviews confirmed that two tertiary level schools of library
and information science (LIS) closed in 2007. Two other institutes reported that they
had virtually no Dutch students in their programmes and that international students
were ‘keeping the programme alive’. Accredited tertiary level programmes which
provide training in two different processes — the educational process and the library
process — could not be found. This problem needs to be investigated at national policy
level.

Many existing school libraries in the Netherlands do not have an adequate
budget. Although government funding was made available for improvements in SLICs,
school leaders could spend these funds at their discretion and there were those who

decided not to spend it on school library facilities.

Final remarks The structures and strategies used at the Kalsbeek College to
integrate educational reforms, the introduction of ICT (as an educational tool) and new
forms of learning, including the use of an educational matrix and a sub-matrix (KILM),

provided positive effects on the quality of education within the school. Also, the review
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of the literature provides evidence of International research which clearly confirms that
school libraries definitely play a role in educational quality and academic achievement.
A good school library and information centre (SLIC) run by a qualified school librarian
and information specialist is not the answer to all the problems in Dutch education at
the present time, but it may help to answer or alleviate some of them. The neglect of
these facilities is unwarranted and inadvisable. The careful, co-ordinated and
structured use of the information and ICT facilities within the school, using the skills
and knowledge of this specific staff member may not only result in an increase in
educational achievement but may also cause cost reductions. Figure 12a, page 243
and Figure 12b, page 244 describe possible solutions for problems which have been

described.
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Chapter 22: Research at European level

Theory This European study attempts to obtain information about the quality of
school libraries and their staff in a total of 61 countries. As mentioned in the research
questions at European level, the expectation is that this information could then be used
to gauge the following: the present state of school libraries in Europe and the
differences in school libraries and information centres from country to country; the
mission of these school libraries; the goals of the school libraries since the instruction
of ICT and new forms of learning into the schools; the effect which these school
libraries have on educational quality and learning outcomes. The research will also
look at the quality of learning in countries which have a strong tradition of school
librarianship.

Furthermore, if schools throughout Europe are able to provide (quantitative and
qualitative) conditions similar to those which exist in the school library and information
centre (SLIC) at the Kalsbeek College in Woerden, the Netherlands, they should be
able to implement the sub-matrix known as the KILM. By examining essential and less
essential conditions for the application of the sub-matrix, the study will try to ascertain
which school libraries and information centres should be able to (partially) implement
the sub-matrix, or a similar kind of tool, using the available facilities. This matrix should
support the introduction of ICT as an educational tool within these schools and could
also be used to help to implement new forms of learning. The ultimate goal is to

improve educational quality and academic achievement throughout the school.

Introduction As explained in Chapter 1, page 19, the research in this chapter
was prompted by the ENSIL Foundation (European Network for School Librarianship
and Information Literacy) during its inaugural meeting in April 2003. Delegates
expressed an interest in the implementation of the KILM at the Kalsbeek College in
Woerden, the Netherlands and asked whether or not the original study could be
extended, in order to find out whether or not a similar sub-matrix could be implemented
in school libraries in secondary schools throughout Europe. An investigation of the
present state of the school library and information centre (SLIC) and the position of the
school librarian and information specialist within the school, at European level, was
also desirable. This thesis investigates these questions. Research was carried out on
a voluntary basis.

As explained in the methodology, Arnove and Torres, (2003, p. 1) have made
clear that conceptual and methodological frameworks for this kind of international study

are constantly being reshaped, due to many different factors and forces. They confirm
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that an understanding of the interactive process which is taking place in this kind of
comparative study, which covers two different disciplines at international level, is

central to this study.

Background information and data for this research at European level has been

received from representatives and organisations from educational and school library
communities in all corners of Europe. Initially, due to some (mis)communication
problems, information was not forthcoming from a number of countries. There was
also a certain ‘suspicion’ about the objectives of the study, however, after this was
discussed and clarified at national and international conferences and also in E-mails,
listservs and blogs, more information was received. Without this cross-border, cross-
language, cross-culture co-operation, this study would not have been possible.
Information was provided in an atmosphere of trust and co-operation. The researcher
is very grateful for this support but is also aware of the ethical responsibility to present
this information in a fair, responsible and impartial way.

The information and data which has been received are applicable to public,
government funded schools and their libraries, and also to private (privately funded)
and international schools. In some countries, separate information on secondary
school libraries was either unavailable of was part of information related to both primary
and secondary schools. For this reason, the European study contains information
about both types of school libraries. Difficulties which were encountered in obtaining
information are explained below.

As the European study proceeded, it became evident that each country in the
study has its own unigque social, educational and library context. Very diverse
gqualitative and quantitative information and data for each individual country was
compiled from questionnaires and other sources. In some cases, there is a wealth of
information, in others very little. For this reason, an appendix (Appendix Ill) has been
prepared, which records relevant information and data for each individual country in the
research. As explained in the methodology, a paradigmatic model was designed and
completed for each individual country, in order to make comparisons of data possible
(page 121). At the end of each country study, there is also a bibliography of specific
references which were used for that particular country.

Chapter 3 provides historical, international background information about school
libraries in different countries. Although quite a lot is known about the history of school
libraries in some English speaking countries such as the United Kingdom, Canada, the

U.S.A. and Australia, very little has been written (in the English language) about the
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evolution of school libraries in mainland Europe. Initially, the intention was to carry out
a survey of school libraries in countries which were members of the European Union
and/or the Council of Europe. However, in 2008, a very important document was
published by the IFLA (International Federation of Library Associations) — the
IFLA/FAIFE World Report 2007 (IFLA/FAIFE, 2007). Although this report has been
published regularly for a number of years, in 2007, for the first time, contributors were
asked to submit information about school libraries, thus providing interesting
information to the international school library community. Information and data were
now available about school libraries in a number of countries which had previously
been very ‘silent’. The IFLA received reports of large humbers of school libraries. For
this reason, the research took a different turn. A decision was made to dig deeper, to
find out more about these ‘silent’ school libraries (see page 229) and to include them in

the survey.

Which countries should be included in this study? The European study includes

members of the Council of Europe (or candidate members), members of the European
Union (EU) (or candidate members) and countries which were formerly part of the
U.S.S.R.. In some of the documents and reports which have been used to obtain data
for this research, England, Scotland, Wales and Northern Ireland, which are actually
part of the United Kingdom, have been defined as separate countries. Other
documents and reports only provided information about the United Kingdom as a
whole.  Also, some documents and reports separate the different language
communities in Belgium (Flemish, French and German speaking communities); others
provide information and data for the entire country of Belgium. Where possible, these
different language communities have been treated as separate countries in this
research. This means that England, Scotland, Wales, Northern Ireland and the three
separate language communities in Belgium are defined as separate countries in the
individual country reports. When information or data was only available for the U.K. as
a whole (entire country) or for Belgium (entire country), this is stated clearly and
decisions which were made concerning the data are clarified. This means that data for
this research has been collected for separate 61 individual countries / country reports.
(see Table 4, page 175).

Language is very important within Europe, for reasons related to national pride,
cultural heritage and/or national identity. It plays an important role in communication
within Europe. A total of 52 official and national languages are spoken and used in the

61 countries in this study (see Table 5, page 176 and Table 6, page 177) and have
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been taken into account in this study; 23 of these are official languages of the
European Union, which in general uses English, French and German as procedural
languages (European Commission, Multilingualism, 2009). While English could be
called world language or a ‘common second language’ in some northern European
countries, national languages are more important in many other European countries.
Because of these language issues, communication at European level between school
librarians and information specialists is sometimes difficult, and was one of the factors
which limited information retrieval in this study. Questionnaires for the study were sent
out in English to the 61 countries mentioned above. .

ENSIL guestionnaires which were sent out in 2007 and 2008, specifically asked
interviewees to indicate their preferred second language. English was the most
popular; the second was Russian. Also, during informal interviews at national and
international conferences, school librarians were specifically asked if they were able to
easily read English documents, books, papers and other information, and specifically
information about recent developments in school librarianship. Many of them replied
that they could not do so. Although they sometimes had a working knowledge of
English, German, French or Russian, they were unable to read and understand more
complex documents. This problem has serious consequences for the school library
world in Europe. Although numerous research and other documents about new trends
in school library work and its importance for academic achievement of pupils have
been published in English, these works are seldom translated into national European
languages, often for economic reasons. Translation costs are sometimes prohibitive.
This means that school librarians throughout Europe do not have access to many
valuable publications which would help them in their work and which would also be

valuable in the advocacy of school librarianship throughout Europe.
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Table 4
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Selection of countries for this survey

Country EU Membership status Council of Europe  Former USSR
Albania Council of Europe
Andorra Council of Europe
Armenia Council of Europe
Austria EU Member Council of Europe
Azerbaijan Council of Europe
Belarus Former USSR
Belgium EU Member Council of Europe
Belgium (Dutch speaking)
Belgium (French speaking)
Belgium (German speaking)
Bosnia & Herzegovina Council of Europe
Bulgaria EU Member Council of Europe
Croatia Candidate EU Member Council of Europe
Cyprus EU Member Council of Europe
Czech Republic EU Member Council of Europe
Denmark EU Member Council of Europe
Estonia EU Member Council of Europe
Finland EU Member Council of Europe
France EU Member Council of Europe
Republic of Georgia Council of Europe
Germany EU Member Council of Europe
Greece EU Member Council of Europe
Hungary EU Member Council of Europe
Iceland Council of Europe
Republic of Ireland EU Member Council of Europe
Italy EU Member Council of Europe
Kazakhstan Former USSR
Kosovo
Kyrgyzstan Former USSR
Latvia EU Member Council of Europe
Liechtenstein Council of Europe
Lithuania EU Member Council of Europe
Luxembourg EU Member Council of Europe
Republic of Macedonia Candidate EU Member Council of Europe
Malta EU Member Council of Europe
Moldavia Council of Europe
Monaco Council of Europe
Montenegro Council of Europe
Netherlands EU Member Council of Europe
Norway Council of Europe
Poland EU Member Council of Europe
Portugal EU Member Council of Europe
Romania EU Member Council of Europe
Russian Federation Council of Europe
San Marino Council of Europe
Serbia Council of Europe
Slovakia EU Member Council of Europe
Slovenia EU Member Council of Europe
Spain EU Member Council of Europe
Sweden EU Member Council of Europe
Switzerland Council of Europe
Tajikistan Former USSR
Turkey Candidate EU Member Council of Europe
Turkmenistan Former USSR
Ukraine Council of Europe

U.K. (United Kingdom)
U.K. (England)

U.K. (Northern Ireland)
U.K. (Scotland)

U.K. (Wales)
Uzbekistan

EU Member

Council of Europe

Former USSR

See Belgium
See Belgium
See Belgium

See U.K.
See U.K.
See U.K.
See U.K.
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Table 5

Countries which have been included in this study and the official and national languages of these countries.

There are a total of 61 countries and 51 official national languages (including languages which are official in some provinces only).

