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ABSTRACT

TALKING ALLOWED: READING COMMUNITIES IN  THE ELEMENTARY
SCHOOL LIBRARY
MICHELLE LEIGH PAINO
Under the Direction of Jane West, Ed.D.

The purpose of this nested case study was to examine third-grade students within 

a community of readers in the library. Guice (1991) defined a community of readers as a 

group of readers who interact with one another and discuss reading-related topics (Guice, 

1991). The primary research objective of this nested case study was to identify how 

elementary students interact as a community of readers who frequented the library during 

open library times, as opposed to whole class visits. In addition, this study aimed to 

understand the role of the librarian for this community of readers.

A variety of sources, such as field observations, participant interviews, and other 

related documents generated data. The results indicated that the library was a place 

where students would engage in fruitful conversations about books and reading. This 

community of readers was an open, fluid group of readers. Students interacted with one 

another, as well as with the librarian. The data indicated that library interactions 

consisted of students sharing opinions about the library and librarian, engaging in book 

talk, talking about nonlibrary and nonbook-related topics, and discussing the logistics of 

the library. Interactions with the librarian tended to occur more frequently and had



greater longevity than those occurring among students only; therefore, the role of the 

librarian was an important part of this community of readers. Further research should 

explore communities of readers in the library, interactions among student in the library, 

the nature of talk in the library, and the role of the librarian in other settings, such as 

public and school libraries, and with other populations.



CHAPTER 1 

INTRODUCTION TO THE STUDY 

After graduating with a bachelor’s degree, I began working for a local, private 

school. For the next six years, I taught third grade. Even as I pursued a master’s degree,

I continued to teach third grade fulltime. However, when I decided to go back to school 

for my Ph.D., I knew I wanted a change in my profession. Yet, I loved my school, the 

students, the families, and my colleagues. I went to my principal for advice. When she 

suggested that I become the elementary school librarian, I laughed and immediately 

declined the offer. As we continued our conversation, I began to think more seriously 

about the offer, although I had no formal training in this field. By the end of the 30- 

minute discussion, I accepted the librarian position for the next sehoolyear.

In the fall of 2011,1 assumed my position as the elementary librarian. Although 

the term librarian and media specialist can be used interchangeably, I  use the term 

librarian because that is the term preferred at my school because the technology 

department handles many, although not all, of the media- and technology-related items. I 

consider our school library to be small, the size of two classrooms, and currently houses 

six electronic tablets (in 2011,1 had three computers for student use). Thus, I will use the 

term library and librarian rather than media center and media specialist throughout the 

rest of this dissertation.

1
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During my first year serving as librarian, the library was located on the second 

floor of a connecting building to the rest of the elementary school. In my opinion, it was 

a sad-looking library with 16 tall shelves, six sets of half-shelves, and a rounded desk for 

the librarian. Each class, about 20 in all, would visit the library for 30 minutes each 

week. There were other challenges other than the sad-looking state of the library.

Among these challenges was the role of assisting students and recommending books to 

students who frequented the library. Even with the challenges, I enjoyed what I  did, and 

I know it was important. As the American Library Association (ALA, 2012) reported, 

“Interactions with a school librarian aid children and teens in becoming confident, 

competent, and independent learners” (para. 1). The more comfortable I became in my 

new position, the more I began to observe the students’ interactions. Moreover, I noticed 

which books were most popular and checked out most frequently.

Yet, with the exception of whole class visits, I had few, if any, visitors in the 

beginning. I remember being shocked that first year as I sat in an empty library for 

nearly 20 hours a week. As I child, I remember the library being full of students. I was 

confused as to why students did not visit the library between weekly class visits. I 

thought back to my years teaching third grade and realized that, as a teacher, I did not 

send my students to the library between class visits either, because I knew that our school 

only had one librarian, and she was busy having class visits.

I finally concluded that the teachers must not know they could send students to 

the library between class visits, so I began sending emails to teachers. My emails 

included all open library times, times in which the library was open for all students to
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return books, check out books, research, or read in the library. By the end of the year, 

there were many students from two of the three third grade classes frequenting the library 

on a daily basis. For the most part, these students came to the library within the last hour 

of the school day. These third-grade students would come in groups of three or four and 

talk about books with each other while they were in the library. It was fascinating to 

watch the students get excited about books, to discuss them with other students, and to 

become a community of readers. These groups were self-sponsored communities of 

readers that form in the school library. Additionally, these groups of students talk about 

books and recommend books to their peers.

As I watched the students interact, I  wondered how the students selected books 

and what made them choose the book selected. I tried to watch the students as they 

selected books. I wondered what made some of the students choose books quickly, while 

others picked up several books before finally deciding on a selection. In addition, I 

wondered how the students related and interacted with their peers with respect to reading. 

Furthermore, I  wondered how these groups formed and what motivated some students to 

read more frequently than other students did.

Over the summer, the administrators at my school decided it would be necessary 

to move the library to the elementary building, insisting that it would allow elementary 

students to frequent the library more often, in addition to needing the current space for 

middle school classes. In the new location, I decided to really push for more student 

visitors. I requested more bookshelves and a table for reading and researching. Although 

I heard much positive feedback about the new location and design of the space, again
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there were not many visitors aside from class visits. Again, I sent emails encouraging 

teachers to send students to the library any time I did not have a whole class scheduled. I 

even made library passes and coupons for each class and told teachers they could use the 

coupons as incentives for students to come and read in the library. I tried to make several 

comfortable reading areas with beanbags and added seven additional, tall bookshelves, 

allowing space for the most books possible.

In the 2012-2013 schoolyear, teachers and students seemed to respond to my 

efforts, because the library was busier than ever. First graders and third graders filled 

open library times. Again, I had several groups of third graders who came at the end of 

each day. These groups talked with each other about books and made recommendations 

to other students. It was at this time that I planned to focus my research on similar events 

occurring among communities of readers in the library.

During the 2013-2014 schoolyear, I decided that I  wanted to research further 

these communities of readers who met in the library during open library times. However, 

I noticed a change in library habits. My schedule changed, and it was necessary for me to 

have whole-class kindergarten visits during the last hour of each day. Although students 

came during other open library times, the end of the day seemed to attract the most 

visitors in the previous year. Teachers and students reported liking the previous 

schedule, as well. Although I sent emails to teachers and encouraged students to visit the 

library, I did not notice as much of the student-formed groups as in the previous two 

years. I added two more tables with chairs for reading and researching. Wanting to 

increase student traffic in the library and knowing that I would be conducting my own
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research the following year in the library, I talked with the elementary principal about my 

schedule. The principal was willing to let me adjust my schedule for the next schoolyear, 

allowing for the last hour of the day to be an open library time. For the remainder of the 

schoolyear, I continued to encourage students to visit the library and sent emails to the 

teachers encouraging them to send students during any open library time.

Hoping to increase student library visits for the 2014-2015 schoolyear and hoping 

to witness another organically and student-formed community of readers, I again tried to 

make the library more inviting and let students and teachers know visits were welcome 

and encouraged. I purchased five beanbag-filled armchairs with help from a charitable 

donor. Although the library space was still limited to the size of two classrooms, I tried 

to maximize the space by designing a new circulation desk centered in the middle of the 

library. I was able to swap the computers for electronic tablets to provide more table 

space. I opened the library doors and waited to see if student groups would form 

organically.

In the library, I  serviced students ranging from reading enthusiasts, to 

kindergarteners just learning to read, to students who do not enjoy reading in the 

slightest. According to the National Education Association (NEA),

The U.S. Department of Education found that, generally, the more students read 

for fun on their own time, the higher their reading scores. Between 1984 and 

1996, however, the percentage of 12th grade students reporting that they "never" 

or "hardly ever" read for fun increased from 9 percent to 16 percent. (2010, para. 

2)
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Guice (1991) found that a classroom of sixth-grade students interacted as a 

community of readers. In her study, Guice aimed to describe how students viewed 

themselves as readers, interacted with other readers, and selected books. She was most 

interested in reporting the students’ perspectives during this study. Results indicated that 

students interacted with texts uniquely, and context influenced the students. Guice 

examined how students interacted in socially constructed contexts, such as silent reading, 

writing, literary activities, and book selection. Her work served as an exemplar to my 

study. Like Guice, I want to examine students as a community of readers from the 

perspective of the students, yet I am more interested in how the students interact as a 

community of readers within the library setting. For this study, I plan to schedule open 

library for the last two hours of each day for the 2014-2015 schoolyear in hope of 

witnessing the formation of these self-sponsored communities of readers once again.

Reading Is a Social Process 

“We teach children to think with and between and against texts by helping them 

say aloud, in conversations with us and with others, the thoughts they will eventually be 

able to develop without the interaction of conversation” (Calkins, 2001, p. 226). Talking 

about books with others helps students create a vision for the story in their own minds.

As children practice talking about books with others, they improve in active listening and 

respond to what they hear. The goal is to form a community where students take 

responsibility for participation. Within the community, students should share feelings 

towards and reactions to the book with other members. Having conversations with others 

allows for a deeper understanding of the book. Talking about books and thinking about
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books help improve comprehension and expand our own ideas (Calkins, 2001). Research 

indicates that students who are part of a community of readers are more likely to read for 

pleasure (Cremin, Mottram, Collins, Powell, & Safford, 2009; Flint, 2010).

In Guice’s (1991) study, a class of sixth-grade students interacted as a community 

of readers. Guice studied interactions among students during literary events. The results 

indicated that the students interacted with other readers in socially constructed contexts.

In addition, socially constructed contexts influenced the way in which students viewed 

themselves as readers and how they reacted to texts and peers (Guice, 1991).

In another study, Flint (2010) observed first-grade students participate in daily 

buddy reading. According to Flint (2010), students who worked together were able to 

create shared meaning of the texts and improved their understandings of the texts. 

Moreover, the social interaction served as a means of motivation for the first-grade 

students. According to Flint (2010), “Buddy reading provides learners with opportunities 

to incorporate their reading experiences and learning efforts into a fun social setting 

which seems to motivate them to build upon their prior knowledge and extend their 

literacy learning” (p. 295). In summary, the results of Flint’s (2010) study indicated that 

buddy reading enhanced literacy through social interaction with peers.

In order to promote reading for pleasure in primary-aged children in English 

schools, Cremin et al. (2009) reported,

The pedagogic focus in local and national meetings broadly mirrored what 

teachers were encouraged to do for themselves as readers: to develop and share 

individual preferences and enthusiasms, to acknowledge family, community, and
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cultural influences on reading and to consider the pleasures of reading for 

enjoyment, (p. 18)

Not only did the teachers who participated further develop their knowledge of literature, 

but the students’ desire to read for pleasure increased as well (Cremin et. al, 2009).

Deficiencies in Library Research 

Despite much research in the field of literacy, gaps exist in the research. The 

rationale for this study is to examine elementary students as a community of reader s in 

the library setting. Much of the recent research conducted regarding the influence of 

libraries focused on the effect on academic achievement in reading (Baughman, 2000; 

Baxter &  Smalley, 2003; Burgin & Bracy, 2003; Lance, Rodney, &  Hamilton-Pennell, 

2000, 2005; Ontario Library Association, 2006; Quantitative Resources, Miller, Want, &  

Whitacre, 2003; Rodney, Lance, & Hamilton-Pennell, 2003; Scholastic Research &  

Results, 2008; Small, Meredith, Meredith, Snyder, & Parker, 2007; Small, Shanahan, &  

Stasak, 2010; Small & Snyder, 2009; Small, Snyder, &  Parker, 2009; Todd, 2005). More 

than 20 states and Ontario served as sites for studies seeking to determine the effects of 

the school library on student academic achievement (Baughman, 2000; Baxter &

Smalley, 2003; Burgin & Bracy, 2003; Lance et al., 2000, 2005; Ontario Library 

Association, 2006; Quantitative Resources et al., 2003; Rodney et al., 2003; Scholastic 

Research & Results, 2008; Small et al., 2007; Small et al., 2009; Small et al., 2010, Small 

& Snyder, 2009; Todd, 2005; Todd, Kuhlthau, & Ohio Educational Library Media 

Association [OELMA], 2004). Although much research regarding the library exists, 

other research examined book counts (American Association of School Libraries
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[AASL], 2012), library access (Krashen, 2004), or the relationship between the library 

and academic achievement (Chan, 2008; Kachel, 2011). However, none of these studies 

examined the student interactions within the library setting.

Other library research indicated that the library has the most impact on student 

achievement when the librarians possess certification (Francis, Lance, &  Lietzau, 2010; 

Lance & Hofschire, 2012; Ontario Library Association, 2006; Rodney et al., 2003; Small 

et al., 2007; Small et al., 2009; Todd, 2005; Todd et al., 2004); work full-time 

(Baughman, 2000; Baxter &  Smalley, 2003; Lance, Hamilton-Pennell, Rodney, Petersen, 

& Sitter, 1999); have more help and assistants (Baughman, 2000; Burgin & Bracy, 2003; 

Lance et al., 1999; Lance et al., 2000, 2005); and collaborate with fellow teachers 

(Asselin, 2000; Hamilton, 2011; Lance et al., 2000, 2005; Small et al., 2010). According 

to Lance et al. (1999), when libraries employ more staff, the library tends to have longer 

hours of operation, which leads to increased library usage and higher reading test scores. 

According to one study conducted in Ontario, Canada, having a school librarian is one of 

the strongest predictors of a student’s motivation to read (Ontario Library Association, 

2006). Librarians also influence what students read (Small et al., 2010). Even with much 

research about librarians, Lance and Hofschire (2012) recommend future qualitative 

studies for school libraries without certified librarians in order to determine how students 

and teachers manage without a certified librarian on staff.

Although I do not have certification as a librarian, I am a certified elementary 

teacher. In this study, I wanted to determine the role of the librarian, in this case 

uncertified librarian, for this community of readers. Further research would benefit
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students by allowing researchers to find out more information about how students interact 

as a community of readers by forming self-sponsored groups in the library and how this 

viewpoint affects literacy.

Purpose of the Study

The purpose of this nested case study was to examine elementary students from a 

private school in the southeastern United States within a community of readers. Guice 

(1991) defined a community of readers as a group of readers with a shared interest in 

reading and interaction with one another (Guice, 1991). The primary research objective 

of this study was to identify how elementary students interact as a community of readers. 

In addition, this study aimed to understand how these communities form. By conducting 

this research, I planned to identify reading habits and preferences exhibited by this 

community of readers. The questions for my research were of an exploratory nature.

Research Questions

In the proposed nested case study, I planned to examine elementary students as a 

community of readers. By conducting this nested case study, I answered the following 

primary research question

1. How do elementary students interact in a community of readers in the library? 

In addition, I  plan to answer the following question:

2. What is the role of the librarian for this community of readers?

Conceptual and Theoretical Framework

This study considered how social interaction affects learning, literacy, and 

communities of readers. Language (Vygotsky, 1930/1978) and reading (Rosenblatt,
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1938) are parts of a social process of learning. Vygotsky’s social development theory 

recognizes that language is part of the learning process (Vygotsky, 1930/1978), and 

Rosenblatt (1938) argued that the event of reading is socially constructed. Rosenblatt’s 

(1938) transactional theory suggests that when readers participate in a transaction with 

the text in a particular context, they make meaning. Rosenblatt (1938) stated, “The 

uniqueness of each transaction between reader and text is not inconsistent with the fact 

that both elements in this relationship have social origins and social effects” (p. 27). 

However, there is a social aspect present during the transaction. Moreover, the text is a 

social product (Rosenblatt, 1938). Yet, when readers engage in literary dialogue with 

peers, reflect on initial responses to the text, and receive feedback from others, the social 

presence is more evident (Connell, 2008).

Vygotsky’s Social Development Theory

Vygotsky’s beliefs indicate that people and society are inseparable. Anderson 

(2009) concurred: “Because humans are essentially relational, we construct our identities 

through interactions in families, among peers, in schools, workplaces, and other 

organizations” (pp. 66-67). Vygotsky (1934/1987) noted also the link between cognitive 

development and social development. Language helps shape thinking, reading, and 

writing (Vygotsky, 1930/1978). Collaboration allows an individual to solve more 

challenging problems than working independently (Vygotsky, 1934/1987) and higher 

order thinking originates from social processes (Wertsch, 1985). Social interactions 

motivate people to think in terms of concepts (Wertsch, 1985) and help children build 

frames of thinking, which are cognitive processes or ways of thinking (Vygotsky,
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1934/1962). Moreover, Vygotsky (1934/1987) described the zone of proximal 

development as “the difference between the child’s mental ages, this difference between 

the child’s actual level of development and the level of performance that he achieves in 

collaboration with the adult” (p. 209). The zone of proximal development assumes that 

students learn more when they work with a more capable other, such as an adult 

(Vygotsky, 1930/1978).

Rosenblatt’s Transactional Theory

Rosenblatt (1982) contended, “Reading is a transaction, a two-way process., 

involving a reader and a text at a particular time under particular circumstances” (p. 268). 

The transactional theory describes how the reading process requires a contribution from 

the reader and from the text. The reader assumes a stance, or the purpose of reading. 

Efferent reading is reading to find answers or to seek further information, while aesthetic 

reading is reading for the experience in the moment. When teaching literature, teachers 

should establish an environment without the presence of pressure and should encourage 

aesthetic reading. Furthermore, “Transactions with texts that offer some linkage with the 

child’s own experiences and concerns can give rise aesthetically to new experiences” 

(Rosenblatt, 1982, p. 275). According to the transactional theory, in order for learning to 

occur, the reader must engage in literary dialogue with others in order to reflect on their 

initial responses and appreciate feedback from others (Connell, 2008).

Limitations and Delimitations 

The focus of this study was to examine elementary students within a community 

of readers in the school library setting. There are several limitations to conducting this
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research. When conducting this qualitative study, I observed students and the ways they 

interacted with the books and others within the library setting. However, the number of 

students I observed was a limitation because I only considered students who partici pated 

in communities of readers as participants. Another study limitation was the teachers’ 

willingness to send students to the library during open library times.

Delimitations occurred in the form of the chosen sample. The choice to include 

only students who attended the private school where I served as librarian resulted in 

limited access to students in other schools. Furthermore, in terms of age for the 

participants in this study, the chosen sample included elementary-aged students. The 

choice to conduct research in the school where I am the librarian at the school meant that 

my role as a librarian superseded my role as a researcher, for I could not allow the 

research to interfere with my professional duties. Lastly, I  observed only students in the 

school library setting. Therefore, my results may not generalize to other ages of 

participants, locations, or contexts.

Assumptions

During this qualitative study, I  assumed that participants were honest in their 

answers. I attempted to be unobtrusive as I observed participants and audio-recorded 

their conversations. Therefore, I  also assumed that students would be true to their nature 

as they selected books and interacted with their peers in the library. I also assumed that 

measures I took while conducting this research resulted in freedom from bias and 

preconceived answers.
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Definition of Key Terms

The following definitions are key terms used throughout this research.

Aesthetic reading includes reading for the experience in the moment (Rosenblatt,

1982).

Community of readers includes a group of readers with a shared interest in 

reading (Guice, 1991).

Discourse includes all the ways people interact within their situated and social 

identities (Gee, 2001).

Document literacy involves the skills essential to comprehend noncontinuous 

texts, such as maps or tables (National Center for Education Statistics [NCES], 1993).

Efferent reading includes reading to find information (Rosenblatt, 1982).

Literacy is “using printed and written information to function in society, to 

achieve one’s goals, and to develop one’s knowledge and potential” (National Center for 

Education Statistics [NCES], 1993, p. 2).

Prose literacy consists of the skills needed to comprehend continuous texts, such 

as instructional materials (National Center for Education Statistics [NCES], 1993).

Quantitative literacy includes the skills required to compute numbers embedded 

in texts, such as balancing a checkbook (National Center for Education Statistics [NCES], 

1993).

Summary

The purpose of this study was to examine elementary students from a private 

school in the southeastern United States within a community of readers in the library.
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Using Guice’s (1991) study as an exemplar, this study sought to discover how students 

interacted as a community of readers and how these communities formed. Learning is a 

social process (Bandura, 1989; Connell, 2008; Lave, 2009; Vygotsky, 1930/1978; 

Wenger, 2009), and, according to Rosenblatt’s Transactional theory, literacy is a social 

process, too (Connell, 2008). This study considered the effects of social interaction on 

literacy for this community of readers. Chapter 2 includes a review of the literature in the 

area of literacy, Chapter 3 provides a discussion of the research design and methodology 

for this qualitative study; Chapter 4 presents the findings of the study; and Chapter 5 

offers the conclusions and implications based on the findings.



CHAPTER 2

REVIEW OF LITERATURE

Literacy is a growing concern for educators in the United States (National ( ’enter

for Education Statistics [NCES], 1993). Scholastic Research and Results (2008)

reported, “Literacy has become universal currency— the single common denominator

required for success at any stage of life” (p. 1). This is becoming increasingly evident

since students need to gather, use, and determine the accuracy of print and electronic

information (Scholastic Research & Results, 2008). However, according to the National

Center for Education Statistics (NCES) (1993), over 20% of adults in the United States

have limited literacy skills. With the growing need to promote literacy, the Common

Core State Standards (CCSS) committee has implemented standards that require

instruction in complex literacy skills in order to prepare students for college (National

Center for Literacy Education [NCLE], 2013).

As a librarian, I am dedicated to promoting a love of reading within my school by

helping students make literary decisions during library visits. Much to my delight, over

the past few years, I have noticed the formation of student groups who interact and talk

about books with their peers. This situation is an educator’s dream. The students are so

engaged in the literary event of reading that they not only seek it out, but they also

explore it with their peers by organically forming self-sponsored reading communities.

Not a single teacher asked them to talk about books with their neighbors or partners while

16
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in the library. As an educator, if  I  can explore these organically formed reading 

communities by answering how and why this happened, perhaps I can better instill this 

intrinsic love of reading that goes beyond the classroom in more students.

The purpose of this nested case study was to examine elementary students within 

a community of readers in the library. A community of readers is a group of readers with 

a shared interest in reading who interact with one another (Guice, 1991). One research 

objective was to identify how elementary students participate and interact as a 

community of readers in the library. In addition, I explored the role of the librarian 

within this community of readers. The questions for my research were of the exploratory 

nature.

Research Questions Reiterated

In this study, I examined a community of elementary readers. By conducting this 

nested case study, I aimed to answer the following questions:

1. How do elementary students participate and interact as a community of 

readers in the library?

2. What is the role of the librarian for this community of readers?

In this chapter, I review the current research in the field of literacy regarding 

communities of readers. The chapter begins with an explanation of the search strategy 

for locating literacy research. Next, I  discuss the theoretical framework supporting this 

study. Then, I present the most current and relevant research concerning readers, book
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choice, library visits, and the role of the librarian. In addition, I  address literature 

pertaining to book talk, book clubs, literature circles and buddy reading, and communities 

of readers.

Search Strategy

During my systematic literature search, I started with an electronic search for 

articles using the Internet via Google and online journal databases. The search took place 

in 2013 and 2014. I searched online journal databases, such as ERIC, EBSCO, and 

PsycINFO. In my search, I included the following keywords: book clubs, literature 

circles, communities of readers, building literacy communities, literacy, reading, reading 

groups, buddy reading, partner reading, role of librarian, role o f media specialist, 

reading achievement, discourse, book talk, book discussions, dialogue, role of book talk, 

meaning making, grand conversations, language, library, media center, effect of 

libraries, benefits of libraries, and elementary students. In terms of research articles, I 

only used peer-reviewed articles written in English or papers published by reputable 

organizations. Although I did not set any parameters on dates in which articles were 

written, I  paid attention to the publication date in order to obtain the most recent and 

relevant research articles within the United States, as well as, internationally.

Once I read the title, I  then read the abstract of the article to determine its 

relevance to my search. After finding several articles, I searched for references cited in 

those articles. However, several of those references were not peer-reviewed, thus not 

included in this literature review. In addition, some of the resources already appeared in 

my original search for articles.
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After I researched online, I asked for recommendations from my professors, who 

recommended several books. For example, the book recommendations included the 

following topics: Rosenblatt’s (1978, 1982) transactional theory, situated literacies, and 

Guice’s (1991) dissertation. Again, I used resources listed in the reference section of 

each of these until no new resources could be located.

Social Constructivist Perspective

This study utilized the lens of the social constructivist perspective, which 

emphasizes that learning takes place through social interactions with others (Vygotsky, 

1930/1978). Russian psychologist, Lev Vygotsky (1930/1978) influenced the social 

constructivist view. According to Vygotsky (1930/1978), learning is socially 

constructed, and it occurs through social interactions among peers. When students 

engage in learning experiences and interact together, they create meaning (Vygotsky, 

1930/1978). Learning in groups is a component of the social constructivist theory 

(Wenger, 2009). According to this perspective, all learning is a social process (Lave, 

2009; Roehler &  Cantlon, 1997; Wenger, 2009).

Rosenblatt (1938) noted that literacy events are personal experiences, not merely 

passive activities where students absorb information from the text or teacher. In the past, 

reading has been viewed as an individual activity; however, there are social influences as 

well (Cazden, 1981). Rosenblatt (1978) argued that the event of reading is socially 

constructed. In addition, Rosenblatt (1978) posited that readers use past experiences 

from their own lives or from other texts to construct meaning. Not only are the readers’
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personalities influenced socially, the text is also a social product, as well as the language 

used to make up the text:

Meaning will emerge from a network of relationships among the things 

symbolized as he senses them. The symbols point to these sensations, images, 

objects, ideas, relationships, with the particular associations or feeling-tones 

created by his past experiences with them in actual life or in literature.. . .  Thus 

built into the raw material of the literary process itself is the particular world of 

the reader. (Rosenblatt, 1978, p. 11)

In response to her study with second-language learners who wrote a book 

collaboratively with peers, Langer (1997) stated, “When students engage in such literacy 

activities with support from others, they eventually learn how to ‘do literacy’ on their 

own” (p. 607). Influenced by Rosenblatt (1938), Langer (1998) made a distinction 

between “literary” experience, which suggests ideas are subjective, and “discursive” 

experience, which suggests ideas are logical. According to Langer (1998), both types of 

thinking are socially constructed. People “do literature” by thoughtfully considering 

ideas as part of a literary experience. In her previous research, Langer (1998) found that 

when struggling readers made personal connections with the text, they thought more like 

advanced readers. Langer (1998) suggested that teachers foster a classroom environment 

where students can interact with their peers and discuss their interpretations, predic tions, 

and thoughts about texts as part of a social community. “Students are also part of a class 

or group, they bring their differences, hear those of others, and expect those differences



21

to move their own thinking— toward more individually rich, but never singular, 

interpretations” (Langer, 1998, p. 22).

Theoretical Framework 

The ideas of Vygotsky (1930/1978) and Rosenblatt (1978; 1982) influenced my 

thinking about reading and learning with others. Learning, reading included, occurs best 

through social interaction. According to Vygotsky (1930/1978), cooperation and 

collaboration with others lead to cognitive development. Rosenblatt’s (1978, 1982) 

transactional theory posits that there is an interaction between a reader and a text within a 

particular context.

Vygotsky’s Social Development Theory

According to Vygotsky, people and society are interrelated and inseparable 

(Anderson, 2009). Because of their social nature, people are relational-influenced by 

social interactions with others (Anderson, 2009). Additionally, according to Vygotsky 

(1934/1987), there is a relationship between cognitive development and social 

development. Children can build frames of thinking on their own by practicing and 

interacting with others (Vygotsky, 1934/1962). Frames of thinking are cognitive maps or 

processes of thinking. Flowever, Vygotsky argued, the individuals’ frames of thinking 

could be enhanced through social interaction with others. “What the child can do in 

cooperation today he can do alone tomorrow” (Vygotsky, 1934/1962, p. 104).

Not only can students develop frames of thinking through collaboration, but 

higher order thinking skills develop from social interaction as well (Wertsch, 1985). In a 

review of Vygotsky’s work, Wertsch (1985) presented an argument that thought and
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speech were forms of human consciousness with social origins. Language development 

affects thinking, reading, and writing (Vygotsky, 1930/1978). Collaborating with others 

allows an individual to solve problems that are more challenging and complete more 

tasks than working independently. Learners may engage in collaborative dialogue with 

the “more knowledgeable other,” or anyone with more knowledge on the subject. This 

range of working with others and working independently makes up the zone of proximal 

development. According to Vygotsky (1934/1987), the zone of proximal development is 

defined as “the difference between the child’s mental ages, this difference between the 

child’s actual level of development and the level of performance that he achieves in 

collaboration with the adult” (p. 209). Cognitive development stems from this interaction 

among learners and their peers collaborating within the zone of proximal development as 

they co-construct meaning. In summary, Vygotsky’s social development theory 

addresses the crucial influence of social interaction on cognitive development. 

Rosenblatt’s Transactional Theory

Rosenblatt (1982) stated, “Reading is a transaction, a two-way process, involving 

a reader and a text at a particular time under particular circumstances” (p. 268). The 

transactional theory holds that reading is an interaction between the reader and the text. 

The reader dictates stance, or the purpose of reading. Rosenblatt (1978, 1982,2003) 

identified the difference between the purpose of efferent reading and aesthetic reading. 

When a person reads for an emotional or intellectual experience, it is an aesthetic 

purpose. However, if  a person reads to gain information, it is efferent reading.

Rosenblatt (1978, 1982, 2005) argued that it is possible to read all literature either
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aesthetically or efferently. For example, a reader may intend to read for information (an 

efferent experience) but may encounter words that may have an aesthetic effect. Yet the 

stances are not opposites; they are merely two ends of a single continuum. Not only does 

the difference depend on the reader and his or her purpose, the reader’s stance can also 

shift from one point on the continuum to another at any point in time (Rosenblatt, 1982, 

2005). According to Rosenblatt (2005), when a person is engaged in reading, there is a 

predominant stance toward reading, or the reader may be closer to one side of the 

continuum than the other side.

Rosenblatt’s (1978,2005) transactional theory calls the transaction that occurs 

between the reader and the text within a specific context “the poem.” The poem is a 

literary event occurring at a specific time (Rosenblatt, 1978). This transaction is unique 

in time and unique to each individual (Rosenblatt, 2005). Readers bring their prior 

experiences and current circumstances to each reading event. “Context takes on scope 

and importance from the transactional view of the reading event as a unique coming- 

together of a particular personality and a particular text at a particular time and place 

under particular circumstances” (Rosenblatt, 2005, p. 58). Each transaction is 

irreplicable; therefore, readers will never repeat the same experience with the same text. 

“All readers must draw on past experience to make the new meanings produced in the 

transaction with the text” (Rosenblatt, 2005, p. 36). Readers have the ability to create 

new meanings as they read the same text because their experiences change as time 

passes. Furthermore, Rosenblatt (1978) argued that the reader gives intrinsic value to the 

text because of the transaction that takes place.
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The following sections include a review of literature regarding interactions among 

communities of readers. Rosenblatt’s transactional theory serves as the basis of 

organization for the literature review, which examines the interaction among the reader, 

text, and context. School-based examples of such contexts for reading include structures 

like book clubs, literature circles, buddy reading, class discussions, or spontaneously- 

formed small groups like communities of readers.

Interacting with Other Readers 

Talking about books with others is a natural part of the literary experience (Gee, 

2001). According to Lucy Calkins (2001), a reading and writing workshop expert, “We 

need to read and talk back to books in the social world of the classroom for these 

personal and interpersonal reasons, but we also need to do this together for intellectual 

reasons” (Calkins, 2001, p. 14). A great deal of teaching reading comprehension is 

teaching active listening to others, understanding the ideas of others, and replying to 

others.

Book Talk and Discourse Are Literary Events

According to Gee (2001), “Comprehension of written and verbal language i s as 

much about experience with the worlds of home, school, and work as it is about words.

. . .  Reading and writing cannot be separated from speaking, listening, and interacting”

(p. 714). Additionally, Gee (2001) argued that these parts of language are linked to the 

social world, as well. Furthermore, experiences within the social world influence the 

meanings people give words. “On this account, the meanings of words, phrases, and 

sentences are always situated, that is, customized by our actual contexts” (Gee, 2001, p.
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716). Gee (2001) defined contexts as words and the values behind those words.

Language allows people to express personal perspectives of experiences, rather than for 

solely dispersing information. “Reading the word and reading the world are, at a deep 

level, integrally connected— indeed, at a deep level, they are one and the same process” 

(Gee, 2001, p. 717). Having a variety of social identities lends itself to a variety of 

responses. People and students choose words based on their particular identity within a 

particular social experience (Gee, 2001).

According to Gee (2001), social languages are written or verbal. However, Gee 

(2001) argued that “social languages are always integrally connected to the characteristic 

social activities (embodied action and interaction in the world), value-laden perspectives, 

and socially situated identities of particular groups of people or communities of practice” 

(p. 719). Gee (2001) described discourse as all the ways people interact within their 

situated and social identities: “Discourse integrates ways of talking, listening, writing, 

reading, acting, interacting, believing, valuing, and feeling (and using various objects, 

symbols, images, tools, and technologies) in the service of enacting meaningful socially 

situated identities and activities” (p. 719). Therefore, meaning making and the role of 

talk are an important part of literacy (Gee, 2001; Kutz, 1997). According to Kutz (1997), 

when students engage in discourse, they are able to share knowledge and create a 

common language within their learning communities, such as book clubs or literature 

circles. Classroom book clubs are composed of small groups of students who lead book 

discussions (Raphael, McMahon, &  Goatley, 1992). Similarly, literature circles are also 

student-led discussion groups that engage in talk about books (Daniels, 2002, 2006).
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For example, Reninger and Rehark (2009) examined the importance of book talk 

discussions in Rehark’s fourth-grade classroom. Students compared these discussions 

about texts to being a member of a book club. During the book discussions, Reninger 

and Rehark (2009) focused on the conversations and interviews of five fourth-grade boys 

with regard to their dialogic identities (Wegerif, 2006). Dialogic identity is the way 

children view themselves and others as they discuss books and make meaning of texts 

(Wegerif, 2006). Reninger and Rehark (2009) found that the dialogue among students 

helped shape how students viewed themselves and others as dialogic participants.

This is significant because when children learn that what counts as reading is, in 

part, inquiring about reading to make meaning, and when they begin to see 

themselves as dialogic participants, they are likely to sustain inquiries of text and 

maintain productive, on-topic discussions. (Reninger & Rehark, 2009, p. 277) 

Several literary events that provide students an opportunity to engage in dialogic 

discussions include book clubs, literature circles, and buddy reading.

Benefits of Reading Groups

In his book, Joining the Literacy Club: Further Essays into Education, Frank 

Smith (1988) depicted the need for learners to engage in social interaction while 

becoming literate. He suggested that there are “clubs” for all types of learning, such as 

the spoken language club or the literacy club. To become a member of the club, people 

learn the culture of the group. Additionally, people tend to join the clubs that they feel 

most likely reflect themselves. Much like learning to speak, learning to become literate 

can be conducted in a nonthreatening, meaningful manner. The difference between
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adults’ clubs and children’s clubs is that children “do everything from scratch. Perhaps 

that is the reason the bonds to all our childhood clubs seem so durable. Our strongest 

affiliations are to the clubs we join first” (Smith, 1988, p. 6).

Smith (1988) introduced seven club membership rules: “The learning is always 

(1) meaningful, (2) useful, (3) continual and effortless, (4) incidental, (5) collaborative,

(6) vicarious, and (7) free of risk” (p. 6). For instance, learning is meaningful when it 

relates to what the learner wants to do. When the learner can actually use the information 

he or she seeks, learning is useful. People tend to ignore information they feel is useless. 

In addition, learning is continual and effortless. “Learning in the club is never an 

occasional or sporadic matter. If  it were, the club would be boring and members 

wouldn’t stay in very long” (Smith, 1988, p. 7). Moreover, learning is incidental, or it 

happens due to some other activity, and often the learner does not even know that 

learning is taking place. Not only is learning incidental, it is also collaborative; it occurs 

with others. Learning is vicarious, meaning the learner does not need to experience a 

phenomenon to learn about it. For example, children can learn from authors without 

experiencing the things written in books. Additionally, authors are collaborators as 

children learn how to read. Lastly, learning should be free from risk. The learner should 

not be afraid to make a mistake; learning should take place in an encouraging 

environment. Children engage in literacy learning because they see others gaining from 

literacy activities (Smith, 1988).

There are several types of reading groups that can function as literacy clubs, such 

as book clubs, literature circles, buddy reading, and communities of readers. These
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reading groups can take place in the library or other educational settings. However, these 

types of reading groups typically take place in the classroom.

In her influential book, The Art of Teaching Reading, Calkins (2001) wrote, “If  

we want children to empathize with characters in books, won’t we want them to hear 

each other’s ideas and perspectives and see worlds and texts through each other’s eyes?” 

(p. 15). Research indicates that readers may be prone to social influences to read 

(Broeder & Stokmans, 2013), especially reluctant readers (Sainsbury & Schagen, 2004). 

In addition, book talk (McMahon, 1992), discourse (Gee, 2001; Kutz, 1997), and 

discussion (Wells & Chang-Wells, 1992) are recognized as an important part of literary 

events. Wells and Chang-Wells (1992) even argued that education is dialogue. 

Furthermore, results from past research indicate that participation in book clubs can 

influence reading, even for the reluctant reader (Capalongo-Bernadowski, 2007; 

Whittingham & Huffman, 2009). Book clubs also build communities (Hermes, Hite, &  

Frisbie, 2008), provide social interaction (Casey, 2009), and give readers a chance to talk 

with their peers about reading (McMahon, 1992). By participating in reading groups, 

students can benefit from an increased understanding of the text (Flint, 2010; H ill, 2012; 

Polleck, 2010; Reninger &  Rehark, 2009), an increased reading achievement (Allan,

Ellis, &  Pearson, 2005; Krashen, 2004; Lindsay, 2010; Stahl &  Heubach, 2005; Vannelli, 

2012; Whitehead, 2004), a positive influence on reading behavior (Capalongo- 

Bernadowski, 2007; Reninger & Rehark, 2009; Stahl &  Heubach, 2005; Strommen & 

Mates, 2004; Whittingham & Huffman, 2009), an influence of encouragement to read 

(Allan et al., 2005; Flint, 2010; Capalongo-Bernadowski, 2007; Casey, 2009; Certo,
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Moxley, Reffitt, &  Miller, 2010; Sainsbury & Schagen, 2004), and personal and social 

growth (Guice, 1991; Moorman, 2009; Pellegrini, Galda, Bartini, & Charak, 1998; 

Polleck, 2010; Raphael, Florio-Ruane, & George, 2001; Reninger & Rehark, 2009; 

Strommen & Mates, 2004).

Increased understanding of the text. Students who participate in book clubs 

transform their thinking and understanding of the texts (Polleck, 2010). Reninger and 

Rehark (2009) also concluded that when students are able to participate in dialogic 

discussions with other readers and make meaning from texts, they are more likely to 

engage in higher order thinking. Similar to book clubs, literature circles encourage 

deeper understandings of texts (H ill, 2012).

For example, H ill’s (2012) study examined the effects of participating in a book 

club for first-grade students. Students participated in student-led discussion groups as 

part of an in-class book club. The findings of this study indicated that by participating in 

the book clubs, students were able to gain a deeper understanding and comprehension of 

the books (H ill, 2012).

In another study, Flint (2010) examined how first-grade students interacted during 

buddy reading. Flint (2010) used the Vygotskian framework of social learning and 

Rosenblatt’s (1978) transactional reading theory as the theoretical foundation for her 

study. Students participated in 20 minutes of buddy reading and could choose their own 

books to read; however, Flint (2010) selected the reading buddies based on similar 

reading levels. One theme to emerge was the presence of students making personal 

connections to the text in order to make meaning of the text. “They were able to connect
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with their partner and with the authors and their words in order to create shared meaning 

and improve their understandings of the text(s)” (Flint, 2010, p. 293).

Increased reading achievement. Students who participate in book clubs, literature 

circles, or similar reading groups have an increased reading achievement (Allan et al., 

2005; Krashen, 2004; Lindsay, 2010; Stahl &  Heubach, 2005; Vannelli, 2012;

Whitehead, 2004). According to Allan et al. (2005), boys who participate in literature 

circles had an increase in reading vocabulary (Allan et al., 2005). Furthermore, research 

suggests that having this access to books improves students’ overall academic 

achievement (Krashen, 2004; Lindsay, 2010; Whitehead, 2004).

In one study, Vannelli (2012) explored the impact of participating in a book club 

in the library on reading motivation and academic achievement for fifth graders. During 

the book club, the researcher asked students to discuss and participate in reading-related 

activities within a social learning environment. The results of the study indicated the 

reading motivation and achievement of fifth-grade students who participated in the book 

club increased (Vannelli, 2012).

A two-year study conducted by Stahl and Heubach (2005) aimed to examine the 

effects of a fluency-oriented reading program on students’ academic achievement and 

fluency. Because it provided opportunities for students to make connections with the text 

within a socially constructed and supportive setting, the teachers encouraged partner 

reading. Not only did teachers and students report positive attitudes for the new program, 

students’ academic achievement in reading increased also (Stahl &  Heubach, 2005).