Country Official and national languages Other spoken languages Country Official and national languages Other spoken languages

1[Albania Albanian (Shqip, Tosk (Toské) is the official dialect]Shqip-Gheg dialect (Gegé), Greek, Italian 32|Liechtenstein German

2|Andorra Catalan French, Castilian, Portuguese: 33|Lithuania Lithuanian Polish, Russian

3|Armenia Armenian 34| Luxembourg Luxembourgish,French, German

4|Austria German, Slovene, Croatian and Hungarian 35|Republic of Macedonia Macedonian 68%, Albanian 25%

5|Azerbaijan Azerbeidzjanian 36[Malta Maltese (Malti) English

6|Belarus (White Russian Rep.) |Belarusian, Russian 37|Moldavia Moldovan (virtually same as Romanian language), |Russian, Gagauz (a Turkish dialect)
7|Belgium Dutch 60%, French 40%, German less than 1% 38|Monaco French Monegasque, English, Italian,
8|Belgium (Dutch speaking) Dutch/Flemish 39[Montenegro Serbo-Croatian (ljekavian dialect - official)

9|Belgium (French speaking) French 40| Netherlands Dutch (Nederlands), Frisian
10[Belgium (German speaking) German 41|Northern Ireland (see UK) English

small Sami- and Finnish-speaking

11|Bosnia & Herzegovina Bosnian, Senian, Croatian 42[Norway Norwegian (nynorsk and bokmal) minorities
12[Bulgaria Bulgarian Turkish 43| Poland Polish (polski)
13|[Croatia Croatian (hrvatski) 44|Portugal Portuguese (portugués)
14|Cyprus Greek, Turkish, English 45[Romania Romanian (romana) Hungarian, German
15|Czech Republic Czech (cestina) 46|Russian Federation Russian
16{Denmark Danish (dansk) German 47|San Marino Italian

Scottish form of Gaelic (about
17|England (UK) English 48[Scotland (see UK) English 60,000 in Scotland)
18|Estonia Estonian (eesti keel) Russian, Ukrainian, Finnish 49| Serbia Serbian 95%, Albanian 5%
19(Finland Finnish (suomi) 93.4%, Swedish 5.9% small Sami- and Russian-speaking minorities 50| Slovakia Slovak (slovensky jazyk) Hungarian
20|France French (francais) 51[Slovenia Slovenian (slovenski jezik)

N.B. Castilian is the official national

Spanish (Castilian) 74%, Catalan 17%, Galician [languages, others are official

21|Republic of Georgia Georgian, Abkhazian English 52[Spain 7%, Basque 2% regionally

small Sami- and Finnish-speaking
22|Germany German (Deutsch) 53|Sweden Swedish (svenska) minotiries

German 63.7%, French 19.2%, Italian 7.6%,
23|Greece Greek (ellinikd, the Koine-Demotic version) Turkish (Northern Greece) 54| Switzerland Romansch 0.6%
24|Hungary Hungarian (magyar) German, Romanian 55| Tajikistan Tajik
English, Nordic languages, German widely

25(Iceland Icelandic spoken. 56| Turkey Turkish (tiirkce) Kurdish, Arabic, Armenian, Greek
26[Republic of Ireland Irish (Gaeilge), English (generally used), 57| Turkmenistan Turkmen
27|Italy Italian (italiano) 58| Ukraine Ukrainian

Welsh (see Wales, Scottish form of
28[Kazakhstan Kazakh 59| United Kingdom English Gaelic (see Scotland)
29|Kosovo Serbo-Croatian, Albanian and Turkish 60]Uzbekistan Uzbek

Welsh (by about 26% of population
30|Kyrgyzstan Kyrgyz 61|Wales (see UK) English of Wales

31|Latvia

Latvian (latviesu valoda)

Lithuanian, Russian

Note Nr. 1: In some countries with large immigrant populations, many other languages are also spoken
Sometimes books in these languages are included in the collection of the school library and information centre.

Some information about these languages of immigrant populations in included in the first ENSIL Survey.

Note Nr.2: In countries which were formally part of the USSR, Russian is still an important language

Bron: http://europa.eu/abc/european_countries/eu_members/index_en.htm
http://w w w .nationsonline.org/onew orld/european_| htm on7 2007.
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Table 6
List of languages which are taken into account in this study
1|Abkhazian 27(Italian (italiano)
2|Albanian (Shqip, Tosk (Toské) is the official dialect) 28|Kazakh
3|Armenian 29|Kyrgyz
4|Azerbeidzjanian 30]|Latvian (latviesu valoda)
5|Azeri 31|Lithuanian
6(Basque 32|Luxembourgish,French, German
7|Belarusian 33|Macedonian 68%, Albanian 25%
8[Bosnian 34|Maltese (Malti)
9(Bulgarian 35|Moldovan (virtually same as Romanian language),
10|Catalan 36|Norwegian (nynorsk and bokmal)
11|Croatian (hrvatski) 37|Polish (polski)
12|Czech (cestina) 38|Portuguese (portugués)
13|Danish (dansk) 39(Romanian (romana)
14|Dutch (Nederlands)/Flemish 40| Romansch
15|English 41[Russian
16|Estonian (eesti keel) 42|Serbian
17|Finnish (suomi) 43|Serbo-Croatian (ljekavian dialect - official)
18|French (francais) 44]Slovak (slovensky jazyk)
19|Frisian 45]Slovenian (slovenski jezik)
20|Galician 46|Spanish (Castilian)
21|Georgian, 47|Swedish (svenska)
22|German (Deutsch) 48| Tajik
23|Greek (ellinika, the Koine-Demaotic version) 49| Turkish (turkce)
24|Hungarian (magyar) 50| Turkmen
25(Icelandic 51|Ukrainian
26]lrish (Gaeilge), 52|Uzbek

Research format : European level In accordance with the Methodology,

(Chapter 19, page 119), exploratory research included a review of the literature at
European level. The literature was constantly reviewed from 1997 to 2008 ( year) —

see Figure 7, page 124.

Questionnaires and/or surveys A total of five different surveys were sent out

during the European part of this study. Problems regarding the quality and reliability of
information received via these questionnaires have sometimes been a cause for

concern and have been mentioned, per country, in the individual country reports.

The First ENSIL survey (2004) was a quantitative survey with some open

questions. It was sent in English to 16 European school library associations, by
(registered) post and also by E-mail, (when a reliable E-mail address was available).
The addresses of these associations were retrieved from ENSIL, by the IASL and also
from the 4" edition of the IFLA World guide to Library, Archive, and Information
Science Associations (published in 2000) - a new edition of this guide has since been
published (Schweizer, 2005).
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Some questions in the survey were based on earlier school library surveys,
general library surveys and national surveys. An attempt was made to design a
guestionnaire which would provide data which would make comparisons possible
between the facilities of the SLIC at the Kalsbeek College and the facilities in the
school libraries in other European countries. The objective was to find out if these
libraries have sufficient facilities (both quantitative and qualitative) to implement the
KILM.

Since the review of the literature has shown that definitions of the school library
and information centre (SLIC) and the work carried out by the school librarian and
information specialist tend to vary from school to school and from country to country,
clear international definitions needed to be found for use in this survey. The
IFLA/UNESCO definitions (1999 and 2002)** were used.

The first ENSIL questionnaire asked both quantitative and qualitative questions
about:

The quantity and quality of the traditional collection : the number of books, documents,

magazines and media (films, slides etc.) in the collection of the library, their age and
condition, etc..

The guantity and quality of the digital collection: databases and other digital resources.

The facilities available in the school library, relating to the physical area of the library,
desks where pupils could read and work and the availability of equipment such as
copying machines, projectors etc.

The ICT facilities which were available in the school library — the number of PC'’s, the
quality of these PC’s including their age, memory capacity, the network, availability of
Internet connections, printers (colour and black-and-white), scanners etc.

The special facilities which were available for the teaching staff.

The quality and training of the library staff.

Adequate budget.
The opening hours of the library for teachers and students.

Results of the first ENSIL survey (2004) The response to the survey was poor.

Initially only 6 (school) library associations responded. Eventually 8 surveys were
returned, after constant reminders had been sent*’. A number of European school
librarians and experts were interviewed, in order to gain insight into the reliability of the

data and the reasons for the poor response. The following answers were received:

! See Chapter 3, page 27.
“2 See Table 7, page 181
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Addresses. Questionnaires were sometimes sent to addresses (including E-mail
addresses) which were outdated. At that time (2004) websites of some national
(school) library associations were not always reliable or were unfairly filtered. In most
cases, these problems have now been rectified (2009). Some websites are only
available in national or local languages, making communication difficult.

Language: The survey was sent out in English. ENSIL members have confirmed that
this sometimes caused a problem, especially in countries in Eastern Europe (page 173-
4). The questionnaire would have been much more successful if it had been translated
into national or official languages, but this was not possible due to translation costs.
Definitions: Answers needed to be based on the same definitions or interpretations.
For example, school librarians in countries with greater financial resources, or from
schools with a relatively high income may have excellent, expensive facilities. In
countries which have less financial resources, school librarians are very proud of their
simpler facilities and make optimal use of them. They also consider their facilities to be
‘excellent’.

Differences in school systems: The terms ‘secondary school’ or ‘high school’ were

used in the survey. These terms were not clarified at the beginning of the
questionnaire and caused a problem. Different countries use these terms in different
ways, as explained, per country, in British Council (2008), Eurydice (2007), Country
Studies (2008) and Euroeducation.Net (2008).

Accurate quantitative and qualitative information and data were unavailable.

Completed surveys were not always based on reliable statistics. ~Some associations
stated that there had not been a recent national survey of school libraries, and for this
reason they could not complete the survey. Other answers were sometimes based on
personal opinions of the interviewee. Since the first survey was sent out in 2004, a
number of (school) library associations have now reported that they have carried out
(annual) national surveys and can provide accurate data.

National school library associations: In some countries, there are a number of different

school library associations in different provinces or states, but no actual national school
library association. This meant that information on a national level was unavailable.

Authority: Some recipients of the survey questioned their own authority to complete it.
In some countries, school libraries come under the authority of library authorities, while

in others, they come under the authority of educational authorities.

Politics: Some answers had political connotations; certain groups were worried about

political repercussions if they showed the school libraries in their country in a ‘bad light'.
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From the answers which were received, it also became clear that other factors,
which cannot be quantified and which are confirmed by the local and Dutch national
research and in some cases by the review of the literature, play an important role in the
evaluation of the ‘facilities’ of school libraries and information centres. These factors
became apparent during interviews, as follows:

The attitude of the school leadership towards the importance of the school library. In

2005 two experts: Professor Carol C. Kuhlthau from Rutgers University, New
Brunswick, New Jersey, U.S.A. and Mr. James Henri, University of Hong Kong, were
interviewed regarding the role played by the school leadership in co-ordinating new
concepts of learning skills, and the use of ICT within the school of the 21st century, in
an international context. Both experts agreed that, unless there was optimal co-
operation between the school leadership, teachers, the trained school librarian and
information specialist, the ICT-co-ordinator and the systems manager, the school would
not be able to operate successfully in the 21st century. The volumes edited by Oberg,
Hay and Henri (1998), and by Henri and Asselin (2005) also confirm the essential co-
ordinating role of the school leadership.

Co-operation throughout the school, between the teaching staff and the SLIC staff.

The position of the school librarian and information specialist within the school as a

whole. It was important to find out whether or not this person is on an equal footing
with the teaching staff, receiving equal working conditions and salary.

The professional quality of the school librarian and information specialist, including this

person’s up-to-date training.

The attitude and dedication of the school librarian and information specialist.

The attitude of pupils towards the school library and information centre Were pupils
confident that they would receive help from the staff in the SLIC (Hay, 2006)?

Adequate funding and staffing of the school library and information centre.
The atmosphere within the SLIC itself.

These factors are often more important than the actual physical facilities (numbers

which can be quantified). Nevertheless, it was important to find out more about
qualitative factors relating to ICT facilities, educational technology, traditional and
digital collections, etc.. How are these facilities specifically applied as educational

tools. Are the ICT facilities reliable and up-to-date?
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Table 7

Countries which returned information for the first ENSIL survey (2004)

Information received form the First ENSIL Survey, 2004.

Country Netherlands Belgium/Flanders Norway UK Scotland Croatia Ukraine Italy
(recieved 13-12-
2007)
Name Authority or  |Meles Meles VVBAD Norsk The School Library The Highland Council |National and Slavutich Association |Universita degli Studi
Association Schoolmediatheekdie bibliotekforening Association University Library of School Librarians |“Roma Tre”
nst (NBF) avd. skole (SASL)
Postal address Rijksweg 26, 6095 NC |Statiestraat 179, 2600|c/o Nina Odegaard, [Unit 2 Lotmead 31A Harbour Road, Hrvatske bratske 1 Gvardiyskoi divizi |via del Castro Pretorio
Baexem Antwerpen Samisk Videregdende|Business Inverness IV1 1UA zajednice 4 Str., letter box 2, 20, 1-00185 ROMA
skole, Postboks 113, |Village,Lotmead Slavutich, 07100
9735 KARASJOK Farm,Wanborough.Wi
Itshire
Contact person Lourense H. Das Bruno Vermeeren Nina Odegaard Alison | Allan Stephanie Hoyle Veronika Celi¢ - Tica |Tatyana Yarovaya Luisa Marquardt

E-mail info@meles.nl bruno.vermeeren@vv|nina.odegaard@sami|Alison.ALLAN@sla.org |Stephanie.Hoyle@hig [vcelic@nsk.hr librar@bigmir.net marquardt@uniroma3s.it
bad.be .vgs.no .uk hland.gov.uk / marquardt@iol.it

First language Dutch Dutch Norwegian English English Croatian Ukrainian Italian

Population 16275200 6000000 6000000 60000000 5000000 4000000 47000000 57000000

Note: Information from the Ukraine was received in 2007. All other information was received in 2004-2005.
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Second ENSIL survey (2005) In March 2005, because of a poor return of the

original questionnaire and in an attempt to find more reliable information, a second
ENSIL survey was sent as a registered letter and/or and E-mail, in English, to National
Libraries in 51 European countries. Its purpose was to verify addresses of School
Library Associations and to ask for further information about school libraries in each
specific country.  Once again, language problems and difficulties with digital
communication were apparent. Most digital communication problems have now been
resolved, however language still causes problems in communications with some
national libraries.