A positive influence on reading behavior. Another benefit of literature circles, 

book clubs, and communities of readers includes the positive influence of reading 

behaviors for the participants (Capalongo-Bernadowski, 2007; Reninger & Rehark, 2009; 

Stahl & Heubach, 2005; Strommen & Mates, 2004; Whittingham & Huffman, 2009). 

When students engage in dialogic discussions, make meaning from the text, and become 

dialogic participants, they are more likely to stay on topic and engage in more meaningful 

conversations during reading discussions (Reninger & Rehark, 2009). In addition, the 

qualitative results of buddy reading indicated that self-selected partnering yielded the best 

results in terms of reading behaviors, such as on-task behaviors, efficient decision

making, and number of disturbances (Stahl & Heubach, 2005).

Book clubs encourage reading for the avid and reluctant reader (Capalongo- 

Bernadowski, 2007; Whittingham &  Huffman, 2009). Avid readers can enjoy discussing 

and exchanging ideas about books, while reluctant readers can read with others without 

fearing their reading ability (Capalongo-Bernadowski, 2007). As opposed to classroom 

reading, there is less pressure to perform for participants of book clubs. In addition, there 

is opportunity for engaging in reading activities collaboratively with peers without 

judgment. During book club sessions, an adult can initiate a discussion, but students 

should continue and extend the conversation, allowing the students to take ownership of 

the literary event. The goal is for students to make personal and real-life connections 

with the text (Capalongo-Bernadowski, 2007). “Finally, for others, a book club is a place 

where they can be themselves, a place where reading is considered important” 

(Capalongo-Bernadowski, 2007, p. 32).
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Strommen and Mates (2004) discovered that social influence was one of the 

factors that differed between Readers and Not-readers. Readers interacted with books 

and other readers on a regular basis. Students who enjoyed reading interacted with others 

who also enjoyed reading within a social setting (Strommen & Mates, 2004).

Encourage a love of reading. Engaging in conversations with other readers as part 

of literature circles and book clubs encourages a love of reading (Allan et al., 2005; Flint, 

2010; Capalongo-Bernadowski, 2007; Casey, 2009; Certo et al., 2010; Sainsbury &  

Schagen, 2004). Similar to book clubs, literature circles provide a literary environment 

where students can interact and talk with other readers (Allan et al., 2005; Flint, 2010), 

making reading a pleasant experience (Certo et al., 2010). Participating in a book club 

can introduce students to new books in the library and help instill a love of reading 

(Capalongo-Bernadowski, 2007).

Sainsbury and Schagen (2004) also found that social influence was a contributing 

factor in student reading. In a five-year longitudinal study aimed at identifying reading 

attitudes of children, Sainsbury and Schagen (2004) found that although reading 

enjoyment decreased over time, confidence in reading increased over the five-year 

period. However, results indicated that the participation of peers influenced reluctant 

readers to participate in reading activities.

Certo et al. (2010) also recognized the reported sense of enjoyment from students 

who participated in literature circles. In a study exploring the influence of literature 

circles, Certo et al. (2010) interviewed 24 students in order to determine students’
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perceptions of literature circles. Findings indicated that students enjoyed literature circles 

more than any other aspect of the language arts curriculum (Certo et al., 2010).

As an extension of book clubs and literature circles, one educator implemented 

learning clubs in her classroom (Casey, 2009). Like book clubs and literature circles, 

learning clubs use social interaction and common interests to engage learners. In 

addition, students have roles, participate in discussion, and demonstrate learning and 

comprehension. Casey (2009) found learning clubs occurred when a social interaction 

among members promoted active reading and conversation was not limited to a single 

text. Results indicated that struggling readers experienced engagement during learning 

clubs (Casey, 2009).

Personal and social growth. Finally, participating in book clubs and literature 

circles can promote personal and social growth (Guice, 1991; Moorman, 2009; Pellegrini 

et al., 1998; Polleck, 2010; Raphael et al., 2001; Reninger & Rehark, 2009; Strommen &  

Mates, 2004). Not only does participating in a community of readers allows for readers 

to interact with other readers in a social, literary experience (Guice, 1991; Moorman, 

2009), but students also have the opportunity to explore their reading identities within 

these reading communities (Moorman, 2009; Strommen &  Mates, 2004). Participation in 

book clubs encourages students to take ownership of the literacy process (Raphael et al., 

2001). In addition, the students view themselves and others as meaning makers of the 

texts (Reninger & Rehark, 2009). In a study conducted by Strommen and Mates (2004), 

students reported that participating in an active community of readers was a large part of 

their identity. They concluded, “Discussions about books allow young people to draw
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upon the reading experiences of other members of their social circle and to see reading as 

part of their social life” (Strommen &  Mates, 2004, p. 193).

Similarly, Guice (1991) studied a class of sixth-grade students at a private school 

who interacted as a community of readers. Aiming to determine how students viewed 

themselves as readers, interacted with other readers, and selected texts, Guice (1991) 

conducted an interpretive case study from the emic perspective. The results indicated 

that the students classified themselves into four categories as readers, interacted with 

other readers in socially constructed contexts, and described texts distinctively. The 

socially constructed contexts influenced the way in which students viewed themselves as 

readers and how they responded to texts and other readers (Guice, 1991).

Participating in communities of readers also motivates students to take personal 

ownership of their reading (Moorman, 2009). In another qualitative study exploring the 

practices of a community of readers, Moorman (2009) offered an after-school book club 

to urban, Latina girls in the sixth grade. Results of Moorman’s (2009) study showed that 

participants felt that reading was a social activity. Over time, the girls shared opinions, 

built relationships, and uncovered common interests. The participants’ perception of the 

book club’s exclusiveness, access to books, ownership of reading, and opportunity to 

engage in literary events and discussions influenced their decision to join the book club. 

The book club setting provided the girls with a chance to explore their reading identities 

(Moorman, 2009).

Similar to book clubs, literature circles provide an environment that supports 

conflict resolution (Pellegrini et al., 1998). Pellegrini et al. (1998) studied the effects of
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grouping students with friends and nonfriends during literacy events over a two-year 

period. Students identified three friends and three nonfriends, and researchers later 

paired them with either friends or nonfriends. Researchers analyzed the observations and 

information available for 188 kindergarten students for this study. Results of this study 

showed that pairing students with a friend resulted in an increased likelihood that 

students would engage in conflict and resolution terms and literary language. 

Additionally, students paired with a friend used more emotion-related terms when 

compared to the students paired with nonfriends, thus indicating that not all peer-paired 

groups were equal in terms of literacy learning (Pellegrini et al., 1998).

While studying the academic, social, and emotional development of high school- 

aged females who participated in book clubs, Polleck (2010) found that participants of 

book clubs “share, negotiate, and ultimately transform their understanding of the texts, 

themselves and the world” (p. 52). In Polleck’s (2010) study, Latino and African 

American female high school students participated in two different book clubs. Next, 

Polleck (2010) used Wilhelm’s (1997) three dimensions of reader response to analyze the 

data collected from observations during book club discussions, interviews, and surveys. 

The findings indicated that the book clubs were a unique space that allowed for 

transformation (Polleck, 2010). Additionally, book clubs promoted literacy and social 

and emotional development.

Talking with other readers is part of a literary experience (Gee, 2001). However, 

Tholander (2011) reported that when students participated in group activities, they may 

also engage in social comparison. For example, in Tholander’s (2011) study, when the
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students participated in group work, they also engaged in social comparison, which 

served as a stratification process (Tholander, 2011). Not only do readers interact with 

other readers, they also interact with the texts.

Interacting with Texts 

In order to interact with texts, readers must have access to books (American 

Association of School Libraries [AASL], 2012). Additionally, results from research 

showed that book choice improves motivation to read (Edmunds & Bauserman, 20*36). 

Research indicates that topic (Greaney, 1999), genre (Kraemer, McCabe, &  Sinatra,

2012; Mohr, 2006; Nippold, Duthie, & Larsen, 2005), plot (Akrofi, Janisch, Button, &  

Liu, 2010), teacher influence (Edmunds & Bauserman, 2006; Stahl &  Heubach, 2005), 

and gender (Dutro, 2002; Nippold et al., 2005) may affect book choice. However, studies 

differ in conclusions related to social influence on book choice (Edmunds & Bauserman, 

2006; Mohr, 2006; Stahl &  Heubach, 2005). In order for students to interact with texts, 

they must have access to reading material.

Book Choice

A study conducted by Kraemer et al. (2012) examined the relationship between 

book choice and listening comprehension. Seventy-seven students in first grade received 

several pairs of books on the same topic, one expository or informational text and one 

narrative story. Some of the students received an intervention in the form of a four-week 

unit on expository texts. After the intervention, the students received several more pairs 

of books on new topics. In terms of book choice, the results indicated that students 

preferred expository texts prior to and after the intervention (Kraemer et al., 2012).
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In a separate study conducted by Greaney (1999) concerning book choice, 

students in grades three through eight participated in a questionnaire detailing their book 

choice reading preferences. The results indicated that the topic of the book was the most 

influential factor when students selected a book. However, boys reported the topic being 

influential more often than girls did. Following the topic as being the most influential 

factor of book selection, students also reported genre and being part of a book series as 

indicators of book selection. However, the students listed recommendations by peers as 

the seventh influential factor of book choice (Greaney, 1999).

Dutro (2002) conducted a study of fifth-grade students who read and discussed 

popular children’s books in order to explore book choice among children. During 

literature circles, Dutro (2002) would observe students two or three times a week as they 

talked about book choice and as they discussed topics addressed in the books. In 

addition, Dutro (2002) established voluntary book clubs with the students. During the 

book clubs, Dutro (2002) and the participants would read the same book and discuss its 

contents at lunch. Dutro (2002) identified gender barriers as an emerging theme. Results 

indicated that the topic of gender was present in book choice and discussions, particularly 

with popular fiction books. However, sometimes the students’ actions disagreed with 

their stated feelings towards the books. For instance, the boys would tell Dutro (2002) 

that they would not mind reading a “girl’s book,” but they would refuse the book in front 

of other students. Moreover, Dutro (2002) noted that boys were more likely to display 

gender boundaries for their book choice in public. In addition to finding gender-related
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themes, Dutro (2002) discussed the importance of book talk for children, specifically, 

talking about their book choices.

One qualitative study examined the interaction between children and parents 

during story read alouds in an urban setting (Bamyak, 2011). The interviews aimed to 

explore the children’s and parent’s beliefs and attitudes about sharing books with others. 

The following three themes emerged from the interviews with the parents: reading with 

family, parent’s positive attitude about reading influencing the child, parents extending 

the story by discussing other aspects of the book. Two themes emerged from the 

interviews with the students: sharing books and beliefs about reading. A ll of the 

children’s comments about reading were positive, while the parents’ comments were 

mostly positive (Bamyak, 2011).

Nippold et al. (2005) conducted a study in order to explore the reading 

preferences for children who engage in reading as a leisure activity by age and gender. 

The results of the survey showed that reading was not the most popular or least popular 

leisure activity. Participants rated reading as somewhat popular. When asked, sixth 

graders reported comic books, magazines, and novels as the most popular choices lor 

reading material and rated newspapers, plays, and technical texts as the least popular 

choices for reading material. Boys were more likely to state that they did not spend 

leisure time reading (Nippold et al., 2005).

Akrofi et al. (2010) conducted a study in order to determine if  students were more 

likely to select books written by celebrities than written by noncelebrities. According to 

Akrofi et al. (2010), the results indicated that fifth graders checked out over 67 % of the
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books written by famous authors. In the cognitive category, 36.8% of the students, 

reported plot as the reason for liking the book. Aesthetically, students reported 64% of 

books as “favorable.” Forty-four percent of students stated they felt connections with the 

books. Over 66 % of students reported they would reread the books in which they 

selected (Akrofi et al., 2010).

However, Mohr (2006) conducted a three-part investigation of the reading 

preferences of 190 first-grade students. The results indicated that 84% of first grade- 

students preferred informational texts instead of narrative texts. In addition, 46% 

selected the same animal-related informational text. In the final portion of the study, 

Mohr (2006) asked students how they selected books. Students reported content, 

pictures, title, book cover, words, social influences, genre, text difficulty, and uncertainty 

as several reasons for book selection (Mohr, 2006). When Stahl and Heubach (2005) 

investigated student book choice, students stated teachers had an influence on the books 

they selected. There was no mention of peer influence on book selection (Stahl &  

Heubach, 2005).

In summary, book clubs build communities (Hermes et al., 2008), engage learners 

(Casey, 2009), support book discussions with other readers (McMahon, 1992), increase 

reading motivation (Vannelli, 2012), and provide opportunities for transformation 

(Polleck, 2010). However, much of this research examined the effects of book clubs on 

adults or older children, rather than on elementary readers (Casey, 2009; Hermes et al., 

2008; Polleck, 2010; Whittingham &  Huffman, 2009). As the research indicates, 

interacting with the texts and other readers are important components of literary events.
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However, the transactional theory also denotes that context is the third component of the 

literary experience (Rosenblatt, 1938).

Interacting within the Library Context 

According to the transactional theory, the reader, the text, and the context are each 

factors of a reading transaction. For the purpose of this research, I examined the school 

library as a context for interactions among readers. Studies have shown that school 

libraries can have a positive effect on student academic achievement (Chan, 2008;

Kachel, 2011). Other studies have shown that student achievement is positively affected 

by adequate staffing in the library (AASL, 2012), especially when the library employs a 

certified librarian (Kachel, 2011). Research also includes information about the size of 

book collections, number of computers (AASL, 2012), number of library visits (AASL, 

2012; Bleidt, 2011), and access to libraries (Krashen, 2004). A strong school library has 

an impact on the achievement of struggling readers (Cunningham & Allington, 2010). 

Other studies indicated that students reported access to books as one reason for choosing 

to read or not (Kim, 2004; McQuillan & Au, 2001; Strommen & Mates, 2004). 

Furthermore, research also examined the role of the librarian on the academic 

achievement of students (Chan, 2008; Kachel, 2011; Lance, 2002). Unfortunately, 

stakeholders and decision makers do not receive effective communication of most library 

research (Chan, 2008; Johnston et al., 2012; Kaplan 2010; Mardis, 2007). Research 

about libraries can be categorized by examining the library as a context for readers and 

the role of the librarian within that context.
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Library as a Context for Readers

Library historian Wayne Wiegand (2005) stated that over the past century, the 

library has done an excellent job of providing access to books and information to billions 

of people. Additionally, he noted that libraries have served as a place for people tc meet 

formally or informally. Groups or clubs may formally meet in the library, yet students 

and citizens may informally meet in the library to study or gather information. Wiegand 

(2005) used the term “library as place” to analyze the library through the life of its users. 

The work of author Tony Hiss (1990), who researched how people experience place, 

influenced this idea of the “library as place”.

Oldenburg’s (1999) concept of a “third place” also influenced Wiegand’s (2005) 

ideas of the “library as place”. For Oldenburg (1999), a “first place” is home, a “second 

place” is the worksite, and the “third place” is a space frequented less often than home or 

the workplace but is still a vital setting of life. “Third place” is a setting where people 

feel comfortable and, over time, cultivate a sense of ownership. People return to third 

places because the space provides a setting for pleasant encounters. In addition, third 

places allow people to feel empowered because they make their own choices within those 

settings (Oldenburg, 1999). For some, Wiegand (2005) argued, the library is a third 

place.

In the past, Wiegand (2005) argued, people thought about libraries in terms of 

collections. Although people use the library for functional reasons, Wiegand (2005) 

declared that it was necessary to understand the uses of the library within people’s 

everyday lives:
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In libraries, we sense these kinds of interchanges happen every day; problem is, 

we have not carefully documented them, and we haven’t figured out ways to 

measure their social benefits for the bean counters who want to set the rules for 

identifying the value of library services, (pp. 78-79)

According to the American Library Association (ALA, 2014), there are 120,091 

libraries in the United States. O f those libraries, 98,460 are school libraries (ALA, 2014). 

School libraries have an average of 1.5 billion visitors each year (Wiegand, 2007).

Public school libraries account for 81,200 of school libraries and private school libraries 

account for 17,100 of school libraries (ALA, 2014). Much of the library research 

examines book counts (AASL, 2012), library access (Krashen, 2004), or the relationship 

between the library and academic achievement (Chan, 2008; Kachel, 2011).

As part of new vision for public libraries, the United Kingdom libraries have 

implemented therapeutic reading groups (Walwyn & Rowley, 2011). A study conducted 

by Walwyn and Rowley (2011) examined the therapeutic nature of reading groups 

provided by public libraries. Findings from this study indicated participants reported 

positive attitudes towards the reading groups. By starting reading groups, libraries are 

participating in helping readers have access to greater numbers of books and interactions 

with other readers among other benefits (Walwyn & Rowley, 2011).

Marinak and Gambrell (2008) investigated intrinsic motivation for reading in a 

group for 75 third-grade students. The researchers selected the students from 288 third 

graders who scored between the 30th and 50th percentile on standardized testing.

Marinak and Gambrell (2008) divided the students into five groups: (a) student selects
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book and is given a book; (b) book selected for student and is given a book; (c) student 

selects book and is given a token; (d) book selected for student and student is given a 

token; and (e) the control group that received no choice and no reward. There were two 

components of this study: library book selection and leisure activity. Depending on the 

assigned group, students went to the library and either chose a book or received a book to 

review for the library. After the students read the books and made recommendations, the 

students received a reward not based on the group in which they belonged. Then the 

students picked an activity until it was time to return to class. During the 10-minute wait 

time, the student could choose from puzzles, reading, or a math game. The researcher 

observed the students’ choices of leisure activities and took notes. I f  the student selected 

reading as a leisure activity, the researcher recorded the number of pages read within the 

10 minutes (Marinak & Gambrell, 2008). The results indicated that students responded 

positively to getting rewards for reading (Marinak & Gambrell, 2008). Books given as a 

reward rather than tokens were less undermining to intrinsic motivation. Students who 

received a book as a reward or received nothing at all were more likely to engage in 

reading as the leisure activity than students who received a token as a reward. The 

intrinsic motivation of the group of students who received books was higher than the 

group given tokens (Marinak & Gambrell, 2008).

Bevin and Goulding (1999) conducted a study involving homework clubs at 

public libraries in the United Kingdom. Bevin and Goulding (1999) contacted a sample 

of all the public libraries in England to participate. Only 15 of the 35 responding 

librarians stated that their library had homework clubs. Bevin and Goulding (1999)
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collected data by visiting and observing several homework clubs, obtaining documents 

including reports about established library homework clubs and conducting in-depth 

interviews via telephones following the questionnaires. Results indicated that the 

majority of participating librarians reported positive comments about homework cl ubs, 

specifically the benefits of a partnership between libraries and education. However, the 

librarians reported concerns about future funding (Bevin & Goulding, 1999).

Fodale and Bates (2011) conducted a case study examining the effect of access to 

the school library on students’ personal development. The participants included girls 

who attended a disadvantaged secondary school in Northern Ireland. Fodale and Bates 

(2011) collected data regarding stakeholders’ perceived influence of the school library 

within a social context through interviews with stakeholders and questionnaires for 

parents. Findings indicated that teachers recognized the educational value of the library. 

One teacher stated that learning occurring in the library appeared less formal. Teachers 

also reported that the social skills of students who used the library during free time 

improved. Participants stated that access to the library provided values, creativity, and 

inspiration. The parent survey findings indicated that parents felt that their children 

checked out books from the school library more than the public library. Interestingly, 

77% of parents indicated that their children visited the library to check out books, 64% of 

parents reported their children visited the library to research or study, and 41 % of parents 

indicated that their children visited the library to socialize during free time (Fodale &  

Bates, 2011). However, this study neglected the attitudes and perspectives of the 

students.
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In another study, middle school students completed a survey about their school 

library usage (Bleidt, 2011). Seventy-seven percent of the participants were Hispanic. 

The findings indicated that the majority of the 1,509 students reported that they used the 

library. Over 97% of students reported using the library at least four times within one 

schoolyear. Eighty-one percent of students indicated they used the school library 

independently, rather than only going with their class. In addition, 71 % of students 

reported using the library outside of class visits at least once a month. The majority of 

students (54%) stated that they used the library for reading books. Students also reported 

using library computers, checking out fiction books, and researching topics as other uses 

for the school library. Over 97% of students reported that they felt that visiting the 

library helped them learn (Bleidt, 2011).