National libraries were asked to provide information on the following topics: the
availability of school libraries in each country, the availability of trained school librarians
and the actual training of these people in that specific country, information about the
national school library association, including accurate addresses. Fifteen National
Libraries returned the questionnaire in 2005 (see Table 8 below), (approximately 35%
of the 51 National Libraries which received the survey). The language of the survey,
English, did not seem to be a problem for those who returned the questionnaire. The
2" ENSIL survey did not provide any information about the ‘silent’ school libraries, with
the exception of the Czech Republic.

Later, when information which was received from National Libraries was
compared with information from Ministries of Education or other educational authorities,
it was obvious that there were sometimes statistical differences in the data which were
supplied. There were also differences in definitions, in particular the definition of a
‘school library’. Table 8 (below) gives details of the National Libraries which supplied
information to the 2" ENSIL survey, and also contains some data which was received
via the IFLA/FAIFE World Report 2007 (IFLA/FAIFE, 2007, Portal).
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Table 8

Countries in this study that responded to the IFLA/FAIFE World Report 2007

Countries which returned information to the IFLA/FAIFE World Report 2007.

Returned information
Returned about school libraries to Returned information
IFLA/FAIFE World this report - Nr. of school about school libraries to
Country Report 2007. libraries Notes ENSIL survey 2005
1 |Albania Yes 1700
2 |Andorra Yes 25 Yes
3 [Armenia 1353 Provided in 2000
4 |Austria Yes Unknown See note 2. Yes
5 |Azerbaijan Report not returned
6 [Belarus Report not returned
7 |Belgium Yes Report not returned
8 [Belgium (Dutch speaking) No information provided See note 2.
9 [Belgium (French speaking) Unknown
Secondary school
libraries - information
received from another|
10 |Belgium (German speaking) 8| source.
11 [Bosnia & Herzegovina Yes 204,
1465 (estimate 1), 2599
12 |Bulgaria Yes (estimate 2)
13 |Croatia Yes 1264
14 |Cyprus Yes 138 Yes
15 |Czech Republic Yes 4151 Yes
Actual number not
16 |Denmark Yes 1605 supplied
Different figure supplied
from other source - see
17 |Estonia Yes 451 Appendix Il Yes
18 [Finland Yes No information provided See note 2.
19 |France Report not returned
20 |Republic of Georgia Report not returned
21 |Germany Yes No information provided See note 2. Yes
22 |Greece Report not returned Yes
23 |[Hungary Yes 4347 Yes
Actual number not
24 |lceland Yes 192 supplied
25 |Republic of Ireland Yes No information provided See note 2.
26 |[ltaly Yes 1800
27 |Kazakhstan Yes 6852
28 |Kosowo Report not returned See Appendix |
29 |Kyrgyzstan 2133
30 |Latvia Yes 1099
31 |Liechtenstein Report not returned
32 |Lithuania Yes 1312
High school and technical
33 |Luxembourg Yes 36 school libraries Yes
34 |Republic of Macedonia
Estimated secondary No data on primary
35 [Malta Yes school libraries 65 schools
36 |Moldavia Yes 1433
37 |Monaco Yes 3
174 primary school
libraries, 47 secondary
38 |Montenegro Yes school libraries
39 |Netherlands Report not returned Yes
40 |Norway Yes 3196
41 |Poland Yes 15200 Yes
42 |Portugal 2063 See Appendix IIl. Yes
43 [Romania 9389
44 |Russian Federation Yes 66000
45 |San Marino Yes 5
46 [Serbia Yes 1700 Yes
47 _[Slovakia Yes 5483
48 [Slovenia Yes 648
49 |Spain Report not returned
50 [Sweden Yes 4300 Yes
47 libraries of specialised Exact figures are not
51 |Switzerland Yes high schools available.
52 |Tajikistan Report not returned
53 | Turkey Yes 19684 Yes
54 |Turkmenistan Report not returned
55 |Ukraine Yes 20600
2058 secondary school
56 |U.K. (United Kingdom) Yes libraries
57 |U.K. (England) Report not returned
58 |U.K. (Northern Ireland) Report not returned
59 |U.K. (Scotland) Report not returned
60 |U.K. (Wales) Report not returned
61 |Uzbekistan 9500

Note 1. This report IFLA/FAIFE World Report 2007 specifically requested information about school libraries.

Note 2: Some countries sent information for the report but no information was provided about school libraries.
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Other _guestionnaires During 2007 and 2008, a number of simple questions

were sent via E-mails to ENSIL members, to (national) (school) library associations and
to academics, requesting specific information about the following:

e The training of school librarians at tertiary level in each country;

¢ Information about recent surveys of school libraries in each country;

e The status or existence of a statutory school library law in each country;

e A job description at national level which describes the work and conditions

of the school librarian.

Answers to the first three questions are contained in Table 9a, page 185 and Table 9b,
page 186 below. Information which was received about job descriptions is recorded in
the individual country reports.

The researcher is very grateful to all those people and institutions who provided
both support and information for the ENSIL surveys and wishes to express her thanks

for their continuing support.
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Table 9a

and training of school

(teacher) librarians. Countries A — K

Returned some of
the ENSIL surveys -

National school library law

National survey of
school libraries

Training of teacher librarians

Country See Appendix IIl

1|Albania No Unknown No
2|Andorra No Unknown Unknown
3|Armenia No Unknown Unknown
4|Austria Yes Unknown See para 12, Appendix Ill, Austria
5|Azerbaijan No Unknown See para 13, Appendix lll, Azerbaijan
6|Belarus No Unknown Unknown
Separate info. per| See para 11, Appendix Ill, Belgium (entire
7|Belgium Community| Unknown country)
Belgium (Flemish See para 12, Appendix IIl, Belgium
8|/Dutch speaking) Yes No (Flemish speaking )

Belgium (French
9|speaking) No Unknown Unknown
Belgium (German See para 11, Appendix IIl, Belgium
10|speaking) Yes No (German speaking)
11|Bosnia & Herzegovina No Unknown Unknown
12|Bulgaria No Unknown Unknown
13|Croatia Yes Yes Unknown
Librarians are usually trained outside
Cyprus, usualls in Greece. No specific
information about school librarians was
14|Cyprus No Unknown available.
15|Czech Republic Yes No See para 11c, Appendix ll, Czech Rep.
16|Denmark Yes Unknown See para 12, Appendix lll, Denmark.
17|Estonia Yes Yes See para 12 & 13, Appendix I, Estonia.
18|Finland Yes Unknown Unclear|
19|France No Unknown Unknown
20[Rep. of Georgia No Unknown Unknown
In some federal states — short training
No info. at national but not at academic level. —see
21|(Germany level No Appendix lll.
22|Greece No Unknown Unknown
See para 12a & 12d, Appendix Ill,
23|Hungary No Unknown Hungary.
24]lceland No Unknown Unknown
25|Rep. of Ireland Yes Unknown See para 12, Appendix Ill, Rep. of Ireland.
Unclear. Training programmes do exist,
also on-line programmes, but more
26|ltaly Yes Unknown information is needed.
27|Kazachstan Yes Unknown See para 12b, Appendix lll, Kazachstan.
28|Kosovo No Unknown Unknown
29|Kyrgyzstan Yes No See para 10e, Appendix lll, Kyrgyzstan.
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Table 9b

National school library law, national survey of school libraries and training of school

(teacher) librarians. Countries L —Z

Country Returned some of National school library law National survey of Training of teacher librarians
the ENSIL surveys - school libraries
See Appendix Il

30|Latvia No Unknown See para 11, Appendix Ill, Latvia.
31|Liechtenstein No Unknown Unknown
32|Lithuania Yes Yes See para 11, Appendix ll, Lithuania.
No. See para 10b, Appendix I,
33|Luxembourg No Unknown Luxembourg.
34|Rep. of Macedonia No Unknown Unknown
35|Malta Yes Unknown See para 11, Appendix Ill, Malta.
Unknown. See para 11b, Appendix Il
36|Moldova No Unknown Moldova.
37[Monaco No Unknown Unknown
38|Montenegro No Unknown Unknown

Secondary school
39|Netherlands Yes libraries only| See Chapter 5 of this dissertation
40(Norway Yes Yes See para 11, Appendix |ll, Norway.
41|Poland No Unknown Unknown
42|Portugal Yes Unclear Unclear
43|Romania Yes Unknown Yes
Some info, is provided in para 11,
44|Russia No Unknown Appendix I, Russia
45|San Marino No Unknown Unknown
46|Serbia No Unknown See para 12a, Appendix Ill, Serbia.
47|Slovakia Yes Yes - annually| See para 12e, Appendix Ill, Slovakia.
48(Slovania Yes Unknown Yes
49|Spain No Unknown See para 11b, Appendix ll, Spain.
50|Sweden Yes No See para 11b, Appendix Ill, Sweden.
51|Switzerland No Unknown Unknown
52|Tajikistan No Unknown See para 11, Appendix lll, Tajikistan
53| Turkey No Unknown Unclear
54|Turkmenistan No Unknown Unknown
55|Ukraine Yes No Unclear|
56|United Kingdom (U.K.) Yes See UK. (England) See U.K. (England)
Partial survey-not all See para 11, Appendix ll, U.K. (England)

57|U.K. England No schools took part.

No separate
58|U.K. Northern Ireland No information No separate information

No separate
59|U.K. Scotland Yes information No separate information
60|U.K. Wales No information No separate information
61|Uzbekistan No Unknown See para 11a, Appendix Ill, Uzbekistan

Training of school librarians and information specialists (teacher librarians) In

2005, an E-mail was sent to universities which claimed to have a programme at
university level for the training of school librarians, using a number of different lists and
directories: Schniederjurgen, (2007), Wilson, (2007) and the European Association for
Library and Information Education and Research (EUCLID 2005) were used for this
purpose. Unfortunately, in 2005, these address lists often proved to be outdated or
unreliable. Many universities did not reply. When a reply was received, it often
indicated that the university had a general ICT (information management) programme
and that, in the opinion of the university, graduates who obtained a degree in this
programme were qualified to work as school librarians, even though these graduates

would have received no pedagogical training. Others stated that there was no interest
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in university level training for school librarians, because of the poor employment
prospects after graduation. The low position or status of the average school librarian
within the school and the low salary were often given as reasons. Any reliable
information which was received about the training of school librarians has been
included in the individual country reports and can also be found Table 9a and Table 9b

(above).

Design of a paradigmatic model : a report on each individual country in this

survey was prepared using a paradigmatic model. As explained in the methodology
(Chapter 19, page 121), the purpose of the paradigmatic model was to combine
relevant information which was available for (most of the) individual countries, so that
comparisons and evaluations could take place at European level. Also, the decision to
make use of a paradigmatic model was influenced by the publication of updated
documents and renewal or updates of certain (international) databases, as follows:

The Empirica study: Korte and Hising (2006) gives information about the introduction

of ICT into schools in Europe, including costs and usage. However, it would appear
that some important qualitative questions which are relevant to the introduction of ICT
into the school and the way it is used, and its value as an educational tool, have not
been adequately raised in this study. The Empirica study researchers were contacted
by E-mail and asked to clarify the definitions for the ‘school library’ which were used in
this study. They replied that definitions had been left to the discretion of the school
leadership.

A benchmarking study published by the European Commission, Audiovisual and Media

Policies (2007), provided useful information concerning Media Literacy in Europe.
The IFLA/FAIFE World Report 2007(IFLA/FAIFE, 2007, Portal), which, for the first time

recorded information, per country, about school libraries.

Renewal of the Eurydice Database (Eurydice, 2007). This particular database provides

a descriptive analysis, studies and indicators about national education systems for a
large number of the countries in this survey. It very clearly shows how educational
systems vary extensively from country to country, within Europe. Each country submits
data in a specific format (in most cases on an annual basis), making comparison
between countries possible.

Databases from the World Bank, UNDP, UNICEF and UNESCO, which are accessible

via the internet, now make it possible to retrieve a great deal of reliable international

data per country upon demand.



Part 3 — Research at local, Dutch national and European level.

Chapter 22
Research at European level : 189

Computer-Mediated Communication (CMC) ** has also been used effectively to provide

data for the individual country reports.

By using the information received from the review of the literature, from the
ENSIL surveys and questionnaires and by using the facilities which are described
above, it became possible to ask the same set of specific questions about each country
in this survey and to place the answers in a table, per country. Analysis of the data
was then possible. The individual country reports have been made for the purpose of
comparison; they were in no way intended as criticism of decisions which have been
made in different countries.

A final table (Table 10 below), appearing at the end of each individual country
report, contains answers to the questions asked during the application of the

paradigmatic model. It was designed as follows:

Table 10

Questions asked in the paradigmatic model (Final table)

Specific Conclusions - Name of Country
Information received

=

Population ranking:

GNI ranking per capita

Expenditure on education - % of GDP is known for 48 countries
which are part of this survey

4| Adult literacy

5{Compulsory education

6| Primary school and secondary school enrolment

7|Schoal attendance of children from minority groups

8

9

N

w

PISA score

PIRLS score

10| Statistics of use of ICT in schools
11{ICT in the schoal library 2006
12[ICT policy in schools

13[Media literacy

14|Libraries — general information

15| LibEcon Millennium Study 2000

16|School libraries and information centres
16a| Returned ENSIL surveys
16b | Number of school libraries
16¢ | National school library law
16d | National school library association
16e | National survey of school libraries
Training of teacher librarians
169 | School libraries with internet access to users

=
[22]
2

All the data for each individual country is based on references, which are
clarified in Tables 10a (page 189) and Table 10b (page 190).

“® See Chapter 19, page 119.
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Table 10a.

References which are used to answer questions 1-15 in Table 10 for each individual country.

Specific conclusions per country

Information received from one or more of the following resources

[E=Y

Population ranking

CIA World Factbook 2007 and 2008, Internet World Stats 2008, World Gazetteer
2007. Summarised in Table 11.

N

GNI ranking per capita

World Bank 2008a and 2008b. Summarised in Table 13.

Expenditure on education - % of GDP is known for 48 countries |CIA World Factbook 2007 and 2008, UNESCO, 2007 and 2008. EUROSTAT 2005

3|which are part of this suney and 2006, European Commission 2006. Summarised in Table 14 and 15.
UNICEF 2004, CIA World Factbook, 2007, IFLA/FAIFE World Report 2007, UNDP
4| Adult literacy 2008b. Summarised in Table 25.
5(Compulsory education World Bank 2008a, World Bank 2005b, UNESCO 2008. Summarised in Table 17.
UNICEF 2004, World Bank 20083, UNESCO 2008, Bayou, Gouel and Sauvageot
6[Primary school and secondary school enrolment 2005.
7|School attendance of children from minority groups COE 2008 (Last aweilable report), Amnesty International 2007 (last available report).
8|PISA score OECD (Organisation for Economic Co-operation and development), 2006
9|PIRLS score PIRLS 2007, IEA (International Association of Educational Achievement) 2006.

10

Statistics of use of ICT in schools

Korte & Hiising 2006. Summarised in Table 18.

11

ICT in the school library 2006

Korte & Hiising 2006.

12

ICT palicy in schools

European Schoolnet 2008, per individual country.

13

Media literacy

European Commission 2007

14

Libraries — general information

IFLA/FAIFE World Report 2000 and 2007

15

LibEcon Millennium Study 2000, Singh study 1993

Singh 1993, LibEcon, 2000. Summarised in Table 26.
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Table 10b.

References which are used to answer specific questions (16a — 169) about school libraries,

and provide information on education and educational policy in each individual country

Specific conclusions per country
Specific information about School Libraries

Information received from one or more of the following resources

16a

Returned ENSIL suneys

See Chapter 22, p. 200 - 211 of main document

16b

Number of school libraries

Information returned to ENSIL suneys plus IFLA/FAIFE World Report 2007.
Summarised in Table 20 and Table 24

16c

National schoal library law

Information returned to ENSIL suneys

16d

National schoal library association

Schniederjirgen (Editor, 2007). IASL 2008 (Portal) plus information returned to ENSIL
suneys

16e

National suney of school libraries

Information returned to ENSIL suneys

16f

Training of teacher librarians

Information returned to ENSIL suneys plus EUROEDUCATION.Net 2008, EURYDICE
database 2008

169

Schooal libraries with intermnet access to users

IFLA/FAIFE World Report 2007

Other information

General (social) information about each country, relative to this

study

CIA World Factbook 2007 and 2008, EUROSTAT 2005 and 2006, Internet World
Stats 2008, World Gazetteer 2007

General information on education and educational policy in each
country

British Council 2008 (last available report), Eurydice 2008 (last available report),
Country Studies 2008 (last available report), EUROEDUCATION.Net 2008 (last
available report).
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Application of the paradigmatic model and analysis of the data Information and

data were collected using Table 10 so that specific conclusions could be reached for
each individual country. Each individual country report contains as much reliable data
as could be located in each of the areas mentioned in the model, however this was not
always a simple matter. During the period of the research, wars have taken place,
large numbers of people have left their country for various reasons and ‘new’ countries
have come into existence (Arnove and Torres, 2003 (p. 1). Although large international
databanks, surveys and reports often provided valuable information on many countries,
data was not always available for each of the 61 countries in this survey. Sometimes,
one particular country took part in one particular survey or test, but not in another.
Also, for example, information to answer a specific question was sometimes available
from one particular year for a large number of countries in the survey. Other countries
had provided no information for that specific year. Very recent, reliable information was
also difficult to find.

Using the paradigmatic model, it became possible to provide very simple
European rankings which have been used in Graphs 1 — 7 (listed on page 14) . Using
these graphs, analysis of the data can take place and conclusions can be drawn.

With regard to international testing of the quality of education, some countries in
the survey did not take part in any of the tests; others took part in only one test, in one
specific year. This means that a comparison of the data is difficult. Nevertheless, it
has been possible to draw certain conclusions from the information which was
collected collated using Table 10, for each individual country. In order to make the
data easier to analyse, a simple system of colour coding, using 7 groups (related to the
GNI World Rank) has been used in a humber of the graphs which appear below), as
explained in Table 11 below.

Table 11

Colour coding : countries in this study in GNI (Gross National Income) per capita
ranking

Colour coding - countries in this study in GNI (per capita) ranking

HN 3, o s e N

GNI ranking in Europe : 1 = highest, 7 = lowest.

Table 11 explains the simple colour coding which has been used to place the 61

countries in order of their GNI (Gross National Income) per capita.
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The population of the country and the land area of the countries in this survey

are very diverse. The total population of some entire countries is the same as the
population of one large city in another. This thesis queries whether or not very small
and relatively small countries, with a small population, may have an easier task in
setting up and maintaining a quality school library programme than countries with a
large population, spread over a large area. Table 12 below ranks each country in this

survey by the size of its population.

Table 12

The population of each country in this study

Rank Rank

Country Population in Europe Country Population in Europe
Russian Federation 140,752,448 1 Finland 30
Germany 2 Turkmenistan 31
Turkey 3 Norway 32
France 4 Georgia 33
United Kingdom (entire country) 5 Bosnia & Herzegovina 34
Italy 6 Croatia 4,485,782 35
Ukraine 7 Moldova 36
Spain 40,454,131 8 Ireland 37
Poland 38,512,241 9 Albania 38
Uzbekistan 10 Lithuania 3,568,707 39
Romania 11 Macedonia 40
Netherlands 12 Armenia 41
Kazakhastan 13 Latvia 2,251,592 42
Greece 10,699,724 14 Slovenia 2,006,798 43
Portugal 10,643,112 15 Estonia 1,312,354 44
Belgium (entire country) 16 Cyprus 791,754 45
Czech Republic 10,213,900 17 Montenegro
Serhia 18 Luxembourg
Hungary 19 Malta
Belarus 20 Iceland
Sweden 21 Andorra
Austria 22 Liechtenstein
Azerbaijan 23 Monaco
Switzerland 24 San Marino
Bulgaria 25
Tajikstan Excluding separate countries in the United
Denmark Kingdom and language communities in Belgium.
Slovakia
Krygystan Unknown in Sept. 2008: Kosovo




Part 3 — Research at local, Dutch national and European level.

Chapter 22
Research at European level : 194

A comparison of the GNI (Gross National Income) per capita in each country
Data were selected (World Bank, 2008a and 2008b) as follows: GNI (Gross National

Income) per capita July 2007 (in US dollars), Atlas method ; purchasing power parity
(PPP) (international dollars); Percentage of population living on under 2 dollars (PPP)
per day; percentage of the population living below the national poverty line (UNDP,

2008b). Table 13 shows the actual GNI ranking per capita.

Table 13

The GNI (Gross National Income) per capita in each country in this study

World World Simple World World Simple
Country Rank Rank European Country Rank Rank European
GNI* PPP**  Ranking GNI* PPP*  Ranking
Austria Romania 83 84 34
Belgium Russia 78 68 33
Denmark Turkey 77 77 32
Finland Belarus
France Bosnia & Herzegovina
Germany Bulgaria
Iceland Kazachstan
Republic of Ireland Montenegro
ltaly Serbia
Liechtenstein Albania
Luxembourg Armenia
Monaco Azerbaijan
Netherlands Republic of Georgia
Norw ay Republic of Macedonia
San Marino Ukraine
Sweden Kyrgyzstan
Switzerland Moldova
United Kingdom (UK) Tajikistan
Cyprus 41 43 20 Turkmenistan
Greece 35 35 18 Uzbekistan
Malta 53 54 23
Portugal 51 58 22 * GNI per capita July 2008 (in US dollars),
Slovania 46 42 21 or last available figure, Atlas method.
Spain 36 36 19 ** Purchasing pow er parity (PPP) (International dollars
Croatia 66 66 28
Czech Republic 56 53 24 No data available for:
Estonia 59 60 25 Separate language communities of Belgium
Hungary 64 62 26 Separate countries w ithin the U.K.
Latvia 68 64 29 Kosovo
Lithuania 69 63 30 Liechtenstein
Poland 70 65 31 Monaco
Slovakia 64 60 27 Montenegro
San Marino
GNI ranking in Europe: 1 = highest, 7 = lowest. Turkmenistan

I > [ 3 | [«[s 1 ¢ T
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This data was recorded for the following reasons. It goes without saying that
education costs money and that countries with a low GNI per capita have less to spend
on education. This statement is verified by many different aid organisations, especially
UNESCO (2006a and 2009a). The introduction of ICT into the schools and the
availability of expensive ICT equipment depends upon the funds which are available for
this purpose.

The data in Table 13 were recorded before the worldwide financial crisis which
began in 2008. As a result of the crisis, less funds are available for education, making
it even more essential that governments spend available money for education wisely.
This research shows that governments and Ministries of Education should first
establish clear educational criteria or strategy before spending the available funds.
The main priority should always be that the expenditure increases educational quality

and academic achievement.
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Expenditure on education Table 14 shows the most recent information

regarding to the amount of money which was spent on Education, per individual
country.
Table 14

Percentage of GDP (Gross Domestic Product) per capita spent on education (last
available figure)

Rank Country % of GDP spent Simple Rank Country % of GDP spent Simple
on education European on education European
ranking GNI per capita ranking GNI per capita

1|Uzbekistan 9,4% in 1991 34|Spain 4,2% in 2005 19
2|Denmark 8,3% in 2005 35| Turkey 4,0% in 2004 32
3|Iceland 7,6% in 2004 36| Turkmenistan 3,9% in 1991_
4|Moldova 7,6% in 2006 37|Slovakia 3,9% in 2005 27
5[Norw ay 7,2% in 2005 38[Russia 3,8% in 2005 33
6|Sw eden 7,1% in 2005 39[Romania 3,5% in 2005 34
7|Finland 6,4% in 2005 40|Republic of Macedonia 3,5% in 2002

s|cyprus 6,3% in 2004 41]Luxembourg 3,4% in 1999

9| Ukraine 6,3% in 2006 42| Tajikistan 3,4% in 2006

10|Belarus 6,1% in 2006 43|Armenia 3,2% in 2001

11|Belgium 6.0% in 2004 44|Republic of Georgia 3,1% in 2006

12|Slovenia 6,0% in 2005 45| Albania 2,9% in 2002

13[Switzerland 5,8% in 2005 46|Andorra 2,3% in 2006

14|France 5,7% in 2005 47|Kazakhstan 2,3% in 2005

15| United Kingdom (UK) 5,6% in 2005 48|Azerbaijan 2,1% in 2006

16[Hungary 5,5% in 2005 26

17|Portugal 5,5% in 2005 22

18| Poland 5,5% in 2005 31 Unknown

19| Austria 5,4% in 2005 49|Bosnia & Herzegovina

20[Netherlands 5,3% in 2005 50[Kosovo

21|Malta 5,1% in 2004 23| 51 |Liechtenstein

22|Latvia 5,1% in 2004 29 52[Montenegro

23|Estonia 5,1% in 2004 25 53[San Marino

24|Lithuania 5,0% in 2005 30 54|Serbia

25|Kyrgyzstan 4,9% in 2005

26| Republic of Ireland 4.7% in 2005 NA

27|Germany 4,6% in 2004 55|Belgium-Fr.

28| ttaly 4,5% in 2005 56| Belgium-NI.