As part of a library advocacy graduate course, Kachel’s (2011) students reviewed 

state-sponsored library research. Results from 23 state studies and a Canadian province 

indicated that school libraries supported academic achievement for students. In addition, 

results showed that school libraries promoted a love for lifelong learning and reading, 

especially when the librarian is certified (Kachel, 2011). Finally, the findings showed 

that on average the more students frequented the library, the more academic achievement 

increased (Kachel, 2011). In addition, Chan (2008) reviewed the literature regarding the 

impact of school libraries and noted that almost all of the results from qualitative and 

quantitative research indicated that school libraries have a positive impact on student 

academic achievement. Krashen, Lee, and McQuillan (2008) conducted three 

multivariate analyses, controlling for effects of poverty, to determine the importance of
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access to the classroom library or school library. Results indicated that access to the 

library was a statistically significant factor of academic reading scores (Krashen et al.,

2008).

However, these positive results from the research have not promoted the 

development of libraries (Chan, 2012). The American Association of School Libraries 

(AASL, 2012) conducted a nation-wide survey about school libraries. The article 

reported several statistics about school libraries, including information about the hours of 

operation, the number of books, the number of computers, and the number of visits to the 

library. The results of the study indicated that the hours of operation and staffing levels 

for libraries have remained consistent since 2011. “The average number of books in 

school library collections increased significantly from 2011 to 2012 (2011: 12,989; 2012: 

13,517)” (AASL, 2012, p. 8). Although the number of computers available in the library 

has remained consistent, the network access for those computers has increased. The 

average number of people who visited the school library was consistent with the average 

from 2011. However, according to the AASL (2012) school libraries were spending less 

than in the previous year (2012: $11,827; 2011: $12,937).

In a separate study, Kaplan (2010) conducted research in order to determine if 

government officials and decision makers received reports of the positive impact of 

school libraries on reading achievement. Library leaders in 16 states completed a survey 

to determine if there were any reported changes due to past library research findings. 

Twenty-four library leaders participated in the study. The findings showed that the
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benefits of school libraries were not being effectively shared with decision makers, thus 

not having an impact on related legislation (Kaplan, 2010).

Much of the recent research conducted in the field of library science focused on 

academic achievement in the content area of reading (Baughman, 2000; Baxter &  

Smalley, 2003; Burgin & Bracy, 2003; Lance, Rodney, &  Hamilton-Pennell, 2000, 2005; 

Ontario Library Association, 2006; Quantitative Resources, Miller, Want, &  Whitacre, 

2003; Rodney, Lance, & Hamilton-Pennell, 2003; Scholastic Research & Results, 2008; 

Small, Meredith, Meredith, Snyder, &  Parker, 2007; Small, Shanahan, &  Stasak, 2010; 

Small &  Snyder, 2009; Small, Snyder, &  Parker, 2009; Todd, 2005). Over 20 states and 

the Canadian province of Ontario conducted studies in order to determine the effects of 

the school library on students, specifically on students’ academic achievement 

(Baughman, 2000; Baxter & Smalley, 2003; Burgin & Bracy, 2003; Lance et al., 2000, 

2005; Ontario Library Association, 2006; Quantitative Resources et al., 2003; Rodney et 

al., 2003; Scholastic Research & Results, 2008; Small et al., 2007; Small et al., 2009; 

Small et al., 2010; Small &  Snyder, 2009; Todd, 2005; Todd, Kuhlthau, & Ohio 

Educational Library Media Association [OELMA], 2004). Despite the differences in 

methodologies, quantitative (Rodney et al., 2003; Small et al., 2007; Small et al., 2009; 

Small et al., 2010; Small & Snyder, 2009; Todd, 2005) and qualitative (Small et al.,

2009; Small et al., 2010; Small &  Snyder, 2009; Todd, 2005; Todd et al., 2004) findings 

indicate that libraries can contribute to students’ academic reading achievement.

Increased library visits (Francis, Lance, & Lietzau, 2010; Quantitative Resources et al., 

2003; Rodney et al., 2003) and increased library funding are also associated with higher
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reading scores (Baxter & Smalley, 2003; Francis et al., 2010; Rodney et al., 2003). At 

the elementary level, schools with the greatest book circulation yielded best test results 

(Lance et al., 2005). Libraries with flexible schedules or longer periods of operation 

times had a greater tendency for better results in terms of students’ academic 

achievement scores (Baxter &  Smalley, 2003; Burgin & Bracy, 2003; Lance et al., 2005; 

Rodney et al., 2003). Additionally, results indicated that larger book collections and 

increased access to technology led to increased academic achievement scores (Lance et 

al., 2000, 2005; Rodney et al., 2003). According to Lance et al. (2005), as libraries 

increased their budgets, test scores increased at the elementary, middle, and high sc hool 

levels. Even at the collegiate level, research suggests that participation in library 

workshops correlates with academic achievement (Wong &  Cmor, 2011).

Wiegand (2005) stressed the importance of understanding the library through the 

life of a reader. The Ohio library study conducted by Todd et al. (2004), the Delaware 

library study conducted by Todd (2005), and the New York library study conducted by 

Small and Snyder (2009) also stressed the importance of libraries by examining students’ 

perceptions of effective libraries. Results indicated that students felt the library was 

important (Small &  Snyder, 2009; Todd, 2005) because it helped with locating 

information, completing homework, using computers, and finding reading material (Todd 

et al., 2004). In addition, school libraries influence reading motivation (Edmunds &  

Bauserman, 2006). Yet none of these studies examined book talk among children or self

sponsored reading communities within the library; therefore, it is important to examine 

the interactions of the community of readers within the library setting.
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Role of the Librarian within the Library Context

Wiegand (2005) declared, “Librarianship is an important information profession, 

one of the few more concerned with access than control” (p. 76). Researchers examined 

the role of the librarian on the academic achievement of students (Chan, 2008; Kachel, 

2011; Lance, 2002). Librarians collaborate with teachers (Asselin, 2000), provide 

professional development (National Center for Literacy Education [NCLE], 2013), and 

control access to books and information (Johnson & Donham, 2012). Research in the 

library science field examines the role of professional organizations within the 

educational process of librarians (Farmer, 2012) and explores the future of library science 

programs (Mardis, 2007). In addition, research suggests that the turnover rate for 

librarians is due to a lack of career growth opportunities (Solomon &  Rathbun-Grubb,

2009).

Researchers have conducted studies in over 20 states and a Canadian province in 

order to determine the relationship between libraries and academic achievement. Lance 

(2002) conducted a study using available data from the state library studies from Alaska, 

Pennsylvania, Colorado, Oregon, Iowa, and New Mexico in order to determine the 

importance of school libraries on student achievement. In these six states, findings 

indicated that individual visits to the library and access to the Internet correlated with 

academic achievement (Lance, 2002). Other state library research indicated that the 

library has the most impact on student achievement when the librarians are certified 

(Francis et al., 2010; Lance & Hofschire, 2012; Ontario Library Association, 2006; 

Rodney et al., 2003; Small et al., 2007; Small et al., 2009; Todd, 2005; Todd et al., 2004),
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work full-time (Baughman, 2000; Baxter & Smalley, 2003; Lance, Hamilton-Pennell, 

Rodney, Petersen, & Sitter, 1999), have more help and assistants (Baughman, 2000; 

Burgin & Bracy, 2003; Lance et al., 1999; Lance et al., 2000, 2005;), and collaborate 

with fellow teachers (Asselin, 2000; Hamilton, 2011; Lance et al., 2000,2005; Small et 

al., 2010). According to Lance et al. (1999), when libraries employ more staff, the 

library tends to have longer hours of operation, which leads to increased library usage 

and higher reading test scores. Furthermore, research indicates that librarians have an 

influence on students’ motivation for doing research (Small et al., 2010). According to a 

study conducted in Ontario, having a school librarian is one of the strongest predictors of 

a student’s motivation to read (Ontario Library Association, 2006). Librarians not only 

encourage students to read, but they also influence what students read (Small et al.,

2010). However, research also indicates that libraries must have funding to provide 

quality materials (Francis et al., 2010; Lance et al., 2005). Even with much research 

about librarians, Lance and Hofschire (2012) recommend future qualitative studies for 

school libraries without certified librarians in order to determine how students and 

teachers manage without a certified librarian on staff.

Research suggests that having access to books even at an early age can improve 

student achievement (Lindsay, 2010). According to American Association of School 

Librarians (2011), school librarians should provide “open, nonrestrictive access to a 

varied high quality collection of reading materials in multiple formats that reflect 

academic needs and personal interests” (Position Statement section, para. 5). Therefore, 

Johnson and Donham (2012) conducted a study in order to determine if  library
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and Donham (2012) sent a survey to all elementary public school libraries in Iowa, which 

included 75 librarians. Out of the 75 librarians, 42 responded to the survey. The survey 

included questions pertaining to circulation policies for kindergarten-aged students. For 

example, one question inquired the number of books kindergarten students could check 

out from the library. Other questions asked about restrictions for lending books to 

kindergarten students. Results from this survey indicated that librarians were not 

allowing as much circulation and access to books as they believed (Johnson & Donham, 

2012).

Capalongo-Bemadowski (2007) asserted that teachers and librarians must model 

reading strategies for younger readers. School librarians provide opportunities to scaffold 

learning (Parr, 2012), provide professional development, encourage lifelong learning, and 

collaborate with teachers (Hamilton, 2011). Results of a study conducted in Colorado 

indicated the size of a library collection of books, funding, staffing, and the role of the 

librarian have an impact on academic achievement (Lance & Loertscher, 2005).

Research has been conducted in order to determine the role of the librarian as it 

relates to education (Chan, 2008; Lance, 2002; Kachel, 2011) and to determine which 

components of preservice librarian courses are most effective for preparing librarians for 

working in the library (Moreillon, 2013). In addition, research has emphasized the 

collaborative role of the librarian in combination with classroom teachers (Roux, 2008). 

According to Mardis (2007), many preservice librarians are current classroom teachers. 

During this qualitative study, Mardis (2007) followed a group of nine current classroom
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teachers pursuing librarianship as they transformed into their new roles by acquiring 

credentials and completing coursework. Results from the study conducted by Mardis 

(2007) indicated that teachers had reservations about teaching due to their challenging 

teaching experiences earlier in their careers (Mardis, 2007). Many participants reported 

they wanted to change careers because they could continue teaching but could reach more 

students as a librarian. Participants also acknowledged the notion of being a previous 

classroom teacher as a unique strength because of their knowledge of curriculum and 

teaching skills. However, as participants transformed into librarians, they noted a 

different kind of balance requirement. Participants reported concerns for administrative 

responsibilities unlike those of classroom teachers. In addition, participants stated that 

they felt they were becoming teachers in a larger classroom called the library. As the 

preservice librarians continued in the program, they recognized their inexperience for 

maintaining a collection of materials for the library, growth as an information specialist 

from a former teacher perspective, adoption of a leading role in the school, and fears of 

not creating a meaningful literary experience for students (Mardis, 2007). However, due 

to the small sample size and length of the study, the conclusions were not generalizable to 

other populations.

Everhart and Mardis (2014) conducted a study to find out what stakeholders knew 

about library services. Speakers from the Pennsylvania School Library Project presented 

information to four focus groups composed of stakeholders. Stakeholders included 

parents, teachers, administrators, community members, and members of educational 

associations. Results indicated that by participating in a library-centered focus group,
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stakeholders would learn about the profession of librarians and the value of library 

services. Prior to participating in this study, stakeholders reported being unaware of the 

challenges for librarians despite their positive influence on students’ academic 

achievement. Lastly, several stakeholders reported sharing the information about 

libraries from the focus groups with others (Everhart &  Mardis, 2014).

The National Center for Literacy Education (NCLE, 2013) “is a coalition of thirty 

professional education associations, policy organizations, and foundations united to 

support schools in elevating literacy learning” (p. 2). With the “growing agreement that 

literacy is at the center of all learning” (NCLE, 2013, p. 3), the NCLE decided to conduct 

a survey of 2,500 professionals in the education field in order to determine educators’ 

view of what needs to be done in order to promote literacy. According to the NCLE 

(2013) report about the role of the school librarian, findings indicated that librarians 

played a critical role in educating students, especially in the content area of reading. The 

NCLE (2013) report stated that librarians provide support to teachers and opportunities 

for collaboration; they were also responsible for delivering professional developme nt to 

fellow teachers.

Dorrell and Lawson (1995) conducted a study in order to determine principals’ 

perceptions of the role of the school librarian. Dorrell and Lawson (1995) randomly 

selected high school principals from Missouri to complete a survey regarding the role of 

the school librarian. Results of the surveys indicated that most of the principals stated 

that their schools staffed at least one state-certified librarian. Although the principals 

reported that they believed their library program was important, they also reported that it
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needed improvement. Additionally, the principals divulged that the selection of 

materials, the management of the library, and research skills were the most important 

skills for the school librarian. Principals felt that communication between themselves 

and the librarian was above average. When asked about evaluating the school librarian, 

53 of the 77 respondents reported using an instrument made specifically for evaluating 

librarians, rather than teachers. Moreover, nearly all of the principals believed that the 

school librarians should participate in professional development. Although most of the 

principals agreed that the school librarians had adequate skills when working with others, 

the principals communicated that library preparation programs should place more 

importance in this area. Lastly, the principals reported that the school librarians should 

also have classroom teaching experience (Dorrell & Lawson, 1995).

After the University of Kentucky decided to discontinue the only library science 

program in the state, the library community campaigned for the reopening of the program 

(Johnston et al., 2012). Upon receiving information about the suspension of the library 

science program, the library community sent correspondences to the University of 

Kentucky. A committee of experts formed and conducted a study in order to determine 

the prospect of reinstating the library science program. Johnston et al. (2012) conducted 

a mixed-methods study in order to explore the current and future need for librarians. As 

Johnston et al. (2012) analyzed the correspondences, several themes of concern emerged: 

(a) there is a correlation between student achievement and having a qualified school 

librarian; (b) obtaining an ALA-accredited master’s degree increases job opportunity; (c) 

stakeholders in the library community were not consulted before the decision was made
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to suspend the program; (d) the closing of the program exhibited a lack of respect to the 

library community; (e) school librarians are technology experts in their schools; and (f) 

future students seeking degrees in library science would have to attend out-of-state 

schools.

Furthermore, several stakeholders in the library community participated in focus 

groups. The groups were comprised of public and school librarians. In addition, the 

researchers posted a survey on the university’s listserv for one month (Johnston et al., 

2012). A total of 388 participants completed the survey. Results showed that 96% of 

participants were certified, 91% were employed fulltime, but 54% had no formal courses 

in library science. However, 69.5% of administrators reported that librarians engaged 

students in literacy and technology skills needed for the future. As a result, the 

University of Kentucky reinstated the library science program with an emphasis on 

technology integration and school leadership (Johnston et al., 2012).

In one qualitative study conducted by Asselin (2000), preservice teachers wrote 

about the topics they learned in pre- and post-coursework. While preservice teachers 

improved in their knowledge and writing skills, many unexpectedly wrote about the role 

of the librarian as a collaborative partner for teachers. The important role of the librarian 

as collaborator was unsolicited information, yet a present theme in many of the wri tings, 

thus ensuring the topic as needing more of a presence in coursework (Asselin, 2000).

Motivation and Attitude toward Reading

Motivation is the most important part of reading (Cambria & Guthrie, 2010). 

According to Cambria and Guthrie (2010), reading consists of two parts. “On one side
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are the skills which include phonemic awareness, phonics, word recognition, vocabulary, 

and simple comprehension. On the other side is the will to read. A good reader has both 

skill and w ill” (p. 16). The more motivated a person is to read, the more likely that 

person will engage in the act of reading to the point where reading will become a habit 

(Gambrell, 2011). Reading motivation is defined as the likelihood of a person’s choosing 

to engage in the act of reading (Gambrell, 2011). Cambria and Guthrie (2010) define 

reading motivation as the values attributed to, beliefs about, and behaviors towards 

reading. According to Cambria and Guthrie (2010), interest, dedication, and confidence 

are the three motivators for reading.

For example, Broeder and Stokmans (2013) found that social influence was not as 

significant of a factor for reading as attitude towards reading. The researchers analyzed 

the following three influences of reading behavior: attitude towards reading, social 

influence or pressure to read, and perceived reading ability and appropriateness of books 

available. The results from the study indicated that the adolescents’ attitudes toward 

reading were the most significant indicator of the amount of time the adolescents spent 

reading.

Influence of Self-Selection of Books on Motivation to Read

Students need choices. They need to have a say in what they are reading. 

(Cambria & Guthrie, 2010; Guthrie & Klauda, 2012). According to Edmunds and 

Bauserman (2006), who examined reading motivation from the students’ points of view, 

book choice is a factor in motivation to read. In this study, the teachers divided the 

students into the following performance groups: above-, on-, and below-grade level.
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Edmunds and Bauserman (2006) interviewed each participating student by asking 

questions regarding reading motivation. The results of the study indicated that book 

choice, book characteristics, and interest influenced the students’ motivation to read. In 

addition, students reported that they were more motivated to read expository texts if they 

had choice, if they were interested in the topic, and if they would gain knowledge from 

the book.

Influence of Communities of Readers on Motivation to Read

Research indicates that participating in literature circles can have a positive 

influence on students’ reading attitudes (Allan et al., 2005). Students enjoy participating 

in literature circles (Certo et al., 2010). Furthermore, students enjoy reading in socially 

constructed and supportive settings (Stahl & Heubach, 2005). Book clubs provide social 

interaction and engage even the struggling readers (Casey, 2009). When Vannelli (2012) 

explored the impact of participating in a book club in the library on reading motivation 

and academic achievement for fifth graders, the results indicated the reading motivation 

of students who participated in the book club increased (Vannelli, 2012).

In another study, Whittingham and Huffman (2009) noted the positive influence 

of participating in a book club during their study to determine the effects of book clubs 

on the attitudes of 60 students in middle school. At the end of one semester of book 

clubs, the middle school students participated in a survey. The results of the survey 

indicated that participating in a book club had a positive influence on the attitudes of 

reluctant readers (Whittingham & Huffman, 2009).
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Literature circles allow students to interact socially while promoting reading for 

pleasure (Allan et al., 2005). During a study conducted by Allan et al. (2005), four 

schools agreed to implement literature circles into their reading curriculums. Before and 

after the implementation of literature circles, the researcher measured the reading 

attitudes and reading vocabulary of the participants. Results indicated that literature 

circles had a positive impact on reading attitudes (Allan et al., 2005).

For the first graders who participated in buddy reading in Flint’s (2010) study, 

playing was part of social interaction and served as a means of motivation for the fi rst- 

grade students. According to Flint (2010), “Buddy reading provides learners with 

opportunities to incorporate their reading experiences and learning efforts into a fun 

social setting which seems to motivate them to build upon their prior knowledge and 

extend their literacy learning” (p. 295). In conclusion, Flint (2010) found that buddy 

reading supported literacy through social interaction with peers.

Exposure to the Library on Motivation to Read

According to Edmunds and Bauserman (2006), students reported book referrals 

from the school library, teachers, family members, and fellow peers influenced their 

reading. The students also mentioned themselves as being a motivating factor. “The 

importance of the school library was revealed throughout the interviews as children 

discussed how they found out or knew about the books they were reading” (Edmunds &  

Bauserman, 2006, p. 419). In this study, students mentioned the school library as a more 

influential place to find books than the public library or classroom library. Exposure to 

the school library had a positive influence on the students’ motivation to read. Students
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reported finding their favorite books in the school library. However, the students never 

mentioned the librarian as an influential person for book referrals. Yet, “the frequent 

response involving the school library showed that school librarians could also have a 

more positive influence on children’s reading motivation” (Edmunds & Bauserman,

2006, p. 419).

A qualitative study conducted by Whitehead (2004) explored the effects on 

students’ reading performances when students had access to books by owning a library 

card and participated in class trips to the public library. Whitehead (2004) compared 

reading achievement, attitudes toward reading, amount of time spent reading, number of 

books found at home, and number of family visits to the library between students who 

owned and did not own library cards. Ninety-three second graders from bilingual classes 

in San Diego participated in this study. Whitehead used a developmental reading 

assessment and student, teacher, and parent surveys as instruments for this study. 

Research findings showed that students who owned library cards and made trips to the 

library had higher reading accuracy and comprehension scores than students who did not 

own library cards (Whitehead, 2004).

In a separate study regarding access, Lindsay (2010) completed a meta-analysis 

reviewing the effect of the availability of print resources on children’s academic 

achievement. Lindsay (2010) reviewed 108 research reports from the 11,616 reports in 

the original search. The 108 research reports met the criteria for examining the effect of 

the availability of print on children’s achievement. To improve reliability, two coders 

reviewed the reports and identified eight categories. The categories included: reading
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attitudes, reading motivation, reading behavior, reading abilities, writing abilities, 

language abilities, literacy skills, and general academic achievement (Lindsay, 2010).