29| Croatia 4,5% in 2004 57|Belgium-De

30|Bulgaria 4.5% in 2005 58| UK - England

31]Greece 4,4% in 2005 59| UK - Scotland

32|Monaco 4,4% in 2004 60| UK-Northern Ireland

33|Czech Republic 4.4% in 2004 24 61|UK - Wales

GNIranking in Europe: 1 = highest, 7 = low est.
- 3 [ s T o [

Note:

The % of GDP spent on education was available for most countries (World

Bank, 2008b); the % of GNI spent on education was unavailable.

Each country was given a ‘European rank order of Education Expenses’, using
the last available information. Table 15 (below) compares the amount of money spent
on education in each of the countries in this study in 2001 and 2008 (dependent upon
available information). This was used as an indication of the importance which

countries placed on education and their willingness to spend money on education.
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Tables 14 and 15 describe a simplified view of this complex situation, however it is

interesting to see if there are perhaps any exceptional cases.
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Table 15

Comparison in rank : % of GDP spent on education by countries in this survey in 2008
and 2001

Figures published in 2008 Figures published in 2001
Calculated on last available figures
2008 Rank Country 2001 Rank Country
% GDP % GDP
on education on education
in Europe in Europe

1 Uzbekistan 1] Denmark

2 Denmark| 2| Sweden

3 Iceland 3 Norway|

4 Moldova 4 Iceland

5 Norway 5 Finland

6 Sweden| 6) Cyprus

7 Finland 7| Portugal

8 Cyprus 8| Lithuania

9 Ukraine 9| Austria

10 Belarus 10 Estonia,

11 Belgium 11 France

12 Slowenia) 12] Poland

13 Switzerand| 13 Latvia

14 France 14 Hungary

15 United Kingdom 15 Ireland

16 Hungary| 16 Italy]

17 Portugal 16| Netherlands

18 Poland| 18 Malta

19 Austria) 19 United Kingdom

20 Netherlands 20 Gemany|

21 Malta 21 Spain

22 Latvia 22 Czech Republic

23 Estonia| 23 Luxembourg

24 Lithuanial 24 Slovakia

25 Kyrgyzstan| 25 Greece

26 Ireland| 26 Bulgaria

27 Germany| 27| Romania|

28 Italy| Unknown| Abania

29 Croatial Unknown| Andorra

30 Bulgariaj Unknown Armenia

31 Greece| Unknown Azerbaijan

32 Monaco Unknown| Belarus

33 Czech Republic Unknown Bosnia & Herzegovina

34 Spain| Unknown Croatial

E5] Turkey| Unknown| Georgia|

36 Turkmenistan| Unknown| Liechtenstein

37 Slovakial Unknown| Kazakhastan

38 Russian Federation| Unknown Krygystan

39 Romanial Unknown Liechtenstein

40 Macedonial Unknown| Macedonia

41 Luxembourg| Unknown Moldova

42 Tajikistan Unknown Monaco

43 Armenia| Unknown Montenegro

44 Georgia Unknown Russian Federation

45 Albanial Unknown| San Marino

46 Andorra Unknown Serbia

47 Kazakhstan Unknown| Slovenia

48 Azerbajan Unknown Switzerland

Unknown Liechtenstein| Unknown Tajikstan

Unknown Montenegro| Unknown Turkey]|

Unknown San Marino| Unknown| Turkmenistan

Unknown Serbia Unknown| Ukraine

Unknown Kosovo Unknown| Uzbekistan
Unknown Bosnia & Herzegovina
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Note: Information shown for Uzbekistan possibly refers to a figure published by the
World Bank in 1991.

Extra information relevant to Table 15:

Reference 1: CIA The World Factbook.
https://www.cia.gov/library/publications/the-world-factbook/fields/2206.html

Reference 2:

Figure D1: Total public expenditure on education as % of GDP and GNI, 2002

Key data on Education in Europe 2005, European Commission, Eurostat, UOE and National Accounts 2005
http://eacea.ec.europa.eu/ressources/eurydice/pdf images/052ENXX010D01x0101f.pdf

Table 15 (above) shows a list of the countries which provided information about
the percentage of GDP spent on education in either 2001, 2008 or both. (Not all
countries in this survey provided information). Graph 1, page 199, gives an indication
of the differences in educational expenditure, in European countries in 2001 and 2008.
Because of the large number of countries involved, it was not possible to include the
names of all countries on the graph, however they can be seen on Table 15 above.

The graph shows there have been relatively slight fluctuations in educational
expenditures between 2001 and 2008 in some countries in this survey. However it is
possible that the way is which money is spent on education has ‘shifted’**. This graph
does not take into account the effects of the worldwide financial crisis which began in
2008.

“ See page 238.
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Graph 1
Expenditureson education, publishedin 2001 and 2008,
or the last available figures (see Appendix Ill, per country).
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European ranking per country of the % of GDP (PPP) spent on education, in 2008 or last available figure
(see Appendix IIl, per country).
Information was available from 48 of the 61 countries in this study.

Different kinds of schools (government funded, privately funded and
international schools) receive different amounts of government funding. The low
amount of government funding (or lack of government funding) for school libraries, at
local, state or national level, were often mentioned in interviews as a reason for a lack
of quality. Also, in a number of instances, individual country reports mention that
different educational organisations (involved in the educational process) and library
organisation (involved in the library process) are, in fact, competing for government
funding for work which they carry out for school libraries. This competitive aspect may

have a detrimental effect on school libraries.

A description of the school system (in so far as it is relevant to this study)

Information relating to both primary and secondary education was collected. A simple
attempt was made to gauge the quality of the school system in each country, relative to
the academic achievement of pupils. School systems in Europe are extremely diverse
and differ from one country to the next and sometimes from one province (or state) to
the next. A question which may seem relevant in one country, is completely irrelevant
in another. This diversity makes the European educational environment very complex.

The Eurydice database (Eurydice, 2007) provides a descriptive analysis, studies and
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indicators related to national education systems throughout Europe. The information in
the database is provided by the government of each individual country in a prescribed
format, thus making comparisons between countries possible. However some
countries in this present study, especially some of the former members of the U.S.S.R,
did not submit information to the Eurydice database. When information about school
systems was unavailable in Eurydice, a search for reliable information supplied by
international organisations such as UNICEF, UNESCO, UNDP, the World Bank, by the
Ministries of Education of some national governments and also in other international
educational databases was carried out. This data, obtained from different resources
(explained in Table 10a, page 189 and Table 10b, page 190, has also been recorded in
the individual country reports.

The final table (using the format described in Table 10, page 188) at the end of
each country report makes it possible to compare school systems and school libraries
from one country to the next. It includes data about:

Adult literacy, as one indication of educational achievement in each country.
Sometimes definitions of adult literacy vary slightly from country to country (CIA World
Factbook, 2007).

Primary school and secondary school enrolment ratios (NER — National Enrolment

Rates), when this information was available (World Bank, 2008a). These ratios are
influenced by many different factors and are presented in this study purely as a simple
indication of educational quality.

Training and qualifications of teachers and of the school leadership. This data was

collected as a indication of educational quality. A review of the Eurydice database
(2007) for each individual country shows that, in some countries, the qualifications of
teachers seem to have decreased. There are various reasons for this, including low
teaching salaries, poor conditions within the school, social conditions and lack of
prestige (Edam. 1968) and (Duijn, 2007), and as explained in Chapter 11, page 83.
Also it is becoming apparent that gender issues play a role in the present day teaching
profession, since a large percentage of teachers are nhow women, who work part-time
(Chapter 10, page 73). The Eurydice database does not record the qualifications of the
school leadership. Duijn (2007) has also commented on this subject. Governments
have placed great importance on the management skills of school leadership however
present indications are that some may have inadequate academic or educational
qualifications. This may affect their judgement of educational matters and their

educational vision. This matter needs to be clarified in a further study.
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Compulsory education: The number of years of compulsory education are also an

indication of academic quality and indicates the educational quality of the workforce.
While some of the lower income countries in this study insist on a high level of
compulsory education, some other countries in Europe, including some which have a
high GNI per capita, have not passed legislation to this effect.

Table 16, page 202 shows that the number of compulsory years of education is
not necessarily related to the GNI per capita of the individual country or the amount of
the GDP which is spent on education. As mentioned above, these comparisons have
been made in order to cast light on the attitudes in certain countries towards the
education of its workforce. The figures which appear in Table 17, page 203 are also
affected by the number of hours per year when a pupil is receiving instruction from a
qualified teacher. These figures vary greatly and are also subject to multicultural and
gender issues, as clarified in the individual country reports.

Definitions of compulsory education are sometimes open to discussion. For
example, some children from different racial groups or cultures, whose parents live and
work in a country but are not officially citizens of that country, may not be entitled to
compulsory education in the country where they live. These children are sometimes
excluded from data which is collected on compulsory education and also from the
enrolment ratios (Amnesty, 2007, COE, 2006 and UNICEF, 2007). Also, in some of the
lower income countries in this survey, gender issues prohibit some children (usually
girls) from attending school. In others, some children are required for agricultural work

during certain times of the year, and are absent from school for relatively long periods.
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Table 16

Years of compulsory education related to the % of GDP spent on Education

GNI per capita/ Years Compulsory GNI per capita/ Years Compulsory
Rank |% of GDP spent on Education colour code Education Rank % of GDP spent on Education colour code Education

1 Uzbekistan 9 years 34 Spain 11 years
2 Denmark 10 years 35 Turkey 9 years
3 Iceland 11 years 36 Turkmenistan 9 years
4 Moldova 9 years 37 Slovakia 10 years
5 Norw ay 11 years 38 Russia 10 years
6 Sw eden 10 years 39 Romania 8 years
7 Finland 10 years 40 Republic of Macedonia 8 years
8 Cyprus 9 years 41 Luxembourg 10 years
9 Ukraine 12 years 42 Tajikistan 9 years
10 Belarus 10 years 43 Armenia 10 years
11 Belgium 13 years a4 Republic of Georgia 9 years
12 Slovenia 9years 45 Albania 8 years
13 Switzerland 9years 46 Andorra 10 years
14 France 11 years a7 Kazakhstan 11 years
15 United Kingdom (UK) 12 years 48 Azerbaijan 11 years
16 Hungary 10 years

17 Portugal 9 years Unknow n

18 Poland 9years 49 Bosnia & Herzegovina Unknow n
19 Austria 10 years 50 Kosovo Unknow n
20 Netherlands - 13 years 51 Liechtenstein 8 years
21 Malta 11 years 52 Montenegro Unknow n
22 Latvia 9 years 53 San Marino Unknow n
23 Estonia 9 years 54 Serbia 8 years
24 Lithuania 9 years
25 Kyrgyzstan 9 years NA
26 Republic of Ireland 10 years 55 Belgium-Fr.
27 Germany 13 years 56 Belgium-NI.
28 Italy 9 years 57 Belgium-de
29 Croatia 8 years 58 UK - England
30 Bulgaria 8 years 59 UK - Scotland
31 Greece 9years 60 UK-Northern Ireland
32 Monaco 10 years 61 UK - Wales
33 Czech Republic 10 years

GNI ranking in Europe: 1 =w ealthiest, 7 = poorest. _ 3 4 _
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Table 17

Years of compulsory education, per country in this study.
Reference: See Appendix ll, per country report.

13years | 12 years [ aiyeas | | soyers | | oyears 8 years [ uknown | NIA
Belgium Ukraine Iceland Sweden Uzbekistan Croatia Bosnia & Herzegovina Belgium-Fr.
Netherlands United Kingdom (UK) Norway Finland Moldova Bulgaria Kosovo Belgium-NI.
Germany France Belarus Cyprus Romania Montenegro Belgium-de
Malta Hungary Slovenia Republic of Macedonia San Marino UK - England
Spain Hungary Switzerland Albania UK - Scotland
Kazakhstan Austria Portugal Liechtenstein UK-Northern Ireland
Azerbaijan Republic of Ireland Poland Serbia UK - Wales
Kazakhstan Monaco Latvia
Azerbaijan Czech Republic Estonia
Slovakia Lithuania
Russia Kyrgyzstan
Luxembourg Italy
Armenia Greece
Andorra Turkey
Turkmenistan
Tajikistan
Republic of Georgia
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Factors which are an indication of academic achievement A very simple

method has been used in this study to give an indication of academic achievement per
country.  Since this is a European survey, only international test results were
applicable. Certain statistics which made very simple comparisons possible were
collected. Only international statistics which could be influenced by or are relevant to
the school library and information centre (specifically reading, comprehension and
literacy) were used. Information and data from individual, provincial, state or national
assessments were not recorded. Data was provided from the following international
tests:

PIRLS (Progress in International Reading Literacy Study), 2001 and 2006, which

measured grade 4 reading skills (children of +/- 9 or 10 years of age);
PISA (Program for International Student Assessment), 2003 and 2006, which tested

15-year-olds in science, mathematics and reading. The reading scores were relevant
to this research.

As mentioned above, not all countries in this study took part in one or both
tests. Some took part in one of the tests in one year, but not in both years. A very
simple ‘European ranking’ was made (see Graph 2, page 205 and Graph 3, page 207)
for each test. This ranking for both the PISA tests and PIRLS tests refers to the

reading scores only.




Part 3 — Research at local, Dutch national and European level.

Chapter 22
Research at European level : 206

Graph 2

Comparison of actual PIRLS scores in reading in Europe in 2001 and 2006 (of countries which are included in this study)

Comparison ofactual PIRLS scoresin reading in Europein 2001 and 2006.
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European ranking PIRLS scores in reading, per country, in 2001 and/or 2006.
N.B. In total, 61 countries took part in this study. 19 of these countries participated in the PIRLS testing in both 2001 and 2006.
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The norm for the PIRLS test is 500. Graph 2 above shows that scores in some
countries increased in 2006, and that the European rank of some countries also
increased. Some countries scored lower than they had in 2001. In general however, it
could be said that most scores were reasonably consistent and that only six of the
European countries which took part in the testing in 2006 scored below the norm.
Surprisingly, two countries which fall into the ‘highest’ categories of GNI per capita®
scored below the norm in 2006 — Norway and the French speaking community of
Belgium. The following European countries which took part in the PIRLS tests in both
2001 and 2006 showed a significant gains in 2006: Germany, Hungary, ltaly, the
Russian Federation, Slovenia and Slovakia, however UNESCO, (2009a, p. 111)
suggests that some results may have been obtained unfairly, and states that ‘in
Germany, the Russian Federation and Slovakia, improvements in reading achievement
were at the expense of equity: gains were made among higher-performing students
but not lower-performing ones’.

Average reading levels declined over time in England (United Kingdom),
France, Lithuania, the Netherlands, Romania and Sweden. Interestingly enough, some
countries with a high expenditure on education did not always score well in these tests.
It could therefore be concluded that their high expenditure on education did not
necessarily result in the academic achievement of pupils.

In the PIRLS report 2006 (IEA, 2006), the term ‘school library’ is used in
questionnaires. School leaders were asked to submit information about the use of the
school library in their school, however no guidelines or definitions for the ‘school library’
were given. The PIRLS researchers were contacted by E-mail and asked for
clarification of this matter. They answered that there was no clear definition of a
‘school library’ and that this was left to the discretion or individual interpretation of the
school leader. Therefore, when school leaders completed information about school
libraries in the PIRLS questionnaires, they were perhaps referring to the kinds of

‘school libraries’ which are described in Chapter 3, page 33 of this dissertation.

* See Table 13, page 193
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Graph 3

Comparison of actual PISA scores in reading in Europe in 2003 and 2006
(of countries which are included in this study
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Graph 3 shows PISA scores in reading for 15-year-old pupils in Europe in 2003
and 2006 and provides a simple comparison of European countries which took part in
the PISA testing for reading in both 2003 and 2006 (a total of 26 countries). Although
36 European countries took part in the testing in 2006, a comparison of data for 10 of
these countries was not possible since they did not take part in the 2003 testing. A
further comparison may be possible after the 2009 PISA test results are published.
Once again, the ‘norm’ score was 500. This graph shows that only six of the European
countries in the test scored above the ‘norm’. Five of these countries fall into the
category of ‘highest’ GNI per capita income in this study*®. The exception is Poland,
which, despite a lower GNI rank per capita, scores very well in the PISA 2006 test for
reading. Seventeen countries in the test scored lower (i.e. less points) than they had
in the 2003 test, which may indicate that the quality of reading deteriorated. However,
some of these scores were only slightly lower, while others were considerably lower, in
particular in Norway, Latvia, Spain, Greece and Serbia. These five countries scored
below the norm in both 2003 and 2006, but in 2006 their score was even lower than in
2003.

In an attempt to give an indication of the scores in reading for both the PISA
and the PIRLS tests which took place in 2006, for all 61 countries in this survey, Graph
4, page 210 has been prepared. The 61 countries are shown in (a simplified) order of
GNI ranking in Europe (on the bottom of the graph). The simplified order of GNI
ranking is explained in Table 13, page 193. The score of each country in either the

PISA or the PIRLS test, is also the European rank of that country, which has only

been applied to countries in this study, as explained above and is not an international
rank. This means that the country with the lowest column is ranked as number 1 (PISA
testing, blue — Nr. 1 is Finland, PIRLS testing, 88 — Nr. 1 is Russia*’). No data for
either of the tests was available for the following countries: Albania, Andorra, Armenia,
Belarus, Belgium — German speaking community, Bosnia & Herzegovina, Cyprus,
Kazakhstan, Kosovo, Malta, Monaco, Ukraine, San Marino, Tajikistan, Turkmenistan,
U.K. — Northern Ireland, U.K. — Wales and Uzbekistan. These are countries with a very
small population, are part of the different language speaking communities of Belgium,
are separate countries within the U.K., were part of the former U.S.S.R, or are

countries where recent armed conflicts have taken place.

“ See Table 12, page 192.
T According to UNESCO (2009a, p. 111), in the Russian Federation improvements in reading achievement were at the
expense of equity.
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When the 2006 scores for the PIRLS test and the PISA test for reading are
compared together (see Graph 4 below), the following observations can be made:

e Six countries in this study which took part in the PISA tests in 2006 scored
above the norm: Belgium (entire country), Finland, Liechtenstein, Netherlands,
Switzerland and Estonia.

e Five countries in this study which took part in the PIRLS tests in 2006 scored
above the norm: lItaly, Luxembourg, Sweden, Hungary and Russia, however
UNESCO (2009a, p. 111) has commented on the equity of Russia’s score.

Because not all countries participated in all the tests for all years, it is difficult to make
direct comparisons. Nevertheless, in order to derive an indication of quality of
education, scores in the top 30% in both tests in 2006, e.g. the Rep. of Ireland,
Sweden, Netherlands and the Flemish speaking community of Belgium, were
investigated. Their scores indicate that quality of education remains fairly consistent
throughout the primary and secondary school levels. These data could also be used to
indicate that, in countries which score below the norm on one or both tests, not
enough attention is being paid to essential reading skills throughout pupils” school
careers. In view of the growing importance of literacy, including new literacies, this fact
should give cause for serious concern at international level. Some countries which
scored quite well in the PIRLS tests for reading scores (pupils of +/- 9 or 10 years of
age) showed a clear decline in their score in the PISA reading scores (15-year-old
pupils). This may indicate that not enough attention has been paid to the reading skills
of older pupils in these countries. Investigations have revealed that there are many
extenuating circumstances which affect these scores, however, in this study, these

scores are only being used to provide an indication of a possible scenario.
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Graph 4

European ranking per country in this study : PISA and PIRLS testing (in reading) 2006

(N.B. the lower the column, the higher the ranking)

European ranking PISA and PIRLS testing (in reading) 2006

40
= PISA = PIRLS

ejlepou
elepou
elepou

uelspagzn
uesiusunyng
uelspiifel
BAOP|ON

6

ejepou

aurenin
“joijgnday
d

““Jo2lqnaday

elepou
elepou

elepou

elepou

elepou
elepou

elepou

J

'lepou

elepou
ejRpoU

'lepou

elUBWIY
elueqly
alqies
0A0SOY
olfauajuoly
uelsyoezey|
euebing
““geIUSOg
sniejog
Kospny,
eIssny
BIUBWOY
epjerols
pue|od
BlueNy
eie
AKrebuny
elUOIS3
aljgnday yoazy
eneoI)
elopuy
ureds
BIUBAOIS
lefnuod
elen
909919
snidAD
SaleM -3iN
PUBROIS - 3N
TWIBUUON - XN
pue|bu3 -yn
“papun -yN

pL

Countries in this survey in GNIranking

uapams
ouLre ues
RemioN
spuejiaLiaN
09BUOW
Binoquiexn
uaisuaIydal
Aren

puejal joalgnday
puejag
Auewss
Qouely

Mewusq
ag-wnifjag

. 6
IN-wnibjeg
6

35

30

25

20

Bupjuel ueadoing

R= Wida
wnifjeg
BLISNY

lowest.

highest, 7 =

GNI ranking per capita in Europe : 1




Part 3 — Research at local, Dutch national and European level.

Chapter 22
Research at European level : 212

The introduction of ICT into schools in each individual country, including ICT

policy and the use of ICT in the school library and information centre (SLIC) Some

information about ICT policy can be found in the European Schoolnet Insight Reports

(European Schoolnet, 2008, Portal), however not all countries in this study provide

information to these reports, which supply a lot of information about technical aspects
in the use of ICT. Mention is sometimes made of ICT lessons in the curriculum, but
this often refers to the use of specific (technical or administrative) programmes such as
Microsoft Office in the presentation of school tasks or projects. The Insight Reports
also confirm that pupils learn how to make use of media such as pictures, art, films etc.
in presentations and are taught simple programming, or the application of statistical
programmes. Unfortunately, instruction in media, information and new literacy skills
and in the ethical use of content which is obtained by means of ICT is seldom
mentioned.

Also, even more importantly, while the Insight Reports refer to instruction for
teachers in ICT skills, they record that these are often very short, technical courses.
No reference is made to the problems which many teachers encounter in the use of
ICT as an educational tool (see Chapter 10, page 69. There is no explanation about
how teachers who are expected to teach either information or technical ICT skills to
pupils have obtained their qualifications and expertise in these skills. The insinuation is
that teachers have gained these skills ‘naturally’, however Probert’s research (2009)
contradicts this viewpoint. The ICT ‘experts’ in schools are often people who have
gained their skills ‘along the way’, without any specific professional training or
qualifications, or during short courses. Their skills have not been officially tested.
Their professed knowledge was gained while they were also carrying a heavy teaching
load in their own subject. While these ICT skills and knowledge may have been
enough when computers first started to be introduced into the schools in the 1960’s,
today (2009) the information society has become very complex and competitive. This
present study indicates that a high level of training and competency is needed in order
to teach technical ICT and content (media and information literacy) skills to pupils. The
school’s policy statement should record the way ICT is used within the school as an
educational tool and should include information about the way in which the school’s
information policy is co-ordinated in a professional manner * .

The EMPIRICA 2006 study (Korte and Hising, 2006) provided information
about the introduction of ICT into the schools. It refers to the benchmarking

(comparisons) of access and use of ICT in European schools in 2006. Once again,

8 See Final Conclusions, Chapter 23.
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not all countries in this research took part in this study. The report contains
(quantitative) statistics about a lot of technical aspects — hardware and software -
related to the introduction of ICT into the schools, for example:

The total physical number of computers per hundred pupils (%) at various levels within

the school (see Table 18, page 213). There is no reference to the quality of these
computers, their capacity (memory), or their age. The reliability of the computers or of
the school network is not mentioned. Nothing has been said about the location of
these computers within the school, i.e. how many are used for administrative and
managerial purposes and how many are actually used as educational tools. While
school administration has seen great changes and improvements since the introduction
of ICT within the schools, this was not the primary objective. ICT was introduced into
schools: ‘to enhance the reach and quality of teaching and learning’ (UNESCO,
2009d).

The total number of computers with an internet connection Table 19, page 214 shows

the percentage of schools, per country, with an internet connection, and the percentage
of school libraries with a broad band internet connection (Korte and Hising, 2006) and
(IELA/EAIFE, 2007, Portal), however this information appears to be inconsistent. Five
countries: Denmark, Norway, Iceland, Germany and Slovenia have consistent
information. No reference is made to the reliability of the internet connections or
filtering of information (Filter, 2006), (Johnson, Levine, Smith and Smythe, 2009).
Although it may be presumed that these internet connections allow for better
communication and access to information from inside and outside the school, the
reliability of these facilities was not recorded. Informal interviews indicate that these
systems are often ‘down’- i.e. not working. Also, no information is given about how
these internet connections are used either as educational tools by the teachers and
pupils, or for administrative purposes. The referenced reports only record their
existence (quantitative data). The data from library resources (IFLA/FAIFE, 2007,
Portal) does, however, specifically refer to the availability of information in official,
national and local languages.