The results indicated that when children have access to print resources, academic 

achievement is more likely to improve than when children have limited or no access to 

print resources (Lindsay, 2010). The findings of the meta-analysis showed that having 

access to print resources positively influenced the children’s outcomes in all eight 

categories (Lindsay, 2010). The weighted effect size for each category averaged in the 

“medium” range per Cohen (1988). As this research indicates, access is contingent on a 

students’ ability to interact with texts. However, book choice also has an impact on how 

a student interacts with the text.

Influence of the Accelerated Reader Program on Motivation to Read

According to Renaissance Learning (2015, 2016), research indicates that students 

who participate in Renaissance Learning’s Accelerated Reader program increase in 

reading achievement. Scott (1999) found that motivation to read also increased for 

students with learning disabilities who participated in the Accelerated Reader program 

(Scott, 1999). Yet, findings from research differ on Accelerated Reader’s effect on 

reading achievement and motivation. In a study conducted by Huang (2011), middle 

school students’ reading achievement and intrinsic reading motivation did not increase 

while participating in the Accelerated Reader program. According to Krashen (2003), 

there is no evidence to supports that students continue to read after incentives from the 

Accelerated Reading program cease.
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Summary

In summary, I reviewed the literature concerning communities of readers within 

this paper. The reader, text, and context are all parts of the literary process (Rosenblatt, 

1982, 2005). Students can interact with other readers during book clubs, literature 

circles, and buddy reading. Although there has been some research regarding 

communities of readers and social interaction among readers, some took place within a 

classroom literary experience (Guice, 1991). Although I also plan on researching 

students as they interact within a community of readers, I plan to conduct my research 

within the library setting. Moorman (2009) studied the interactions of a book club that 

inspired a community of readers, but an adult rather than a self-sponsored student 

community of readers that formed organically sponsored the club. In addition, 

Moorman’s (2009) study only examined the interaction among girls. In my study, I 

sought to explore the interactions among a community of readers, regardless of gender. 

Lastly, both of these studies examined the interactions of sixth-grade students (Guice, 

1991; Mooreman, 2009); however, I plan to explore the interactions of elementary 

students in order to add to the current body of knowledge in this area.

In addition, readers may choose to participate in a community of readers. In order 

for readers to interact with texts, they must have access to books (AASL, 2012). Book 

choice is also an important part of a literary experience (Edmunds & Bauserman, 2006). 

However, students seldom self-sponsor classroom book clubs and literature circles 

(Calkins, 2001). This is another reason that makes my study unique. The groups that 

form in the library in which I work were self-sponsored. The communities formed
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organically without the advisement of any adults. For book clubs and literature circles, 

students often prepare by reading at home and by writing questions for group discussions 

(Calkins, 2001). However, when the members of the community of readers come to the 

library, conversations happen spontaneously, without the preparation of questions. There 

is limited research that explores the interactions among readers within the library setting. 

To the best of my knowledge, I am not aware of any research that examines the 

interactions among a self-sponsored community of readers within the library setting.

Although many studies address the effect of book choice (Akrofi et al., 2010; 

Barnyak, 2011; Dutro, 2002; Edmunds & Bauserman, 2006; Greaney, 1999; Kraemer et 

al., 2012; Mohr, 2006; Nippold et al., 2005; Stahl &  Heubach, 2005) and access to books 

(Lindsay, 2010; Whitehead, 2004), some of these studies focus on the affect of these 

factors on student academic achievement (Lindsay, 2010; Stahl &  Heubach, 2005). In 

my study, I was not interested in determining the effect of participation in a community 

of readers on academic achievement. I  was more interested in how the students interact 

with other readers.

Lastly, I  could not locate any research that explored the role of the librarian for a 

self-sponsored community of readers. Therefore, there was a need for a study to add to 

the existing body of knowledge. In summary, this chapter reviewed the literature 

regarding communities of readers. The reader, text, and context are all parts of the 

literary process (Rosenblatt, 1982; 2005). In Chapter 3 provides a discussion of the 

methodology for this nested case study. Chapter 4 consists of the findings, and Chapter 5 

presents a discussion of the findings, conclusions, and implications for future research.



CHAPTER 3 

METHODOLOGY

Over the past three years, I have noticed self-sponsored communities of readers 

forming among students in the school library. These students talked about books and 

recommended books to their peers. The purpose of this qualitative study was to examine 

elementary students from a private school as a community of readers in the library. For 

the purpose of this study, I used Guise’s (999) definition of a community of readers as a 

group of readers with a shared interest in reading who interacted with one another. By 

conducting this nested case study, I answered the following questions:

1. How do elementary students interact as a community of readers in the library?

2. What is the role of the librarian for this community of readers?

Research Design

Because I was concerned with exploring the interactions among a commun ity of

elementary readers in the school library as described by the students’ perspectives, I

needed my approach to compliment this. I wanted to know how this community of

readers interacted with each other. Additionally, I wanted to find out how participating in

a community of readers affected book talk. Therefore, a qualitative approach to inquiry

was the best option for my research. According to Merriam (1988), case studies are

descriptive, not experimental. The case study approach to inquiry analyzes one unit

(Saldana, 2011; Stake, 1995), or a bounded system (Stake, 2000; Yin, 2009). For

63



64

example, a unit can describe one person, one group, or one organization (Creswell, 2013; 

Gillham, 2000; Saldana, 2011). In education, cases are usually people or programs 

(Stake, 1995). This study was a nested case study because I examined the subunits, Jake 

and Heidi, who fit into the larger unit, interactions in the school library (Thomas, 2011). 

In a nested case study, the researcher explores how the subunit is part of a larger unit 

(Thomas, 2011). In my study, I had two subunits: one boy and one girl student who 

participated in a community of readers in the school library. A researcher can choose a 

case strategically, deliberately, or conveniently. The choice of cases may be because they 

meet certain criteria, because they are unique, or because they are available to study 

(Saldana, 2011). Therefore, I selected my participants based on the qualification that 

they were participating in a community of readers in the school library. I selected Jake 

and Heidi (pseudonyms) as my subunits due to the frequency of their visiting the library 

during my initial observations.

The purpose of this nested case study was to examine the community of 

elementary readers from a private school in the library. I was interested in learning more 

about this community of readers from the perspective of the students in order to give the 

participants an opportunity to share their voices. Dyson (2008) described the importance 

of voice when she stated,

What can be done with thousands of children but count them? In mass, 

children— the challenges they present— are faceless, nameless, and 

overwhelming. However, these massive numbers of children are not isolated
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individuals; they are social participants included, or so we hope, in particular 

classrooms and schools, in particular institutions and communities, (p. 117)

The primary research objective for my study was to identify how elementary students 

viewed themselves as readers and how they interacted as a community of readers. By 

conducting this research, I identified reading habits and preferences exhibited by this 

community of readers in the school library. Lastly, this study explored the role of the 

school librarian for this community of readers.

Participant Sampling 

Purposeful sampling determined the participants for the study. I selected 

participants based on their participation in an organically formed community of readers 

group within the school library. Although there was an element of convenience because 

the participants attended the school in which I served as librarian, I was looking for 

students who participated in a community of readers. In the past, I have witnessed 

several groups of students who interacted with each other as they talked about books. 

These same students frequented the library and continued their conversations about books 

throughout the schoolyear during open library, a time where I am not teaching classes, 

and students have the opportunity to visit the library individually, check out books., and 

talk with other readers. As the year progressed, I saw the same students repeatedly 

visiting the library as they talked with other readers. Some students frequented the 

library weekly or biweekly, not including their class visits to the library. A few students 

visited the library daily. The observations of the self-sponsored communities of readers 

made me want to engage in an in-depth study of these groups and of how they form in the
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library. Because I observed similar interactions among students in organically formed 

reading communities in the 2014-2015 schoolyear, I selected some of the students who 

participated in this community of readers to participate in this study.

I have had the opportunity to know participants within the library setting for the 

past three years. Because of this relationship with the participants within the library, I 

have personally witnessed their participation in the communities of readers. Lastly, all 

participants and their parents agreed to participate in the study.

Site Selection

The study site, a private school located in the southeastern United States, serviced 

over 800 students ranging from nursery to twelfth grade. At the time of this study, there 

were 285 students enrolled in elementary grades. The elementary-aged students and 

some middle school-aged students used the library where I served as librarian. The 

library contained over 12,000 children and young adult books; however, it was the former 

site of two classrooms, making it smaller than the average school library. Elementary 

students visited the library for 30-minute increments once a week with their classes. 

Sixth-grade classes also visited the library every other week for about 20 minutes. 

However, students were also able to visit the library during open library times ranging 

from five to six hours daily. Many students visited the library several times a week.

I selected the school library where I worked as the study site because of its 

convenience. In addition, the school library had been the setting for the formation of 

previous communities of readers in the past. Moreover, I felt that since the participants
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were frequent visitors of the library, it would serve as a place of familiarity. Lastly, the 

library was a quiet setting that allowed for limited interruptions.

Participant Demographics 

Because I aimed to study the interactions among a community of elementary 

readers in the school library as described by the students’ perspectives, I selected 

participants who most frequented the library. As I observed the library in the first few 

weeks, I noticed the majority of library patrons were third-grade students. Therefore, I 

opened my study to all third grade students who wished to participate and to those who 

had parental consent. During the initial observation phase, two main third grade students 

frequented the library more often than the other students did, thus these two students 

became the two cases my study investigated.

Jake, Case 1, was a third-grade, Caucasian male who attended the private school 

in this study. At the beginning of this study, Jake was eight years old but turned nine by 

the end of the study. Jake had attended the elementary school since he was in 

kindergarten. He enjoyed playing soccer and reading Big Nate (Peirce, 1991) books and 

the Diary of a Wimpy Kid (Kinney, 2007) series.

Heidi, Case 2, is a Caucasian, female third grader who attended the private school 

in this study. Like Jake, Heidi was eight years old at the beginning of this study, but 

turned nine by the end of the study. She enjoyed reading Bad Kitty (Bruel, 2005) books.

Although Jake and Heidi were in the same third-grade class, not all of the 

participants were from the same class. There were three third-grade classes at this private 

school, and participants for this study came from each of the third grade classes. The
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third-grade teachers were female. Two of the teachers were Caucasian, and one was 

African American. Of the remaining 24 student participants, 10 were female and 14 were 

male. Table 1 displays the demographics of the participants.

Table 1

Demographics of the Study Participants

Pseudonym Gender Ethnicity Grade Class
Adam male Hispanic 3 Ms. Connor
Amanda female Caucasian 3 Mrs. Davis
Amy female Caucasian 3 Mrs. Hall
Andy male African American 3 Mrs. Hall
Bert male Asian 3 Mrs. Hall
Brent male African American 3 Ms. Connor
Carl male Hispanic 3 Mrs. Davis
Cindy female Caucasian 3 Ms. Connor
Diana female Caucasian 3 Mrs. E>avis
Elizabeth female African American 3 Ms. Connor
Gisele female African American 3 Mrs. Hall
Heidi female Caucasian 3 Mrs. Davis
Isaiah male Caucasian 3 Ms. Connor
Jake male Caucasian 3 Mrs. Davis
Joseph male Caucasian 3 Ms. Connor
Justin male Caucasian 3 Ms. Connor
Kimberly female Caucasian 3 Ms. Connor
Lacey female Caucasian 3 Ms. Connor
Lenny male Caucasian 3 Mrs. Hall
Lisa female Caucasian 3 Mrs. Hall
Louis male Caucasian 3 Mrs. E»avis
Matt male Caucasian 3 Mrs. Hall
Melissa female Caucasian 3 Mrs. Hall
Ned male Other 3 Mrs. Hall
Peter male Caucasian 3 Mrs. E>avis
Quinton male African American 3 Mrs. Hall
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Five student participants were African American, 15 were Caucasian, two were 

Hispanic, one was Asian, and one participant was of another ethnicity. Student 

participants represented a variety of reading levels. Although I served as the researcher 

for this study, I was also the librarian. At the time of this study, I was a Caucasian female 

in my thirties.

Data Collection

The purpose of this qualitative study was to examine how elementary students 

interacted as a community of readers. For this nested case study, I observed a group of 

elementary students, focusing on two students, as they interacted with others within the 

school library setting. This study explored the participants’ thoughts on reading, the 

library, book selection, and the role of the librarian. I  collected data during the fall of 

2014 and part of the spring in 2015, beginning in August. I concluded the data collection 

portion of my study in February 2015, when I collected a sufficient amount of data 

needed in order to answer my research questions.

In order to ensure triangulation, I collected data using a variety of methods, 

including observations, interviews, recordings, and documents. I collected data in two 

phases. Phase I of the data collection process began in August 2014 and consisted of 

scouting for the formation of communities of readers. I looked for the formation of 

groups during the first few weeks of school during the scouting phase. In addition, I used 

a sociogram to record which students participated in communities of readers, how often 

they participated, and with whom they participated. Once I identified one or more 

communities of readers, I began Phase II. During Phase II, I  asked the members of the
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community of readers if  they would like to participate in my study, and I sent home, 

detailed information about my study, along with a consent form for parents to sign. After 

the students and parents agreed to participate, I continued observations, began individual 

interviews, recorded conversations, and reviewed documents, such as book check-out 

logs.

Observations

During the observations, I took fieldnotes. As suggested by Bogdan and Biklen 

(2007), while taking fieldnotes, I noted any emerging patterns and my own personal 

reflections about the observations. According to Bogdan and Biklen (2007), fieldnotes 

should be descriptive (i.e., providing the reader with a mental picture detailing an 

accurate account of what occurred) and reflective (i.e., the researcher’s thoughts and 

concerns about what occurred). As I conducted observations, I tried to remain as 

unobtrusive as possible while I attended to my duties as the school librarian. The 

observations aided in identifying the book preferences and reading habits of participants. 

In addition, I was able to observe notable interactions within the community of readers. 

Interviews

In addition to the observations, I conducted individual interviews with the 

participants. The purpose of the interviews was to understand the students as reade rs. I 

conducted initial interviews in order to establish the background of the group members. 

During other interviews, my questions focused on how the group formed. Later, I 

planned for my questioning to focus on how the group functioned; however, as the study 

evolved, the data gathered from the interviews seemed less informative than the recorded
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conversations and observations. Although I conducted interviews, I did not necessarily 

use the results in my data analysis. The data from the interviews seemed less rich and 

descriptive than the other data. Therefore, I relied more on my fieldnotes and recorded 

conversations for analysis.

During initial interviews, I asked general questions to establish the background 

and history for the group members. Initial interview questions included:

1. Have you ever done this before (participated in a community of readers, 

talked about books with friends, interacted with peers in the library, etc.)?

2. How long have you known them (the other members of the community of 

readers)?

3. What made you want to come to the library without your class?

4. What made you want to talk with other readers about books?

My hope was that participants would be able to describe, in their own words, their 

experiences within this community of readers during interviews. In addition, I conducted 

follow-up interviews for clarification or further explanation of reading events or 

community participation. Sample interview questions included:

1. How do you choose books?

2. What is it like being able to talk to your friends about reading?

3. Tell me more about how you know you have found a good book.

4. So, you come to the library without your class and ... ?

5. Tell me about your experience in the library.

6. What does the librarian do?
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I  audio recorded observations and interviews, and I transcribed each interview 

shortly after it was conducted. I used an Olympus VN-702PC Voice Recorder to capture 

observations and interviews and completed transcriptions generally within 24 hours. 

During the observation and interview period, I also reviewed any documents I thought 

might be beneficial in understanding this community of readers, such as book check-out 

logs or notes. Observations were ongoing and took place in the school library until I had 

a sufficient amount of data to answer my research questions. Observations consisted of 

whole or partial group interaction, while interviews were conducted individually. For 

example, the whole group was not present for each interaction; therefore, partial group 

interactions were necessary to observe as they occurred. While I planned some 

interviews, others spontaneously occurred during observations. For instance, I conducted 

short interviews in which I asked students to comment on something I witnessed during 

the observation. However, as I stated previously, the data collected through observations 

were more conclusive than through interviews.

Data Analysis

Once I collected the data, I  transcribed it within 24 hours for interviews and 

recorded conversations. During the transcription process, I became familiar with the 

data. I read the data through one time, jotting down my first impressions and observer’s 

comments. As I read the data line-by-line, I conducted an initial coding of the data, using 

as many of the participants’ words as possible for code words. According to Bazeley 

(2013), “Coding provides a means of purposefully managing, locating, identifying , 

sifting, sorting, and querying data. It is not a mechanistic, data reduction process, but
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rather one designed to stimulate and facilitate analysis” (p. 125). After the initial coding, 

I reduced the number of codes by combining similar codes into analytical categories as a 

means of conducting focused coding (Saldana, 2009). During each reading of the data, I  

wrote down my own thoughts on the data in the form of analytic memos (Bazeley, 2013). 

I  used the computer-based program, NVivo, to organize data by codes. By combining 

codes and reflecting on analytic memos, I was able to identify emerging themes within 

the data.

When I analyzed the observations, I transcribed my fieldnotes from the library. In 

order to obtain the richest data, I  transcribed my fieldnotes as soon as possible. Due to 

the nature of the transcription process, I became familiar with the data in which I 

collected. Stake (1995) recommended that researchers focus on the case they are trying 

to understand as they analyze the data. During the initial reading, I wrote comments in 

the margins, noting my first thoughts and reflections on the observations as they related 

to how the community of readers interacted in the library and my research questions. 

Next, I coded the data, looking for similarities with the interviews.

Researcher Bias

As discussed previously, I was the librarian at the school where I conducted 

research; therefore, I knew the students who participated in the study. Furthermore:, I 

knew many of the students’ parents and siblings, and I had observed their interactions in 

the library over the past three years. Because I had observed the formation of 

communities of readers in the past few years, I  possessed preconceived notions about 

these reading communities. For instance, I had ideas about which students would
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participate. Therefore, I tried to view the formation of groups from the 2014-2015 

schoolyear with a fresh lens. I tried not to assume that the 2014-2015 communities of 

readers would interact, participate, or talk the same way as past communities of readers.

In addition, because I worked in the library, I  assisted students in checking out 

books every weekday during the schoolyear. I  wanted them to love reading and get 

excited about what they read. I wanted them to share their love of reading with their 

peers. Moreover, I believed interacting with other readers would escalate reading 

motivation. As a child, I  hated reading because I struggled in this area. Looking back, I 

wish someone had shared with me how wonderful reading could be when it is something 

you enjoy.

This previous history with my participants and my own feelings towards reading 

may have influenced my thoughts on why the participants interacted in a community of 

readers. In order to attend to these potential researcher biases, I tried report the voices of 

the participants, and not my own. My role as researcher was that of the participant 

observer. Without neglecting my duties as a librarian, I  tried to be more of an observer 

than a participant, since I was interested in reporting the students’ voices and 

experiences. By collecting data from multiple sources, I  triangulated my data, to protect 

it from personal biases.

Although research indicates that the library has the most impact on students ’ 

academic achievement when the librarians are certified (Francis, Lance, & Lietzau,

2010.; Lance & Hofschire, 2012; Ontario Library Association, 2006; Rodney, Lance, & 

Hamilton-Pennell, 2003; Small, Meredith, Meredith, Snyder, &  Parker, 2007; Small,
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Snyder, &  Parker, 2009; Todd, 2005; Todd, Kuhlthau, & Ohio Educational Library 

Media Association, 2004), I  am not a certified librarian. However, I am a certified 

teacher. I did not realize that I was insecure about my lack of certification in library 

science until I began researching the impact of school librarians. Now I feel that this 

insecurity might have influenced my thinking on the role of the librarian. However, even 

with much research regarding the effect of librarians on students’ achievement, Lance 

and Hofschire (2012) recommended future qualitative studies for school libraries that 

employ librarians who are not certified in order to determine how students and teachers 

handle not having a certified librarian on staff.

Ethical Issues

For the past three years, I have been the librarian at the school where I am 

conducting my study. Prior to that, I taught third grade for six years at the same school. 

Therefore, I  have established relationships with the students and teachers at the school 

serving as the research site. However, I could not allow the research to interfere with my 

duties as librarian. In order to address the conflict of interest between my role as the 

librarian and researcher, I decided it was my responsibility to be the librarian first and 

researcher second. As part of my role as librarian, I was obligated to enforce rules and 

protect the rights of all library patrons. Although I encouraged communication among 

students who used the library, I also enforced a low level of noise as to not interrupt 

fellow library patrons or nearby classes. Even though I was interested in how this 

community of readers interacted and talked about books, the interactions of the 

participants could not interfere with other library patrons. However, this conflict of



76

interest could have compromised my study. In addition, because the groups were self

sponsored, I only selected potential participants based on the possibility of a group 

forming in the library during the schoolyear. I did not have control over how often or 

what time participants came to the library. The teachers were responsible for sending 

students as it fit into their schedules and open library times.