Three simple illustrations - Tables 18, 19 and 21 (below) show that countries
which provide high levels of ICT technology in schools are usually the countries with
the highest GNI per capita (coloured in red). These countries usually have the highest
ratio of computers and internet access per pupil, however these are quantitative and

not qualitative data.
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Table 18

Comparison of certain ICT facilities in schools in 2006, for countries in this study

Nr. computers per 100 % schools with % schools with
pupils in European computers in computers in
Country schools 2006 classrooms - 2001 classrooms - 2006

27,30% 31,00% 32,00%

24,20% Unknown 84,00%

21.00% 31,00% 92,00%

19,80% 54,00% 95,00%

19,80% 36,00% 88,00%

17,40% 47,00% 86,00%

16,80% 49,00% 77,00%

16,20% 24,00% 65,00%

15,30% Unknown 68,00%

12,50% 26,00% 77,00%

Cyprus 12,40% Unknown 89,00%
Malta 11.00% Unknown 52,00%
10,30% 42,00% 89,00%

9,70% 41,00% 77,00%

Hungary 9,60% Unknown 19,00%
Spain 9,50% 24,00% 48,00%
Czech Republic 9,30% Unknown 48,00%
8,90% 12,00% 66,00%

8.00% 5,00% 32,00%

Slovenia 8,00% Unknown 93,00%
Estonia 7,30% Unknown 28,00%
Greece 6,50% 8,00% 18,00%
Slovakia 6,70% Unknown 19,00%
Poland 6,40% Unknown 23,00%
Portugal 6,40% 26,00% 81,00%
Latvia 5,90% Unknown 41,00%
Lithuania 5,90% Unknown 48,00%

Reference: KORTE & HUSING, 2006. See bibliography, Appendix VI.
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Table 19

Percentage of schools, per country, with an internet connection, and the percentage of
school libraries with a broad band internet connection

%schools with %school libraries with Insight Report Insight Report
broadband Internet broadband Internet 2007, European Schoolnet, 2008 %schools with PC's

Country 2006. KORTE & HUSING, 2006 (IFLA/FAIFE, 2007, Portal). School libraries reported in school library 2006
95,00% 81-100% Yes 71%
89,00% 81-100% Yes 54%
92,00% No data provided Yes 27%
75,00% 81-100% Yes 49%
77,00% 81-100% Yes 33%
85,00% 41-60% Yes 24%
90,00% 81-100% Yes 14%
69,00% 81-100% Yes 17%
92,00% 81-100% Yes 49%
75,00% No data provided Yes 36%
31,00% 41-60% Yes 41%
95,00% 41-60% Yes 21%
66,00% 81-100% Yes 11%
74,00% 81-100% Yes 23%
Hungary 77,00% 81-100% Yes 37%
Spain 81,00% No data provided Yes 40%
Czech Republic 63,00% 81-100% Yes 20%
63,00% 61-80% Yes 23%
69,00% 41-60% Yes 25%
Slovenia 85,00% 81-100% Yes 89%
Estonia 95,00% 61-80% Yes 34%
Greece 13,00% No data provided Yes 7%
Slovakia 40,00% Less than 20% Yes 4%
Poland 28,00% 41-60% Yes 39%
Portugal 73,00% No data provided Yes 61%
Latvia 67,00% 41-60% Yes 67%
Lithuania 33,00% 41-60% Yes 62%
No data provided 81-100% Yes No data provided
No data provided No data provided No data provided No data provided
No data provided 81-100% No data provided No data provided
No data provided 81-100% No data provided No data provided
No data provided 41-60% No data provided No data provided
Andorra No data provided 81-100% No data provided No data provided
Croatia No data provided 81-100% No data provided No data provided
Romania No data provided No data provided No data provided No data provided
Russia No data provided Less than 20% No data provided No data provided
Turkey No data provided Less than 20% No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided 41-60% No data provided No data provided
No data provided Less than 20% No data provided No data provided
No data provided Less than 20% No data provided No data provided
No data provided Less than 20% No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided 21-40% No data provided No data provided
No data provided Less than 20% No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided Less than 20% No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided Less than 20% No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided No data provided No data provided No data provided
No data provided No data provided No data provided No data provided

Information from educational

source

Conflicting information

No data provided

Information from library source
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Percentages of teachers who used computers in the class during the last 12 months:

No qualitative questions were asked about how these teachers used the computers.
The purpose of the usage is very unclear®.

Percentage of computers in the school library: Table 19, page 214 and Table 20, page

216 show the number of school libraries which have been reported to this study by
different sources and the percentage of schools with computers in the school libraries.
The information is often conflicting. Once again, this thesis queries the definition of the
‘school library’ in the questionnaires, which were completed by teachers and school
leaders. An answer to an E-mail was sent to the researchers who were involved with
this Empirica study (Korte and Husing, 2006) verified that no definition was given for
the term ‘school library’ and once again the interpretation of this term was left to the
discretion of the interviewees. This implies that often the interviewees were not
referring to school libraries as defined in Chapter 3, page 27 and page 33 of this
dissertation. Also, no information was given regarding the use of the computer(s) in
the school library, i.e. for administrative purposes (library administration) or by pupils,
during the application of new forms of learning. Informal interviews (face-to-face or by
E-mail and CMC) indicate that these computers are often used for administrative

purposes only.

4 See Chapter 10, page 69 and also Cuban (2003).
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Table 20

Number of school libraries reported to this study by different sources and the
percentage of schools with computers in the school libraries

Number of school libraries %schools with Insight Report
IFLA /FAIFE World Report Insight Report computers in %schools with PC's
2007 and other sources School libraries reported school library. in school library 2006
Country (See Appendix IIl). (European Schoolnet, 2008) (Korte & Husing, 2006) (European Schoolnet, 2008)
All schools Yes 69% 71%)|
3196 Yes Unknown 54%
Report not returned Yes 31% 27%
2058 secondary school
libraries Yes 51% 49%)|
36 Yes Unknown 33%)
4300 Yes 15% 24%)
No information provided Yes 13% 14%)
Unknown Yes 5% 17%
All primary & secondary|
schools Yes Unknown 49%|
Report not Yes 47% 36%
138 Yes Unknown 41%|
Estimated secondary|
Malta school libraries 65 Yes Unknown 21%|
No information provided Yes 9% 11%)
No information provided Yes 25% 23%
Hungary 4357 Yes Unknown 37%
Spain Report not returned Yes 6% 40%|
Czech Republic 4151 Yes Unknown 20%|
Unclear| Yes 19% 23%)
1800 Yes 4% 25%
Slovenia 684 Yes Unknown 89%|
Estonia 451 Yes Unknown 34%)|
Greece Report not returned Yes 8% 7%
Slovakia 5483 Yes Unknown 4%
Poland 15200 Yes Unknown 39%|
Portugal Report not Yes 34% 61%
Latvia 1099 Yes Unknown 67%)|
Lithuania 1312 Yes Unknown 62%)|
8 Yes No data provided No data provids
Report not returned No data provided No data provided No data provided
3 No data provided No data provided No data provided
5 No data provided No data provided No data provided
47 libraries of specialised
high schools No data provided No data provided No data provided
Andorra 25 No data provided No data provided No data provided
Croatia 1264 No data provided No data provided No data provided
R Report not returned No data provided No data provided No data provided
Russia 66000 No data provided No data provided No data provided
Turkey 19684 No data provided No data provided No data provided
Report not returned No data provided No data provided No data provided
204 No data provided No data provided No data provided
1465 (estimate 1), 2599
(estimate 2) No data provided No data provided No data provided
6852 No data provided No data provided No data provided
——T7aprimaryschool|
libraries, 47 secondary|
school libraries No data provided No data provided No data provided
Report not returned No data provided No data provided No data provided
1700 No data provided No data provided No data pi
1700 No data provided No data provided No data provided
1353 No data provided No data provided No data provided
Report not No data provided No data provided No data provided
Report not returned No data provided No data provided No data provided
Unknown No data provided No data provided No data provided
20600 No data provided No data provided No data provided
2133 No data provided No data provided No data provided
1433 No data provided No data provided No data provided
Report not returned No data provided No data provided No data provided
Report not returned No data provided No data provided No data provided
9500 No data provided No data provided No data provided
Notincluded in this table: Information from educational source
Belgium (French speaking community) Conflicting information
Separate countries within the U.K, No data provided

Information from library source
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Table 21 below shows that it is usually the countries with the highest GNI per capita
which have the highest percentage of computers in the classroom (quantitative data).

Table 21

Percentage of schools with computers in classrooms, 2006 and 2001

% schools with % schools with
computers in computers in
Country classrooms - 2006 classrooms - 2001
95,00% 54,00%
Slovenia 93,00% Unknown
92,00% 31,00%
89,00% 42,00%
89,00% Unknown
88,00% 36,00%
86,00% 47,00%
84,00% Unknown
81,00% 26,00%
77,00% 49,00%
77,00% 26,00%
77,00% 41,00%
68,00% Unknown
66,00% 12,00%
65,00% 24,00%
Malta 52,00% Unknown
Spain 48,00% 24,00%
Czech Republic 48,00% Unknown
Lithuania 48,00% Unknown
Latvia 41,00% Unknown
32,00% 31,00%
32,00% 5,00%
Estonia 28,00% Unknown
Poland 23,00% Unknown
Hungary 19,00% Unknown
Slovakia 19,00% Unknown
Greece 18,00% 8,00%
Reference: KORTE & HUSING, 2006. See bibliography, Appendix VI.

When these statistics were compared with international assessments of academic
achievement, there is little evidence that the actual provision of and expenditure on
ICT facilities can be related to an increase in academic achievement (see Graph 5,
page 218, Graph 6, page 219 and Graph 7, page 220).
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Graph 5

Percentage of GDP spent on education in 2008 or last available figure related to the availability of computers per 100 pupils and the PIRLS
ranking in 2006

Expenditureon educationin 2008 or last available figure,
related to the availability of computers and the PIRLS ranking in 2006.
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Graph 7

available figure) and the availability of computers per 100 pupils in 2006

Europeanranking per capitaof GDP (PPP)in 2008 related to the percentage of GDP

(PPP)spenton education and the number of computers per 100 pupils.
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In Graph 7, page 220, information was unavailable either with regard to the
European Ranking per capita of GDP (PPP) in 2008 (or last available figure) or the
percentage of GDP (PPP) spent on education in 2008, from the following countries:
Andorra, the separate language communities of Belgium, Bosnia & Herzegovina,
Kosovo, Liechtenstein, Monaco, Montenegro, San Marino, Serbia and the separate
countries of the United Kingdom. For this reason, these countries have been excluded
from this table.

Table 22 below shows a percentage of teachers who, according to the
referenced Empirica study, used computers in the class during a period of twelve
months, however the way in which these PC’s were used (as educational tools) is not

specified.

Table 22

Total percentage of teachers who used computers in the class in the last twelve
months, including European ranking

Total % of teachers
who used computers in class Ranking: Total % of teachers who used
in the last 12 months - computers in the class in the last 12 months.
Country all school types all school types

87,90% 96,40%

69,00% 94,60%

75,00% 90,90%

78,30% 90,00%

94,60% 89,40%

59,70% 87,90%

85,10% 85,10%

65,50% 81,70%

78.00% 79,50%

35,60% 78,30%

Hungary 42,80% 78.00%
79,50% 75,00%

81,70% 74,50%

72,40% 72,40%

Latvia 34,90% 70,30%

70,20%
69,50%
69,00%

Lithuania 59,30%
70,20%
74,50%
90,00%
89,40% Slovenia 67,60%

68,20%

Portugal 69,50% Poland 61,40%
Slovakia 70,30% Estonia 59,70%
Slovenia 67,60% Lithuania 59,30%
Spain 68,20% Greece 35,60%

90,90% Latvia 34,90%
- 96,40% Hungary 42,80%

Reference: KORTE & HUSING, 2006. See bibliography, Appendix VI.
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Media and information literacy objectives per country and the role played by the

school library and information centre (SLIC) Information about media literacy

objectives can be found in the study carried out by the European Commission (2007,
Portal). Once again, not all countries in this research participated in the referenced
study, however the individual country reports in Appendix Ill mention the media literacy
objectives in education, for each participating country. While educational policy makers
throughout the world acknowledge the importance of media literacy in our society, the
referenced study fails to provide clear international definitions of media literacy which
are acceptable to educators and academics at international level. The study presents
information literacy as being a part of digital literacy - a (small) part of media literacy.
This definition is unacceptable to many, since international reports and research have
provided evidence that the specific use of information literacy skills plays an important
role in lifelong learning, in the acquisition of knowledge and academic achievement,

and is also an essential 21 century learning skill.