However, I focused my research on reporting the data from the students’ 

perspectives. I conducted student interviews and observed students as they interacted in 

the library. Because the participants in this study were elementary students, I did not 

provide transcripts for member checking. Rather, I checked in with one or more 

participants on a regular basis. When I checked in with the participant, I described my 

thinking about what was happening and what the participants were telling me to make 

sure I understood what they meant. However, I did not disclose too much information 

about what I was studying too early in the study.

In order to protect the participants’ rights, I  ensured confidentiality by using 

pseudonyms. In addition, I changed the name of the school to protect the identities of the 

participants and school community members. All participants received an informational 

letter describing the study, and they needed a signed parental consent form in order to 

participate. Additionally, in order to ensure participant safety, the international review 

board (IRB) of my university needed to approve this study prior to its taking place. 

Students not participating in this study were not included in my fieldnotes, unless it was 

pertinent to the conversation of the participants. I  did not anticipate any harm coming to
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students by participating in this study. I stored all data saved in a secure location, and it 

will remain there for at least five years.

Trustworthiness of the Study 

Establishing trustworthiness can be a difficult task for qualitative researchers 

(Shenton, 2004). According to Guba (1981), researchers can address the challenges of 

establishing trustworthiness in qualitative research by establishing internal validity , 

external validity or generalizability, reliability, and confirmability. Internal validity 

refers to credibility. External validity or generalizability suggests transferability. For 

instance, researchers have established external validity if it is possible to follow the same 

procedures with different participants and generate the same results (Guba, 1981). 

However, in case study research, generalizability may not be the goal (Stake, 1995).

Stake claimed that, “Case study research is not sampling research. We do not study a 

case primarily to understand other cases. Our first obligation is to understand this one 

case” (p. 4). Reliability refers to dependability of the study. For example, studies are 

reliable if  they are replicable. Finally, objectivity denotes confirmability. Biases of the 

researcher must be “effectively screened out” in order to ensure objectivity (Guba, 1981,

p. 81).

Although generalizability is not always possible for or the goal of the case study 

approach, Stake (1995) suggested describing methods and procedures in layperson 

language and providing data prior to presenting interpretations in order to improve 

validity. As stated previously, I had been the librarian at the site for three years, thus 

establishing rapport with elementary students and potential participants. According to
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Guba (1981), “Spending an extended period at a site allows locals to adjust to the 

presence of researchers and to satisfy themselves that they do not constitute a threat” (p. 

84). In addition, I  am not only aware of the culture of the school, I am also immersed 

within it. Moreover, I gathered data from a variety of sources in order to ensure 

triangulation.

Guba (1981) asserted, “The process of member checks is the single most 

important action inquirers can take” (p. 85). However, my participants were elementary 

students; therefore, I conducted member checks during my conversations with the 

students. Yet, on many occasions, I let the students initiate the conversations with me, 

but I would ask questions to confirm that my understanding of the members’ interactions 

were correct. In order to ensure transferability, I  attempted to gather rich, descriptive 

data (Guba, 1981). I established dependability by documenting an “audit trail” of the 

research methods used in my study in order for other researchers to replicate this study 

(Guba, 1981; Yin, 2009).

Summary

In conclusion, this nested case study aimed to examine elementary students from 

a private school within a community of readers. I was interested in how this self

sponsored community of readers interacted and participated within the community in the 

library setting where I work. I was interested in exploring the interactions among a 

community of elementary readers in the school library as described by the students’ 

perspectives. The case study approach allows for a descriptive analysis of the case 

(Merriam, 1988). I collected data from a variety of sources, such as field observations,



participant interviews, and other related documents in order to ensure triangulation. 

Although I was the school librarian, I tried to remain as unobtrusive as possible as I 

collected data; however, I also had to pay careful attention to any researcher biases noted 

previously. After collecting data, I transcribed and coded the data. Chapter 4 and 

Chapter 5 for this nested case study include the findings, data analysis, and discussion.



CHAPTER 4 

FINDINGS

The purpose of this qualitative nested case study was to examine elementary 

students from a private school who frequented the library as a community of readers. For 

the purpose of this study, I utilized Guice’s (1991) definition of a community of readers 

as a group of readers with a shared interest in reading who interact with one another. In 

this case, the interaction occurred in the library of a private school. During this nested 

case study, I  aimed to answer the following questions:

1. How do elementary students participate and interact as a community of 

readers in the library?

2. What is the role of the librarian for this community of readers?

In this chapter, I present the frequency of student visits to the library, examine the tules 

for access for the library, discuss the types of interactions, define the categories of the 

data, and report the findings of the study. To increase fidelity, I report student 

conversations and student written communications without altering grammar or spelling.

I am the librarian in this study, so any reference to the librarian is a reference to myself.

Access to the Library

During this study, the students discussed the topic of access with me; however, I 

conducted the study in more of an interview manner than compared to how I gathered the

80
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rest of the data through observations and interactions. Library access consists of teacher 

rules regarding which students were able to go to the library, how long and often students 

could frequent the library, and which books the students could check out of the library. 

Who is Allowed Access to the Library?

The students revealed through a series of conversations that there were class rules 

about which students were allowed to visit the library. According to the students, the 

teachers set restrictions for which students visit the library. According to Peter and 

Amanda, most of the time the teacher would let the students who asked go to the library:

Me: So who, how does she [the teacher] decide who gets to come?

Amanda: Whoever asks.

Peter: Whoever asks first...

Amanda: Like in order.

As noted by Peter, the teacher let the students who asked first go to the library first. 

Sometimes the teacher would restrict how many students could frequent the library 

together. According to Peter and Amanda, the teacher set a restriction for the number of 

students who could visit the library about one time. Once those students returned to the 

classroom, the teacher would allow the next set of students to go to the library. The 

conversations among the students also revealed that teachers had rules about how many 

students could be in the library at one time from one class.

I asked, “So, sometimes you guys come to the library with other people from your 

class and sometimes you come by yourself. How do you guys get to decide who comes 

to the library?”
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Amanda replied, “It’s . . .  three people get to go at a time.”

Peter said, “At least three people.”

I asked, “Is this a classroom rule?”

Heidi, Amanda, and Peter stated, “Um, yeah. Yes.”

I asked, “For whose class?”

“Heidi, Amanda, and Peter answered, “Mrs. Davis.”

I confirmed, “Mrs. Davis’ class.”

Heidi stated, “I think for all the classes.

Although student restriction rules may have varied among the third-grade teachers, these 

three students agreed that their teacher allowed three people from their class to go to the 

library at a time. On most occasions, I noticed that there usually were not more than 

three students from one class present at the library at a given time.

Duration of Library Visits and Time Restrictions

The data indicated that there were rules about how long students could stay in the 

library and when they were allowed to come to the library. Heidi and Peter continued to 

talk to me about the time restrictions.

Heidi said, “But we can only go to the library in the morning or afternoon.”

Peter said, “Or after 2.”

I asked, “Or after 2?”

Heidi verified, “Yeah.”

The students confirmed that their teacher set time restrictions for student visits to the 

library. As the librarian, I also set rules about when students could come to the library. I
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allowed students to frequent the library without their class during an open library t ime.

As Peter and Heidi stated previously, before school in the morning and after two o’clock 

in the afternoon were two of the open library times. Yet, other times I offered open 

library times throughout the day. On a typical day, open library times accounted for over 

half of the school day. However, the library had to close at times, because I had other 

school duties.

I stated, “You are going to have to make your [book] decision because I have to 

go to car line though. [The library closes when I go to car line duty.]

Jake said, “Oops.”

I added, “Because it is pretty late.”

Jake asked, “What time is it?”

I replied, “2:55 p.m.”

Jake said, “Uh oh.”

Although I had other school duties, such as car line duty, I  wished that I could have been 

in the library for the duration of the entire school day. In addition, the library closed 

before car line began, and the library did not have after school hours due to a lack of 

library staffing. However, I  encouraged families to go to the local public libraries after 

school or to visit the school library during regular school hours, if possible.

Which Books Can Be Selected

The students also told me about the book selection rules that some teachers had 

for their students. Sometimes the teacher had rules for which students could check out
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specific books based on the reading level (usually the Accelerated Reader level). For 

example, Heidi discussed this rule with me in the following conversation.

Heidi said, “I have a 3.1-4.7 [Accelerated Reading level]. Could I take one of 

those books?”

I replied, “Sure. And you know it is really up to your teachers. I don’t mind as 

long as they are okay with it.

Amanda asked, “Do what?”

Heidi clarified, “She says she wants me reading at least a 5.0 before u m . . .  next 

Friday.”

I replied, “Okay.”

Situations similar to this scenario happen in the library on occasion. Students want books 

that are not within their reading levels. I  usually do not mind if students read outside 

their reading levels, unless age-appropriate content is an issue. However, I also like to 

support the teachers in their decisions about the books students can check out. On those 

occasions when a teacher has rules about reading levels, I would often suggest allowing 

the students to check out one book within their reading level ranges and one book for 

student choice.

Frequency of Student Library Visits

In addition to examining access to the library, I  also recorded how often students 

frequented the library. Table 1 indicates the number of days the participating third-grade 

students visited the library between August 20 and January 6. Only third-grade students 

who agreed to participate in this study were included in Table 2. Again, the student



participants who frequented the library represented a variety of reading levels. Some 

students visited the library multiple times per day, yet Table 1 reflects if  the student was 

present in the library at least once per day. Melissa, Jake, and Heidi frequented the 

library the most often over the duration of this study.

Table 2

Number of Days Participating Students Visited the Library

Student name Total number of davs

Adam 11
Amanda 9
Amy 3
Andy 20
Bert 2
Brent 8
Carl 8
Cindy 4
Diana 25
Gisele 6
Heidi 30
Isaiah 8
Jake 31
Joseph 6
Justin 7
Kimberly 8
Lacey 1
Lenny 11
Lisa 9
Louis 10
Matt 14
Melissa 32
Ned 12
Peter 15
Quinton 15

Total visitations 305

Note. Recorded student visitations occurred between August 20 and January 6.
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Students’ Library Interactions

Once allowed access to the library, the majority of students interacted with other 

library patrons. The interactions occurring in the library constituted four main categories: 

talking about the library or librarian, discussing logistics of getting books, engaging in 

book talk, and participating in nonlibrary or nonbook-related talk. Opinions about the 

library and librarian shared among students constituted the fewest number of occurrences. 

The logistics category contained talk about library assistance and processing and ranked 

second highest in instances. As Table 3 indicates, book talk was overwhelmingly the 

main type of interaction that occurred in the library during this study (445 instances). 

Ranking at third highest was nonlibrary or nonbook related talk, another type of 

interaction that occurred among this community of readers while in the library.

Table 3

Four Categories o f Interactions Occurring in the Library

Category Code Number of items coded

Talk about the library or librarian (TL) 20

Logistics of the library process (L) 287

Book talk (BT) 445

Nonlibrary or Book-related (NL/BR) 100
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Talk about the Library and Librarian

During the discussions that took place in the library, the students shared opinions 

with each other or with me about the library and the librarian. O f the ones I heard, the 

opinions shared about the library were positive in nature. In general, the children 

appeared to take pleasure in coming to the library; they found it to be a place when? they 

felt comfortable, and they enjoyed having access to the books and to each other. For 

example, Heidi said to me, “I think the library is the kids’ favorite place to go at school.” 

She paused for a moment and then she added, “Except maybe the lunchroom.” One 

participant opted to spend her free time in the library rather than playing outside for 

recess.

In addition, Matt described the library by stating that, “A library is like traveling 

around the world.”

Another student, Quinton, added to Matt’s description, “A library is like traveling 

around the world of books.” Quinton also reported that the library was a place with “so 

many good books”.

The student opinions shared about the librarian were positive, as well. For 

instance, Quinton gave me a Christmas present and attached a note that read,

I wanted to be creative and fold this letter into origami so you can read it 

better. You are a GREAT Librarian and I  just wanted to say you can fold it again 

and. . .  MERRY CHRISTMAS! And a Happy New Year!

He had drawn pictures of the steps for making an origami character from the series; he 

was reading on his note. Overall, the students reported positive opinions and comments
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about the library and the librarian. Not only did students have positive attitudes about the 

library, but they also talked about the books in the library.

Logistics of Library Processes

Some of the conversations occurring in the library centered on the logistics of the 

library process. For many students, helping others with book locations was a part of a 

library visit. The members of the community of readers would ask for or provide help to 

others in terms of book locations, processing books, or requesting books. Sometimes 

students requested help from other students, while other times the students requested help 

from the librarian. As Table 4 indicates, students were about twice as likely to interact 

with me as they were with other students in terms of seeking help or assisting others. 

Most of the interactions among students and me in the logistics category consisted of 

processing books. The majority of the logistics interactions among students consisted of 

helping others with book locations.

Table 4

Number and Types of Logistics Interactions

Types of Student-to-Student Student-Initiated Librarian-Initiated
Interactions Interactions Interaction Interaction with

with Librarian Student

Processing books 26 112 14

Book location 48 48 3

Do you have? 5 27 4

Total 79 187 21
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Processing books. Some of the interactions between students and the librarian 

included the act of processing books, which consisted of the librarian preparing books for 

shelving or check out, the librarian helping students check out books by scanning them, 

or the students turning in books in order to select new books. Oftentimes, students would 

ask the librarian if new books were ready for check out in the library. For example, a 

conversation occurred between Jake and me regarding when the new books would be 

ready for check out.

Jake asked, “Um, do you have any of the new books from the book fair set up 

yet? I know, I know I saw, I know there are some of them because I saw Spirit Animals 

[series] and I ’m pretty sure no one bought that [both laugh]. But there was a lot of them 

[Spirit Animals series].”

I answered, “Um, a few of them are on the book shelves so far— like The Spirit 

Animals [series] and some of the . . . ”

Jake interrupted, “I want the Geronimo Stilton [series] one!”

I clarified,

Kane Chronicles. These are the ones that are ready to go back on the shelves.

Um, these are all ones that I ’m still working on. So, they should be on by the end 

of the week— like Friday or the very beginning of next week.

Jake said, “Okay.”

This conversation reveals that different types of library talk often overlapped 

within a single interaction. For example, Jake asked if there were any new books, and we 

also discussed book location and which books were previously processed, and then;fore
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ready for check out from the library. Jake was interested in books that were part of a 

series. Series books were quite popular among this community of readers, as they are for 

many intermediate-grade readers (Randisi, 2010).

Library questions. Students would also ask questions about the library or things 

in the library. For example, there were several sets of books stacked on the floor, 

because a bookshelf needed repair. When Jake walked in, he was curious about the 

books.

Jake asked, “What happened to the shelves? Why are there so many books off the 

shelves?”

I replied, “Um, someone, a teacher has checked out the reference books. So, 

that’s why they’re gone.”

Jake said, “Also, but there’s like a bunch of other books on the she— on the 

ground. What are that-what is that for?”

I answered, “They’re gone.”

Jake: asked, “Where did they go?”

I told him, “Back on the shelves.” [A stack of books had been on the floor so the 

maintenance man could repair the shelf, but I put the books back on the shelf.]

Jake said, “Oh. Why were they—why were they on the floor?”

I explained, “Because the shelf was not strong enough.”

Jake replied, “Oh.”

I said, “But it w ill be soon.”
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As the conversation indicated, Jake asked a question about the books, because they were 

not in their usual place on the shelves. Another time Heidi tried to check out a book, but 

the book scanner was not working properly. She inquired about the scanner.

Heidi asked, “Your thing’s [book scanner] not working?”

I said, “Um, just sometimes there’s just a book that just won’t scan. So, I got both 

of them. Thank you.”

Clarification questions. Another type of question that students asked was that of 

clarification. These clarification questions, asked in order to find out more information, 

often led to helping others. For example, Heidi approached me about books about 

libraries. I was not sure what she was looking for exactly, so I asked more questions in 

order to assist her in her search.

Heidi asked, “Um, do you have any those like, library books that you’ve been 

reading us that’s literally about a library and something else?”

I replied, “Hmm. Like which ones that I ’ve been reading? Like The Library Lion 

like that?”

Heidi said, “Something like that.”

I said, “I do have The Library Lion. Do you want that one maybe?”

Heidi relied, “I just want to look at it.”

As in the previous example, sometimes I would need to ask more questions for 

clarification in order to assist students in the library.
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On another occasion, I saw Carl looking through the shelves. When he stated that 

he could not find what he was looking for, I asked a clarification question in order to help 

him find the book.

Carl said, “I can't find the book I'm looking for.”

I asked, “What book are you looking for?”

Carl said, “It's related to the book I turned in [LEGO Star W ars]”

I asked, “Is it LEGO or is it LEGO Star WarsT  

Carl replied, “LEGO Star Wars.”

I said, “The only place I could think it could be would be in the buckets, but I 

think you already looked there.” Carl looked through the buckets again.

After asking the clarification question, I told Carl some of the types of books he 

was looking for were on the back shelf. He looked through the books on the back shelf 

and said, "Not the book I was looking for, but I'll take it!" He checked out another book 

instead.

Assistance with book location. At times, the students or I would seek or provide 

assistance to others in finding the correct book location. Sometimes students would help 

other students find a book, reach a book, or find the correct book location. Other times 

students would ask other students or the librarian for help with book location. Key 

phrases used included, “Can you help me find . . .  ?” or “Where is ..  . ?” In the following 

conversation between Heidi and Peter, the students offered help and requested help from 

one another.

Heidi asked, “I Survived [series]?”
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Peter confirmed, “I Survived [series].”

Heidi said, “Oh. If  they had I Survived [series], I ’d be going crazy in here.”

Peter agreed, “I know. They’re over there.” He whispered, “Really. I ’ll go show 

it to you.”

Heidi whispered, “Go show it to me right now.” They walked over to the I 

Survived series.

Heidi said, “He’s gonna to show me where the I Survived book is before I get

this.”

Peter said, “It’s right there,” and showed Heidi the I Survived books. “They’re all 

right there.”

Heidi said, “I thought you said [there’s] only one.”

Peter whispered, “I thought there was only one.”

Heidi said, “I ’m gonna go put this [other book] away,” and she walked to put her 

other books back. “Okay.”

Peter said, “Right there.”

Heidi replied, “I see it. Oh, they have the Lagoon books [The Black Lagoon 

series].”

Students like Heidi and Peter helped each other locate books in the library on 

several occasions. However, students also sought help with book location from me. As 

in the following example, students would ask where specific series were located in the 

library.
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Jake asked, “Oh, do you know where all the Who Was [series] books are? Just 

asking.”

I answered, “Here.”

Jake asked, “What?”

I said, “They’re all over here.”

Jake replied, “Oh.”

I added, “Some of them are new.”

Jake walked over to the Who Was [series] section.

I said, “They’re here and here,” and showed Jake where the series were located in 

the library. Students were just as likely to seek or assist with book location with another 

student, as they were to seek assistance with book location from me.

Do you have? Students also wanted to know if  our school library had certain 

books. Often times they would ask questions such as, “Do you have?” or “Is it ready?” 

Other times they asked, “Is it checked out?” For example, Quinton wanted to check out 

another book from the series he was reading.

Quinton asked, “Art2D2 still checked out?”

I replied, “Yes, it's still checked out. Your dad came in this morning to check to 

see if  it was here yet.”

Quinton said, “I just can't wait for it.”

Four more times he came into the library inquiring about this specific book during this 

study, asking if it was checked out still. When I told him yes, he commented, “It's been 

checked out for a long time,” which I acknowledged. As in the previous conversation
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with Quinton, when students wanted to check out a specific book, they often asked for 

the book until a student or teacher returned it to the library.

Others came to the library asking for books on a particular topic. For instance, 

Isaiah was looking for books about scouting and survival. He said, “Hola! Do you have 

any cub scout books?”

I replied, “No.”

He then asked, “Do you have any about survival?”

I said, “No, but I have some about fishing and camping.”

Much like Isaiah, students asked for books with specific content.

On several occasions, students asked if we had new books. Jake often came to the 

library looking for new books. Once he approached me and asked,

Um, do you have any of the new books from the book fair set up yet? I know, I 

know I saw, I know there are some of them because I saw Spirit Animals [series], 

and I ’m pretty sure no one bought that.

We both laughed, and then he asked, “Do you have any new Big Nate [series] 

books?”

I replied, “Yep. There’s two at the top there,” and pointed to the shelf.

Jake said, “Oh, they’re— oh, they’re the ones I ’ve read.”

I replied, “Oh.”

Jake sighed and said, “Oh cool! Oh, I ’ve already taken a quiz on that. Never 

mind. Do you have the new Captain Underpants [series] or has someone checked it out?” 

I  asked, “What?”
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Jake said, “Don’t say it, but I ’m guessing someone took it.”

I replied, “There were two.”

Jake said, “Huh? There were two what?”

I said, “There were two of the new ones.”

Jake said,

They’re not— well, I saw this one, and it was a full color Captain Underpants and 

the Talking Toilets and I looked at it and I ’m like, “Oh, look! It’s the Attacking 

Toilets one,” so I looked at it, but it, it wasn’t the new one. What are the only 

new books? What are the new books that you have? That you think that I would 

like? [Jake laughed]

When Jake asked for new books, I would try to help him locate the ones I had 

previously processed and placed on the shelf for check out. However, sometimes I had 

new books that I had not processed yet. Jake said,

Uh oh. [talked to himself] Where is the one that I haven’t read? I think I ’ve read 

that one though, [asked me] Do you have Disaster Strikes [series] or was it all 

sold out [at the book fair] by the time . . .  do you have any of the Disaster Strikes 

[series], or did everyone buy it?

I said, “Um, I got the first and the second one, but they’re not ready yet. They 

won’t be ready until we get back from the [fall] break.

Jake said, “Okay. “

I added, “But I got both of them.”
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Although in the previous conversation with Jake when the new book was not ready for 

check out yet, I tried to process books as fast as I could because I knew how often 

students requested new books to read. However, this also meant that even once I 

processed the new books, there still were not enough for all of the students to check out at 

the same time. For instance, Jake requested a new book, but another student checked it 

out before him. Jake asked me, “Do you have the new Diary of a Wimpy Kid book here 

yet?”

I replied, “It’s still checked out.”

Jake said, “’Cause if it wasn’t . . .  if it was here I would want to check it out.”

Jake had to check out another book, because the new book was not available.

Book Talk

When students frequented the library, they often engaged in discussions that 

centered on book-related topics. Students would discuss books with other students or the 

librarian, ask questions about book descriptions, share book preferences, discuss book 

genres, and declare book selections. This kind of book talk is unique from the kinds of 

interactions described previously in that it is conversation about books. As depicted in 

Table 4, several topics of conversations revolved around book talk: students talked about 

book decisions, the books they had read, and book level.
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Table 5

Number and Types o f Book Talk Interactions

Types of
Book
Talk

Student to 
Student 

Interactions

Student-Initiated 
Interaction with 

Librarian

Librarian- 
Initiated 

Interaction with 
Student

Total

Book
Decisions

85 116 19 220

Books the 
Student 
Had Read

57 72 11 140

Book
Level

15 68 85

Total 157 256 32 445

According to the data, students were more likely to engage in book talk with the 

librarian than with other students. When the students talked with me about books, they 

were more likely to discuss their book decisions and books they read. Similarly, when 

students chose to engage in book talk with other students, they were most likely to 

discuss book decisions and books they read with their peers. Yet, students were almost 

twice as likely to talk about books with me as they were with their peers.

Decisions about books. During library visits, students would make decisions 

about books. They would make a book decision in order to check out. In the next two 

sections, I discuss how book preferences and book-choosing strategies influenced the 

students’ book decisions.
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Book preferences. The students also had conversations about book preferences. 

They shared their likes and dislikes with their peers. In conversations, phrases such as “I 

like,” “I want,” or “I do not like” usually accompanied the book preferences. For 

example, Peter mentioned a series to Heidi in a conversation, and Heidi became excited 

about the books and wanted Peter to show her where they were located in the library. 

Heidi asked, “I Survived [series]?”

Peter confirmed, “I Survived [series].”

Heidi replied, “Oh. If  they had I Survived [series], I ’d be going crazy in here.” 

Peter said, “I know. They’re over there.” He whispered, “Really? I ’ll go show it 

to you.”

Heidi whispered, “Go show it to me right now,” and they walked over to the I 

Survived series.

In the previous example, Heidi stated that she would “be going crazy in here” if  the: 

library carried the series she wanted. In fact, Heidi and Peter both enjoyed reading this 

particular series, thus Peter helped Heidi with the book location, so they could both, check 

one out.

In another example, over the period of several days, a group of students discussed 

the Bad Kitty (Bruel, 2005) books. Many of the students reported liking them, but Jake 

did not seem to care for them as much as the rest of the group. Originally, Jake asked 

Heidi and Louis for book suggestions. Then Heidi recommended the Bad Kitty (Bruel, 

2005) books and Louis confirmed that he liked them, also. Jake checked out a Bad Kitty



100

(Bruel, 2005) book, but several days later, Jake told Heidi and Amanda, “These books 

[Bad Kitty] are weird.”

Heidi responded, “I love these books [Bad Kitty series].” In this example, the 

students disclosed differing book preferences with one another. In addition, the students 

also shared their book preferences with the librarian.

On a separate occasion, Jake inquired about books that were graphic novels 

similar to The Diary of a Wimpy Kid (Kinney, 2007) series. As I suggested books. Jake 

told me what kinds of books he liked and that he did not like the books I was suggesting. 

He preferred a book, The Yeti Files (Sherry, 2014), which was not ready for check out 

when he came to the library.

As I  showed Jake the pictures in the book, I said, “This one is like cartoons and 

graphic novels...”

Jake said, “Oh, cool.”

I said, “And like Wimpy Kid and...”

Jake said, “I don’t, I  don’t like, I like Big Nate [series] better because it’s like all 

cartoons.”

I said, “Well, this one does have words, too.”

Jake asked, “Are there any other like, can you think of any other books? Like

any?”

I replied, “Um.”

Jake said, “You’re not gonna— you’re not gonna be.. . ”

I said, “The Yeti Files will probably be ready tomorrow. “



101

In a begging voice, Jake said, “Ah, man. You need to do it right now.”

I said, “Well, it will probably be ready tomorrow.”

Jake responded “Nooooo!”

I assured him, “First thing in the morning.”

Jake said, “I don’t want it to be ready tomorrow. I want it to be ready right now.” 

I  said, “This one [Jedi Academy] is ready right now.”

Jake said, “But I don’t want that.”

I replied, “Well, find something you want.”

Jake preferred books that had “cartoons” or illustrations similar to graphic novels, such as 

the Big Nate (Peirce, 1991) series or the Dork Diary (Russell, 2009) series. After 

checking out a few Dork Diary (Russell, 2009) books, Jake said to me, "I don't knew 

why, but I like these [Dork Diaries series] books. Even though they are for girls, I  read 

one last year and really liked it."

I responded, “As long as you like it, you should read it.” Even though Jake 

thought that this series was “for girls,” he knew he liked it; therefore, he checked them 

out to read.

Sometimes students would see other students with books and would try to c heck 

the same book. For instance, Jake finished his book and wanted “the Who Was Walt 

Disney? book that Diana turned in.” He told me that he saw that she was coming down 

to the library to return it, and he really wanted to read it, so he finished his morning work 

and asked to come down to the library to get it. He said that he knew he would not be 

able to do his book report on Walt Disney, but he really wanted to read the book anyway.
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Although Jake stated his book preferences for “cartoon” books, the instance of another 

student reading a book influenced him.

Other times the students share their negative opinions on books with me. If they 

did not enjoy a book, they would return it to the library and choose another book. For 

example, Heidi came to the library and returned her book stating, “I can't really get into 

this book [George Brown, Class Clown]." Thus, she made another book selection. So, 

students felt comfortable sharing positive and negative opinions and preferences for 

books.

Book decisions and strategies. On library visits, the students talked about their 

book choices and changed their minds about books. The students often stated their book 

choices to others or use strategies in making their book decisions. The three book- 

decision strategies observed in the library included reading the book titles and 

descriptions, just looking at the books, and making or seeking book recommendations

Reading titles and book descriptions. While students browsed the books, 

sometimes they used strategies like reading the book titles, book descriptions, or a 

selection from the text. One student in particular, Quinton, used this strategy for book 

selection on multiple occasions. For example, one day Quinton stayed in the library one 

day for over 15 minutes looking at books, putting them back on the shelves, going to 

another shelf, and flipping through another book and putting it back before deciding on a 

book selection. On another occasion, Quinton used this same strategy to make his book 

decision. Quinton said to me, “I don't know which two to get. They all look really
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good. This one looks the best [The Cave that Shouldn't Collapse]."

I replied, “Well, definitely get that one then. Then you have two to choose from.” 

Quinton flipped them over and read the back cover of two books. He left one book: on 

my desk to check out and returned to the shelves to browse longer for his second 

book. He finally decided on another book from the shelf. Quinton used the strategy of 

reading the back of the book or a portion of the book on this occasion and on others.

On another day, Quinton came to the library to pick out a book for a long 

weekend. He chose to read a portion of the book to aid in making his book decision. 

Quinton said, “Ms. Paino, where did all the Diary of a Wimpy Kid [series] books go?”

I responded, “They went around the comer at the top. Do you see them?”

Quinton laughed and said, “Oh!”

Quinton stayed for several minutes. He just went quietly from shelf to shelf reading 

sections of books. He sat on the floor next to the return cart and read one of The Diary of 

a Wimpy (Kinney, 2007) books for about 13 minutes. He put it down and went back to 

the fiction section. He checked out another Diary of a Wimpy Kid (Kinney, 2007) books 

and said, “I keep getting Diary of a Wimpy Kid [series] books. I don't know why.”

I asked, “Do you like them?”

Quinton answered, “Yes.”

I said, “Then you should keep reading them.”

Quinton said, “I have some of them at home. I have Cabin Fever and another 

one. That's why I'm getting the second one. Sometimes I read books out of order.”

He laughed, and I smiled.
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Although Quinton came to the library on a regular basis, he took time to read 

selections from the text before making a decision.

One day several students were browsing the shelves when the following 

conversation took place. Heidi read the book descriptions on the back of the books in 

order to help in making her book decision. She said, “Okay. I ’ve already read that one. 

Lookin’ at the back. Lookin’. Lookin’ at the back. I want this one.”

Peter said, “Uh uh, 2.6, [AR level] come on!”

Heidi replied, “Okay. Science Fair from the Black Lagoon? I ’ve already taken an 

AR test on that. Valentine’s Day from the Black Lagoon. I ’ll get that.”

A student asked, “What is this one?”

Heidi said, “Okay.” She read a description of the book: “Everyone has to make a 

card for Valentine’s Day and even worse, you have to give it to someone in your class. 

Plus, you can’t draw a green colored square or a dinosaur. You must draw a pink or red 

heart.”

In this example, Heidi not only read the back of the book, but she read it aloud to 

the other students before making a book choice.

Just looking. Sometimes students were unsure of which books to select for check 

out, so they decided to browse the shelves or look around the library. Most of the 

students came to the library to “just look” at the shelves of books before making a 

decision. For example, Peter and Heidi came to the library together and the following 

conversation occurred.

Heidi said, “Don’t ask. [pauses] What are you trying to look for?”
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Peter said, “I don’t know. Just looking.”

Heidi said, “Just looking.”

Peter said, “Look!”

Peter used the “just looking” strategy to help in making his book decision. Often 

times, students would discuss the books they saw in the library while they were “just 

looking”. For example, one day Heidi was in the library with Peter and said, “Look what 

I got! I got The Cave of Young Wing Turtles and Science Fair Bunnies.” Later in their 

conversation, they discussed several other books they saw.

Peter said, “Right there.”

Heidi replied, “I see it. Oh, they have the Lagoon books [The Black Lagoon 

series]. “

Peter said, “I wonder what that is.”

Heidi responded, “The Talent Show from the Black Lagoon.”

Peter: Oh, The Black Lagoon. I  might get one of those.

Heidi said, “Go get one, go get something from over there.”

Peter asked, “Oh, there’s some over there?”

Heidi replied, “Yeah. No, there’s not some over there. There’s like a thing 

[stool] to step on over there.”

Peter said, “Oh. Oh.”

Peter and Heidi discussed the books they saw with each other while they were 

“just looking”.
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Other times, the students would discuss the books they saw in the library with the 

librarian. For instance, Jake talked with me about a book he saw:

They’re not— well, I saw this one and it was a full color Captain Underpants and 

the Talking Toilets and I looked at it and I ’m like, ‘Oh, look! It’s the Attacking 

Toilets one, so I looked at it, but it, it wasn’t the new one.

Although the book Jake wanted was not on the shelf, he chose to discuss with me the 

books he saw while he was “just looking.”

Recommendations: Sharing books and seeking and making recommendations. I 

defined sharing books as one student giving a book to another student. This occurred 

especially if  one student wanted a book that another student had. During library visits, 

students also made or sought book recommendations. For example, Quinton was looking 

for a book in the library when Melissa suggested a mystery series new to our school 

library. Melissa said to me, “It takes some people a long time to find library books,” and 

I smiled. She added, “Because there are so many good books.”

Quinton replied, “I know, right? There's so many books, [pauses] There's so 

many good books.

Melissa said to Quinton, “Quinton, you would like this one [Carole Marsh 

mysteries]. They are all right here.”

Quinton said to me, “Has anyone started reading these [Carole Marsh mysteries]

yet?”

I replied, “Yeah, some of the fourth graders are reading them.”

Quinton asked, “Has anyone read The Death Valley one?”
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I replied, “No.”

In the previous example, Melissa offered a book suggestion to Quinton without him 

asking, but before Quinton would take her recommendation, he also wanted to know if 

other readers were reading them.

On another occasion, Heidi and Peter were talking, and Heidi asked Peter where 

he got his book, to which he replied, “Over there. Another student found it, but he gave it 

to me.” The other student shared the book with Peter by giving it to him. On a separate 

instance, Cindy and Kimberly told me about the books in which they wanted for 

Christmas. Cindy revealed to me that she was asking Santa for all of the Dork Diaries 

(Russell, 2009) books, and Kimberly hoped she would get the Left Behind: The Kids 

(Jenkins, 1997) series for Christmas. Then Kimberly added that her friend Diana was 

getting number 1-20 (of the Left Behind: The Kids [Jenkins, 1997] series) for Christmas 

so she could get the number 21-40 so they could swap books. In both of these scenarios, 

the students were willing to share their books with others.

In addition, the sharing books category included times when students wanted to 

share or donate books to the library so other students have access to their previously read 

books. For example, Jake asked, “Can I give some books to the library? I have some I 

finished already, and I wanted to see if you wanted to keep them.” In these examples, 

sharing books meant giving others an opportunity to read books by giving them the: book, 

especially if that student had previously read the book first.

As in the following conversation, sometimes students shared books and made 

book recommendations to other students.
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Heidi said, “So, oooh, this is a good book. Here you go,” and she handed 

Amanda the book.

Amanda said, “That’s too long.”

Heidi said, “It doesn’t matter. You read Diary of a Wimpy Kid [series]. That’s 

too long.”

Amanda said, “This is over 300 pages!”

Heidi said, “So. That’s under 300 pages.”

Heidi recommended a book because she thought it was a good book that Amanda might 

also enjoy reading.

In addition, students often asked other students for book recommendations. In the 

following conversation, Jake wanted book suggestions from other students, to whic h 

Heidi said, “Bad Kitty [series] is a good book.”

Another student, Louis, replied, “I like them [Bad Kitty books], too. I used to 

read Big Nate [series].” Jake ended up taking their suggestions and checking out a Bad 

Kitty (Bruel, 2005) book. After this interaction, I noticed several students from this 

particular third grade class checking out the Bad Kitty (Bruel, 2005) books. Other 

students would come in asking where the Bad Kitty (Bruel, 2005) books were because 

someone in their class had one.

The next day, Amanda asked Heidi, “Where do you keep getting those Bad Kitty 

[series] books?”
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Heidi responded, “I ’ll show you,” as she walked Amanda to the section of shelves 

with the Bad Kitty (Bruel, 2005) books. Bad Kitty (Bruel, 2005) books gained popularity 

over the next few days with the third grade students.

Another example of students seeking book suggestions from one another occurred 

when Kimberly, Joseph, and Isaiah gathered around the Dork Diary (Russell, 2009) 

books. Isaiah asked Kimberly, “Which one is good?”

Kimberly responded, “That one [Dork Diaries Book 7: Tales from a Not-So- 

Glam TV Star] is the newest one,” as she gave him the book.

Isaiah replied, “I want both of these,” as he picked up two books.

In addition to asking other students for suggestions, students asked the librarian 

for book suggestions. In the following instance, Jake asked the librarian about possible 

book suggestions he would like.

Jake asked, “What are the new books that you have, that you think that I would 

like? Jake laughed.

I said, “You probably would have liked that Jedi Academy book. Have you read 

it?” I showed him the books. This is the first one. The second one is a new book, but 

Peter just got the second book.”

Jake sought book recommendations from the librarian.

Talk about books the student had read. Students would also discuss whether they 

had or had not read certain books yet. These conversations consisted of students 

discussing the plot of the book or its contents. Yet, other times the conversations leaned
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more towards “bragging rights,” where students told others what they read and how fast 

they read it.

Sometimes students would share with me the names of books they had not read. 

For example, Carl wanted to check out one of the Diary of a Wimpy Kid (Kinney, 2007) 

books; however, another student had checked out the one he wanted and had not read yet, 

so he got a different one instead. On another occasion, Justin told me which Diary of a 

Wimpy Kid (Kinney, 2007) book he had not read yet. He said to me, “I haven't read this 

one [Diary of a Wimpy Kid: A Novel in Cartoons] yet.”

I replied, “You haven't?”

Justin said, “Nope. Not yet.”

In the previous instance, Justin was simply telling me about the book he had not read yet; 

however, sometimes the students would also describe the book’s plot with other readers 

as a part of book talk in the library.

Describing the book plot and contents. Some of the book discussions among 

students and the librarian included a description of the book plot or the book content. On 

one occasion, Jake walked into the library looking for another book. I inquired about the 

book he had previously checked out. He then proceeded to describe the book’s plot for 

the first four chapters.

I asked, “The new Wimpy Kid [The Long Haul]? Is that why you are coming 

down each morning? How do you like that, Floors?”

Jake said, “It is really good actually. (Jake tells me he has read the first four 

chapters.)



I l l

I  asked, “What’s happened so far in the first four chapters?”

Jake said, “Well, um, the kid he lived in the basement of the hotel.”

I said, “Uh huh,” as another student walked into the library.

Jake said,

So, then he had to like go somewhere, I forgot where. He had to fix something. 

He then finds this purple box that had his name on it. Then, he like saw what was 

in it. It was like rings, well rooms that had rings in it.

I said, “Uh huh.”

Jake said, “So now, I think the next chapter he is entering in that place.”

I said, “That will be a good one,” as another student handed me a book, and I 

responded, “Thank you.”

Jake said, “Now, the chapter says that he’s actually in a pinball machine. So.. . . ” 

I said, “Hmmm, he is entering a pinball machine. That sounds pretty interesting.” 

Jake replied, “It is. “

In the previous example, Jake described the portion of the book he had read, thus 

describing the plot up to that point.

Another day Amanda and Heidi came to the library to see which books they had 

checked out. Amanda noticed that she had a nature book checked out and talked with me 

about the book’s contents. She looked at my computer screen to see the two books she 

has checked out and said, “Oh, that nature book, I want to keep that. We are making 

some things in it.”

I said, “Ooh! That sounds neat. What are you making?”
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Amanda: replied, “Well, it teaches you how to make twig furniture. We are 

building twig furniture. My dad is making the birdbath. It's little, but we are also making 

pot...pot...”

I asked, “Potpourri? (I remembered her talking about this with me during library 

one day. She was telling me that she was making the potpourri from the book.)

Amanda said, “Yeah!”

I said, “Cool,” and both girls began to browse the shelves.

Later, both Amanda and Heidi were looking at books in the arts and crafts section of the 

library and flipping through the pages of several books. This led to the following short 

discussion of the contents of the craft book.

Amanda said, “Oh look at this. This is so cool. Wait.” They looked at a craft

book.

Heidi said, “I can't afford that!”

Amanda asked, “You can't afford it? It's string.”

Heidi replied, “I used to have money, but not now.”

In the previous instance, Amanda and I discussed how she was making several crafts 

from the book she was reading. Yet, later Amanda and Heidi discussed why Heidi could 

not make the crafts like Amanda.

On a separate occasion, Matt asked me, “Can we get the country books?” I  told 

him that he could. Then, he said that he likes to look at the breakdown of religions 

practiced in the different countries. He told me several facts about Turkey and Ireland.
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He also discussed the religious practices in the Middle East by letting me know that in the 

Middle East people practiced Muslim beliefs.

At another time, Matt and Quinton discussed the plot of the book he was reading. 

Matt said to me, “Y'all have Where the Red Fern GrowsT  

I responded, “Yes.”

Mat said, “It's a sad book!”

I said, “It is.”

Then Quinton asked about the book, and Matt told Quinton that it is “about a dog 

who cannot live without another dog, so he dies on its grave,” to which Quinton 

responded by telling Matt to read the summary on the back. Matt added, “My mom loved 

that book as a child. She was like, ‘O-M -G!’ I'm going to the country books. To the 

country!”