Specific information about libraries and school libraries and information centres

(SLICs), at national and individual level Each individual country report in Appendix Il

contains specific (available) information about school libraries and information centres,
contained from many different sources, including a description of the differences in
(school) library structures throughout Europe. Table 23 (page 223) below shows that a
total of 191,730 school libraries (quantitative statistics) were reported by the countries
in this survey, serving approximately 115,000,000 children (Population Reference
Bureau, 2009). The statistics shown in Table 23 are incomplete and can only be used
to provide an indication of the actual number of school libraries. Factors which

influence these figures and the reliability of this data have already been described.
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Table 23

Reported number of school libraries : 2007/2008 (in countries in this study)

Total number of school libraries reported 2007/2008

Country Number Country Number
il Albania 1700 31 Latvia 1099
2 Andorra 25 32 Liechtenstein No information provided
3 Armenia 1353 S5 Lithuania 1312
4l Austria No information provided 34 Luxembourg 36 (secondary school libraries)
S Azerbaijan No information provided 35 Republic of Macedonia No information provided
65 (estimated secondary school
6 Belarus No information provided 36 Malta libraries). No data primary schools.
7 Belgium Unclear 37 Moldova 1433
8 Belgium (Dutch speaking) No information provided 38 Monaco 3
9 Belgium (French speaking) No information provided 39 Montenegro 221
No information provided by LWSVO
10 Belgium (German speaking) 8 (secondary school libraries) 40 Netherlands or National Library
11 Bosnia & Herzegovina 204 41 Northern Ireland Unclear
12 Bulgaria 1465 or 2599 42 Norway 3196
13 Croatia 1264 43 Poland 15200
14 Cyprus 138 44 Portugal 2063
15 Czech Republic 4151 45 Romania 9389
16 Denmark 1605 46 Russia 66000
17 England (see also U.K.) Unclear 47 San Marino 5
18 Estonia 451 48 Scotland (see U.K.) Unclear
19 Finland No information provided 49 Serbia 1700
20 France No information provided 50 Slovakia 5483
21 Republic of Georgia No information provided 51 Slovania 648
22 Germany No information provided 52 Spain No information provided
23 Greece No information provided 53 Sweden 4300
24 Hungary 4347 54 Switzerland 47 in specialist high schools
25 Iceland 192 55 Tajikistan No information provided
26 Republic of Ireland No information provided 56 Turkey 19684
27 Italy 1800 57 Turkmenistan No information provided
28 Kazachstan 6852 58 Ukraine 20600
29 Kosovo No information provided 59 United Kingdom (UK) 2058 secondary school libraries
30 Kyrgyzstan 2133 60 Uzbekistan 9500
61 Wales Unclear

Note: This is quantitative information (not qualitative).

See Appendix Ill per country for the information source. Total number of school libraries reported 191730
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Approximately 38% of countries in this survey (23 countries) failed to return
statistics or returned unclear information about the number of school libraries in that
country. 15 of these countries are located in Western Europe. 13 of these 15 Western
European countries are part of the group of the countries in this survey with the highest
GNI per capita (colour coded in red — see Table 13, page 193). Six of these 15
countries were either separate countries within the U.K. (a figure was received from the
U.K. as a whole) or separate language communities of Belgium. This indicates that 8
countries in the highest category of GNI per capita did not provide data: Austria,
Belgium, Finland, France, Germany, Rep. of lIreland, Liechtenstein, and the
Netherlands. This could imply that these countries do not have a strong school library
tradition, do not place importance on school libraries and/or do not collect data on
school libraries.

As mentioned above®, when the IFLA/FAIFE World Report 2007 (IFLA/FAIFE,
2007, Portal) was published, it provided unexpected information about school libraries
in a total of 28 countries which had until then been almost ‘invisible’ to the international
library community. Various institutions from these countries returned information about
school libraries to this report. This information was of particular interest with regard to
school libraries in countries which were part of the former U.S.S.R. (Armenia,
Azerbaijan, Belarus, Estonia, Georgia, Kazakhstan, Kyrgyzstan, Latvia, Lithuania,
Moldova, Tajikistan, Turkmenistan, Ukraine, Uzbekistan). During the time that these
countries were part of the U.S.S.R., interesting things happened in the school libraries
(as explained below), and for this reason all these countries have been included in this
research, even though some of them are actually located in Central Asia. Other
countries came under Communist influence after World War 2 (Albania, Bosnia and
Herzegovina, Bulgaria, Croatia, Czech Republic, East Germany (DDR), Hungary, Rep.
of Macedonia, Poland, Romania, Serbia, Slovakia and Slovenia)®’. Communist
influence also affected attitudes to school libraries in these countries. Table 24 below
shows the statistics about school libraries in 28 countries were obtained via the
IFLA/FAIFE World Report 2007.

0 see Chapter 22, page 173.
5! See Table 8 page 183 and Table 24, page 225.
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Table 24

Reported number of school libraries in countries from the former U.S.S.R and in
countries which came under Communist influence after World War 2

Countries in former USSR and under Communist influence after World War 2.
Estimate - Nr. school libraries reported in IFLA/FAIFE World Report 2007.

1 Albania 1700

2 Armenia * 1353

3 Azerbaijan * No information provided

4 Belarus * No information provided

5 Bosnia & Herzegovina 204

6 Bulgaria (estimate Nr. 1) 1465

Bulgaria (estimate Nr. 2) 2599

7 Croatia 1264

8 Czech Republic (Czechoslovakia) 4151

9 Estonia * 451

10 Republic of Georgia * No information provided
11 Germany (East Germany DDR) See country report Germany|
12 Hungary 4347
13 Kazakhstan * 6852
14 Kyrgyzstan * 2133
15 Latvia * 1099
16 Lithuania * 1312
17 Rep. of Macedonia No information provided
18 Moldova * 1433
19 Poland 15200
20 Romania No information provided
21 Russia * 66000
22 Serbia 1700
23 Slovakia 5483
24 Slovenia 648
25 Tajikistan * No information provided
26 Turkmenistan * No information provided
27 Ukraine * 20600
28 Uzbekistan * No information provided

* Member of former U.S.S.R.

In order to find out more about the characteristics of these particular school
libraries, the following questions were asked: How can these school libraries be
described? What kind of facilities do they have? When were they set up? How can
they be compared with school libraries in countries which have already supplied
information? Did the conditions in these libraries comply with the conditions described
by IFLA/JUNESCO (1999 and 2002)? What happened to these school libraries after
countries achieved independence from the U.S.S.R or when Communist influenced

ceased?
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While some countries on the list have now joined the European Union and
have, to some extent, provided information to this research via reports and public
sources, others had not. Also, some countries which were part of the former U.S.S.R.
have been included in this research, even though they are actually located in Central
Asia. An attempt was made to contact the institution, from each country which
provided information to the IFLA/FAIFE World Report 2007 for more information and
data. In some cases, this was provided. In other cases, information has been supplied
by other organisations®?.

According to Francis (1971), the countries listed in Table 24, page 225 placed
importance on their school libraries, for two major reasons. The first priority was that
citizens should be literate in both Russian and in their own language. Statistics on
adult literacy show in Table 25, page 228 show that this strategy was successful. In
1917, in some countries in the U.S.S.R., almost 100% of the population were illiterate.
By placing emphasis on libraries and school libraries, and by sending suitable books
from Moscow, children and young people had access to reading material through
libraries and school libraries. Secondly, increased literacy was used as a means of
Communist indoctrination.  The evidence indicates that the school libraries were
usually run by teacher librarians who had a clear place in the school system. Francis
(1971) confirms that these teacher librarians were often trained at university level.

Long before the Russian Revolution in 1917, Lenin had been thinking and
writing about the need to harness libraries to the struggle for mass education and
political awareness (Francis, 1971). Prior to the Revolution, libraries and paid
librarians were almost non-existent. If and when school libraries were available, they
were run by teachers, in addition to their teaching duties. If libraries did exist, they
were starved of funds, space and qualified staff. Under Lenin’s influence, libraries and
book stocks were nationalised. Training facilities were set up for student librarians.
High expenditure on library development was advocated. Francis (1971) confirms that
in 1970, the Soviet Union had a wide network of different kinds of libraries with vast
and valuable resources, and goes on to describe the great increase in the number of
school libraries, especially at secondary and technical schools. This publication
contains clear statistics of the growth of (school) libraries, per country in the U.S.S.R.
and of the available facilities, and also includes library loans statistics.

Francis (1971) provides specific information about library staff in libraries in all
the U.S.S.R. republics, including their level of training. Ninety percent of all library

workers had received higher (tertiary) or secondary education. One amazing statistic is

52 See Appendix Il1, per individual country and also Table 10a, page 189 and Table 10b, page 190.
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that in the 1965/66 school year, 50,000 people obtained higher and secondary library
training. According to Francis (1971), 10,000 specialist librarians graduated from
higher educational establishments and technical schools annually.

More than 30 years ago, Library Service to Children : An International Survey
was published by the Section of Children’s Libraries of IFLA (Ray, 1978). This
publication contains a chapter on library services for children in the U.S.S.R.
(Ganitskaya and Frolova, 1978), which confirms that the U.S.S.R. set up a unified
state-wide library system for all kinds of libraries, including a network of libraries for
children and young people, supervised by the U.S.S.R. Ministry of Education and the
Ministry of Culture. In the early eighties, plans were also drawn up for the development
of school and children’s libraries, including the improvement of book supplies, in
Siberia, the Far East and the Central Asian republics and Kazakhstan. There libraries
were aimed at ‘preparing children for life and providing a socially useful labour force’.
The U.S.S.R. introduced compulsory, universal education throughout the region; over
80% of all pupils attended secondary schools. According to Gabitskaya and Frolova

(1978), ‘all_schools have libraries where pupil can borrow books including free

textbooks’. School libraries were provided to ‘raise the quality of studies’. Ganitskaya
and Frolova describe the establishment of hundreds of new school and children’s
libraries in the Ukraine, Turkmenistan, Uzbekistan, Kirghizia and Armenia during the
sixties and seventies.

In the U.S.S.R, people spoke approximately 52 different languages. According
to Ganitskaya and Frolova (1978), multilingual children’s literature was available in all
these languages. Each year, more than 100 publishing houses printed 300,000
children’s books which were distributed throughout the U.S.S.R. using a centralised
system. School libraries were provided with adequate funding from the school budget
to purchase books and other materials. A ratio of 10-12 books per pupil (especially in
the cities) is mentioned, however this ratio may include textbooks.

Although many may disagree with the political motives for their establishment,
these school libraries clearly contributed to academic achievement (see Table 25,
below). Unfortunately, this research confirms that these libraries are now quite often in
a poor state of repair, for various reasons. Since the dissolution of the Soviet Union,
many have encountered dire financial problems, since they are no longer funded

sufficiently and no longer received books from Moscow.



Part 3 — Research at local, Dutch national and European level.

Chapter 22
Research at European level : 229

Table 25

Adult literacy statistics per country, 2007 or 2008 (or last available figure)

Country %Adult Literacy Country %Adult Literacy
in this survey 2007 or 2008 in this survey 2007 or 2008

1 |Albania 98,7 33 |Luxembourg 100
2 |Andorra 100 ? 34 |Republic of Macedonia 96.1
3 |Armenia 99,4 35  |Malta 92.8
4 |Austria 98 36  |Moldova 99.1
5 |Azerbaijan 98.8 37 [Monaco 99
6 Belarus 99,6 38  |Montenegro 99 ?
7 |Belgium 99 39 |Netherlands 99
8  |Belgium (Dutch speaking) ? 40 |Norway 100
9 |Belgium (French speaking) ? 41 |Poland 99.8
10  |Belgium (German speaking) ? 42 |Portugal 93.9
11 [Bosnia & Herzegrovina 96.7 43 |Romania 97.3
12 |Bulgaria 98.2 44 |Russia 99.4
13 |Croatia 98.1 45 [san Marino 96
14 |cyprus 97.6 ? 46  |Serbia 95
15 |Czech Republic 99 47 |Slovakia 99.6
16 |Denmark 99 48  |Slovania 99,7
17 |Estonia 100 49  |Spain 97.4
18  |Finland 100 50 |Sweden 99
19 |France 99 51  |switzerland 99
20 |Republic of Georgia 100 52 |Tajikistan 99,5
21 |Germany * (see note below) 99 53 |Turkey 87.4
22 |Greece 96 54 |Turkmenistan 98.8
23 |Hungary 99.4 55  |Ukraine 99.4
24 |iceland 99 56 |United kingdom (U.K.) 99
25 |Republic of Ireland 99 57  |UK. - England ?
26 |italy 98.4 58  |UK. - Northern Ireland ?
27 |Kazachstan 99.5 59 |UK.- Scotland ?
28  |Kosovo ? 60  |UK.- Wales ?
29  |Kyrgyzstan 98.7 61  |Uzbekistan 99,4
30 [Latvia 99.7
31 |Liechtenstein 100 Former member of the U.S.S.R.
32 |Lithuania 99,6 Came under Communist influence after World War 2.

Note |. The Former DDR (East Germany) came under Communist influence.

Source of statistics Adult Literacy: 