In this instance, Matt shared with Quinton and me about the things he 

remembered after reading the books. By describing several of the books, Matt was 

proving to us that he was a reader, a member of this community of readers. This is 

similar to the next section on bragging rights.

Bragging rights. Some student conversations about reading books leaned towards 

what I came to call “bragging rights,” where students told others what they read and how 

fast they read it. Often times, these conversations about books did not include plot 

summaries or character discussions. This type of book talk included what they read, how 

fast they read it, how many times they read it, and the size of the book. In the following 

conversations, these bragging rights served as a means of the students identifying
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themselves as readers. In addition, bragging rights functioned as a way the students 

justified their membership in the community of readers.

For instance, Diana told Heidi, who was looking at the books on the shelf, she 

“has read all of the Namia books.” Diana informed Heidi, without her asking, that she 

not only read one of the books, but all of them. Another example occurred between Jake 

and Heidi as they walked through the library discussing which books they had previously 

read.

Heidi said to Jake, “Have you ever read these?”

Jake replied, “Yes.”

Heidi asked, “39 Clues [series]?”

Jake nodded his head affirmatively and said, “Let's look for big books.”

Heidi replied, “This is a big book [The Heroes of Olympus series]. Have you 

read it?”

Jake said, “Well, I  read some of it, but the chapters were really long.”

Heidi asked, “Ten pages? Twenty pages? How much?” Jake did not answer, but 

they walked to the first alcove of books. Heidi said, “Hmm, the Mother-Daughter Book 

Club [series].”

Jake said, “The Blind Side I I  used to have this book!”

Not only did Jake let Heidi know that he had read the series, but he also wanted to 

look for “big books” with her. Jake let Heidi know that he was a reader, and that he was 

capable of reading “big books.” When Heidi questioned Jake about how much of the 

“big book” he had read, he did not respond.
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Students would also discuss the types of books that they read or wanted to read 

with the librarian. For example, Jake told me about the new series he was trying to read, 

the Dork Diaries (Russell, 2009) series. He walked in past Melissa and Quinton and went 

straight to the Dork Diaries (Russell, 2009) series. Jake said to me, “I'm trying to read 

these [Dork Diaries] in order.”

I  asked, “You are? Do you like them?”

Jake replied, “Yeah. I have one and two and now three.” He checked out the 

third Dork Diaries (Russell, 2009) book.

Again, Jake informed me, another member of the community of readers, that he 

had not only read one of the books from the Dork Diaries (Russell, 2009) series, but he 

had read three. Then, after the Christmas break a few weeks later, Jake returned another 

Dork Diaries book and told me that he “won't have to look for the new Wimpy Kid [Hard 

Luck] book” because he got it for Christmas. I responded, “That's great.”

Jake said, “I read it in two or three days.”

I replied, “Awesome.”

In this instance, not only did Jake want to share with me that he had read the 

book, but he also informed me that it only took him “two or three days”.

In addition, Jake also talked with me about other books he read. He told me, “I 

only have one more chapter in that Left Behind book, plus I already read that whole book 

(Christmas Catastrophe).”

I  said, “That's amazing.”
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Jake said, “And I already have the second Left Behind book on my Kindle, so I 

won't have to check it out. I already have it on my Kindle.”

I said, “Cool.” Again, the quantity of books Jake read was important to him, and 

he wanted me to know about it.

Another example included when Heidi discussed with me how she finished 

reading her book. I asked, “Did you finish Because of Winn Dixie?

Heidi replied, “Uh huh. Well, depending on I read the book two times and I ’ve 

looked at the movie, my favorite part is when Winn Dixie gets a bath.”

I said, “That is a funny part. Take this [book]. Have a great day, I ’ll see you

later.”

Heidi informed me that, not only did she read Because o f Winn Dixie, but that she 

read it twice. In this conversation with me, she was justifying herself as a reader and a 

member of the community of readers.

Book level. The students often talked with each other and the librarian about the 

book level or Accelerated Reader (AR) program. The students would discuss whether a 

book was or was not an “AR book,” meaning if it was part of the AR program and had an 

AR quiz. In addition, they would discuss how many AR points the book was worth. 

Students received AR points for passing AR quizzes on the books they read. Some, 

classroom teachers would reward students for acquiring specific amounts of AR points.

At the school, a wall outside of the library displayed pictures of students who had 

acquired 50 AR points. Students would also discuss with each other and with me how 

many AR points they had acquired. For example, Diana picked one biography book and
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another book. Before she left, she told me she had 91 AR points because she took a quiz 

on her biography book. I congratulated her. On another day, Diana talked to me about 

earning enough AR points to reach her AR goal. Diana asked me, “Can I please get a 

book?”

I replied, “Sure.”

Diana said, “I only need 3 more points to reach my goal of 100 [AR points] by the 

end of the month.”

I said, “Cool.”

Diana checked out two Rainbow Fairies (Meadows, 2003) books and said,

I can read these pretty fast, plus I have a Puppy Place book I'm finishing. These 

are 1 point each and the long Puppy Place books are worth 2 points, but the short 

ones are worth 1 point. So, that totals 3 [AR points]. I'm weird like that. I  read 

them so much that I know how many [AR] points they are worth.

I said, “You can do it [reach your goal].”

This conversation demonstrates how some students shared information about 

earning AR points and reaching their reading goals with me, therefore functioning again 

as a means of bragging rights. Other times students would make a book selection based 

on the AR points. For instance, Heidi said to me, “I want a book with lots of AR points.” 

I recommended a few books that are worth more than one or two AR points. Another 

example occurred when Heidi was looking for a book that had multiple AR quizzes.

Heidi asked me, “Do you know those books I'm always asking about?”

I said, “No. What were they called?”
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Heidi responded, “The ones with lots of AR quizzes.”

I said, “Oh, yeah.”

Heidi said, “That's what I'm looking for.”

I said, “Well, let's see.” We walked together over to the fiction shelves. “You 

have to look at the side of the book, and if it has more dots, then it has more AR quizzes 

like this one (The Cheetah Girls (multiple books in one).”

As this conversation illustrates, sometimes students selected books based on if 

and how many AR quizzes were offered. In addition, students used reading books with 

higher book levels and gaining points as means for justifying to others their membership 

in the community of readers.

Other times students would talk about the AR book levels and their personal AR 

reading levels.

Heidi asked, “Diary....Where is Diary of a Wimpy Kid?”

Amanda said, “Wait, where is it? “

Heidi said, “Oh. I thought those were.. .they are right down here, [pause] I knew 

why they were in my range.”

Amanda said, “6.5? Oh, gosh.”

Heidi asked, “What’s your [AR] level?”

Amanda replied, “5.1”

Heidi said, “Oh. My level is a 3.1 to a 4.7.”

Amanda said, ''’’Funny Frank.”

Heidi asked, “Hey what was your level last year?”
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Amanda said, “Low, um, about.. .1 can only read up to a 4.2-4.5.”

Heidi said, “So, did you ever take an.. .  did you ever look at these books?” 

Amanda said, “4 .2 . . . .  I can read these books except I don’t want to.”

Heidi asked, “4.2?”

Amanda said, “Mm hm [mumble]”

Sharing information about AR points, goals, and levels was a part of student 

interactions with other students and with me. This type of talk overlapped with bragging 

rights, as well. Oftentimes, students discussed how many points they had or how high 

their reading levels were with other members of the community of readers, thus 

establishing their membership within the group.

NonLibrary and NonBook Related Talk 

Although students did much talking about books during their library visits, there 

were times in which they discussed nonlibrary and nonbook related topics. Students 

talked about school-related topics, greeted one another and asked how they were doing, 

and discussed other topics while in the library.

Talking about School

Students talked with each other about school, assignments, projects, or class 

activities. For example, Heidi and Peter discussed how they would have to take FROG 

tests (multiplication drills) when they returned to class.

[Heidi talks to another nonparticipating student. She asks him if they are still 

studying in class.] Heidi said, “Peter, when we get back, we’re doing FROG tests 

[multiplication drills].



120

Peter said, “Ah man. We are?”

Heidi said, “Yeah. Three of them.”

Peter asked, “Three?”

Heidi said, “Yeah. “

Students also talked with me, the librarian about school-related topics on multiple 

occasions. For instance, Heidi came to the library one morning just to let me know that 

she passed her 10s and 11s FROG tests (multiplication drills). We talked about how she 

only had the 12s left to pass. On another occasion, Quinton told me that while he was in 

the library, the rest of his class was writing a paragraph.

Salutations

Salutations became part of the library visits, as well. When students arrived and 

departed the library, they shared salutations with one another, often greeting each other 

by name. The students and I acknowledged someone else's presence as they entered or 

exited the library.

Other Topics of Discussion

Sometimes students would talk with each other or to me about other topics. For 

example, one day Jake talked to me about what he got for his birthday. He said, “I know 

how to plug it [the tablet] in because I have a tablet like this except it’s a Kindle Fire. I 

got a Kindle Fire for my birthday.”

I said, “Cool.”

Jake said, “I was so happy because that’s like pretty much exactly what I asked

for.”
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I said, “Good.”

As this conversation demonstrates, not all conversations that took place in the 

library were about the library. The topics discussed between students and librarian 

covered a wide variety of items. On a separate day, Brent and another student come to 

the library. I asked the boys if they had a good break [for Christmas vacation]. Both 

boys said it was good, and they told me what they got for Christmas. On one occasion, 

Matt discussed with me his future plans of opening a store. He walked in and returned 

the books he forgot earlier [two of the country books: France and Brazil] for two more 

country books [Canada and El Salvador]. He told me that he was going to open his own 

store with a friend from class. Matt said,

We are going to sell these bags with highlighter and hand sanitizer in them. Then 

you can rub them and the sanitizer will be that color. We will sell all kinds of 

things. Like notecards and stuff. It will be the color store.

I asked, “What will you name it?”

Matt said, “I don't know yet. But we are going to hire people and stuff. The 

whole nine yards.”

I said, “Wow.”

Matt said, “We will even sell food.”

I asked, “Food?”

Matt said, “Yeah, I can cook.”

I asked, “What can you cook?”

Matt replied, “Donuts. They are easy and they are good.”
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Matt told me how he makes donuts and then thanked me for the books.

In this conversation, Matt felt comfortable enough with me to share his future goals.

On another occasion, Diana came into the library to get new library books for her 

upcoming trip. While she shared with me about where she was planning to go during the 

school break, other students chimed in swapping their travel experiences. Diana said to 

me, “I'm going on a trip and I need my books.” (Next week is our winter break.)

I asked, “Where are you going?”

Diana said, “Pennsylvania and New York.”

I said, “That's a long trip. Are you driving or flying?”

Diana replied, “Driving.”

I said, “Yeah, that's a long car ride.”

Diana said, “Yeah, we won't get there until five or six. And we'll leave at five or

six.”

Jake said to us, “It takes forever to go there. You'll be in the car forever. I've been 

to the Denver Bronco's Stadium.”

I said, “That's cool. “

Heidi said, “The farthest I've been is to St. Thomas.”

As this conversation shows, Diana, Jake, Heidi, and I engaged in an interaction 

that centered on travel rather than books.

Topics of discussion varied among student conversations, as well. For instance, 

several students gathered around talking about “pop-eye pets” (a prize from participating 

in the school fundraiser). Jake would not let Amanda squeeze his “pop-eye pet.” Then
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Heidi told Amanda, “Don’t worry. When you come to my house, I ’ll let you squeeze my 

pop-eye pets.” Students came and went, but when Justin entered, the group was still 

talking about “pop-eye pets.”

Justin asked, “Where’s the pig?”

Jake answered, “What pig?”

Heidi responded, “It’s in my kitchen.”

On a separate occasion, a book about crafts spurred a conversation about money 

and banks between Heidi and Amanda. Amanda was browsing more craft book shelves 

when Heidi said, “Tying my shoe here!”

Amanda said, “Oh look at this. This is so cool. Wait.” They looked at a craft

book.

Heidi said, “I can't afford that!”

Amanda sked, “You can't afford it? It's string.”

Heidi said, “I used to have money, but not now.”

Then the girls continued their conversation talking about money and the bank. 

Although this community of readers engaged in conversations that overwhelmingly 

centered on book talk, the members of this community also talked about other subject 

matter. While this type of talk did not make up the majority of conversations, nonlibrary 

and nonbook related talk was a part of the library interactions for this community of 

readers.
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Patterns of Interactions 

I  examined the community of student readers and their interactions with one 

another looking for patterns of interactions. In addition, I  compared those interactions 

with those between the students and the librarian in order to determine the role of the 

librarian. The next section is a discussion of the community of readers and their 

interactions as a community.

Community of Student Readers and Their Interactions as a Community

In this section, I report the duration of conversations occurring in the library and 

mapped student and librarian interactions. First, I  examined 12 conversations among 

students within this community of readers in the library. I only used the recorded 

conversations to determine the length of conversations (mean and range) and the number 

of turns taken in a given conversation. In the 12 conversations I examined, the mean 

number of turns taken in student-to-student conversations was 24.91. However, the 

conversations were as long as 79 turns and as few as 7 turns. The interaction among 

students tended to last longer, in terms of average numbers of turns taken in the 

conversation, than those with the librarian, but rarely carried over more than a day, which 

more typical for conversations with me. However, there was one instance where a 

conversation among students lasted more than one day. For several weeks, students had 

conversations about the Bad Kitty (Bruel, 2005) book series. On September 9, 2014,

Jake asked Heidi for book suggestions. Heidi stated, “Bad Kitty is a good book.”

Another student, Louis, added, “I like them [Bad Kitty books], too.”
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The next day Amanda and Heidi talked about the same series. Amanda asked 

Heidi, “Where do you keep getting those Bad Kitty books?”

Heidi responded with, “I ’ll show you,” and walked Amanda to the section of 

shelves with the Bad Kitty books. On September 11, 2014, after Heidi recommended the 

series to Jake, he told a group of students that he thought the books were “weird”. 

However, Heidi replied to the group by telling them, “I love these books [Bad Kitty].” 

Other students began asking for the Bad Kitty (Bruel, 2005) series after these 

interactions. Later that month, on September 30, 2014, Heidi told Peter she wanted a Bad 

Kitty (Bruel, 2005) book, but there were none on the shelves. On October 14, Melissa 

was in the library with a nonparticipating student and showed him the Bad Kitty (Bruel, 

2005) books after he asked for them. She told him, “You should get the birthday one—  

it’s the best.” This on-going conversation about Bad Kitty (Bruel, 2005) books lasted 

several weeks and occurred among multiple students.

Moreover, I used NVivo software to examine in-depth the interactions by 

mapping which students interacted with other students or with me during their visit to the 

library. In previous years, I had observed one group of three or four students who 

interacted with each other during their library visits. This influenced my original 

definition of a community of readers. Prior to this study, I considered a community of 

readers as a set group of students who discussed books with one another, but during this 

study, these third-grade students interacted with multiple students depending on who was 

in the library at the same time. Based on the patterns in Figure 1, 1 now have a different
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definition of what a community is for this group of readers. As Figure 1 depicts, this 

group, or community of readers, was a fluid, ever-changing cluster of different people.

Figure 1. Library Interaction Web
Note. * Student had a significant interaction with a nonparticipating student.
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A black line indicates a single interaction between students, while the red lines indicate a 

single interaction between a student and the librarian. Heidi and Jake interacted with 

each other most of the time, as well as with many other students in the community of 

readers during this study. In addition to Heidi interacting with Jake, Heidi was more 

likely to interact with Peter, and Jake was more likely to interact with Diana than with 

other students. However, there was one student, Bert, who did not interact with anyone 

in this community. Although this group was constantly changing, they voluntarily 

interacted and communicated with each other. They sought help and assisted others.

They sought out one another to talk about books (the majority of the time) or topics that 

did not involve books or reading. In addition, they shared ideas, opinions, and thoughts 

with one another. They felt comfortable enough with each other to disclose personal 

stories, as the following conversation illustrates.

Heidi said, “Oh, I found some umm.. .Oh never mind. I thought I found some you 

know...”

Jake asked, “What? I Survived'?”

Heidi said, “Yeah, there’s some over there.”

Diana said, “She [Ms. Paino] moved them.”

Heidi said, “Heavy! Heavy! Heavy! Heavy!”

Jake said, “She [Ms. Paino] moved them.”

Heidi asked, “Where the heck did she [Ms. Paino] move them?”

Jake said, “I don’t know.”



Heidi said, “Let’s find ‘em! They might be among the shelf.. .Did I just say 

‘among the shelf?’”

Diana said, “I think so.”

Heidi said, “Oh, here we go. There are three of them. The Attacks o f September 

11th, The Attacks o f September 11th, and The Destruction of Pompeii [she pronounced it 

POMP-I, with a long i].”

Jake corrected her pronunciation, “Pompeii.”

Heidi corrected herself, “Pompeii.”

Heidi said, “Add 79 [A.D. 79]. 2001. This doesn’t say. She [Ms. Paino] has two 

/  Survived books.”

Jake said, “Three.”

Heidi said, “I mean, two of The Attacks on September 11th."

Heidi said, “My mom was flying that day.”

Jake asked, “Flying what?”

Heidi said, “Flying [on] the plane. She was flying.”

Jake asked, “Did she...die?”

Heidi said at the same time Jake asked if she died, “That day.”

Jake asked, “Did she?”

Heidi said, “No, she was in...wait, where was she? I think...”

Jake mentioned something about the books on the top shelf, and Heidi said, “I 

can’t even reach up there. And I ’m on this [the stool]. Oh my gosh! High School
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Musical. Oh my gosh! I hate those.” She began singing. “High School Musical. Ooh! 

iCarley...I love this.”

Jake said, “How many books did you turn in .. .2?”

Heidi replied, “Yeah.” Jake said something about one of the books, and Heidi 

replied, “Shush! Can it, can it, Jake!” and laughed.

Jake asked, “Did you just call me, “Can It Jake?”

Heidi replied, “Yeah, can it, Jake. That’s what my little cousin calls me, ‘Can It.’ 

She calls me by my middle name, ‘Can It, Mindi.’ I want to go by my middle name, 

Mindi. I don’t like ‘Heidi.’”

In the previous conversation among Heidi, Jake, and Diana, the students helped 

each other with book location, discussed books and preferences, and told personal stories. 

Heidi, Jake, and Diana all wanted books from the same series, but could not find them. 

Together they looked for the books and located them “among the shelves”. Heidi made a 

personal connection with the book about the attacks on September 11th and disclosed a 

personal story about how her mother was flying on an airplane on September 11th. Not 

only were students a vital part of this group, but the librarian played a role in this 

community of readers, as well.

The Role of the Librarian for this Community

In addition to exploring the conversations among students, I  also examined 35 

conversations between students and the librarian within this community of readers in the 

library. Again, I only used the recorded conversations to determine the length of 

conversations (mean and range) and the number of turns taken in a given conversation.
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In the 35 conversations I  examined, the mean number of turns taken in student-to-scudent 

conversations was 16.71. However, the conversations were as long as 116 turns and as 

few as 4 turns. The interaction between students and the librarian tended to be shoiter, in 

terms of average numbers of turns taken in the conversation, than those among strictly 

students, but the conversations occurred more frequently and tended to last over longer 

periods of time. Sometimes these conversations carried over more than a day.

For example, Jake and I had a conversation about the book, Floors that lasted for 

several months.

•  On November 11th, Jake checked out the book, Floors (Carman, 2013), after 

the book he wanted was unavailable. I  encouraged him to tell me if  he 

enjoyed it, because he was the first student to check it out.

•  During our conversation on November 20th, Jake told me about Floors 

(Carman, 2013). He described the plot of the book and his opinion of it thus 

far.

•  On December 12th, Heidi asked me about the book, because she saw Jake 

with it.

•  On January 15th, Heidi questioned Jake about Floors (Carman, 2013). Then, 

they asked me if the book was currently available in the library.

This conversation about Floors (Carman, 2013) not only lasted over several months, but 

it also started between Jake and me, and Heidi joined in later.

On another occasion, Jake talked to me about the Dork Diaries (Russell, 2009)

series.
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•  On December 4th, he stated that he liked the books, the Dork Diaries (Russell, 

2009) series.

•  On December 8th, Jake wanted the new Diary of a Wimpy Kid (Kinney,

2007) book, but he checked out a Dork Diaries (Russell, 2009) book instead.

•  Eight days later, Jake told me that he wanted to read the series, the Dork 

Diaries, in order.

•  On January 6th, Jake returned his Dork Diaries (Russell, 2009) book but 

wanted to take an AR quiz first. After several minutes, he decided to check 

out another Dork Diaries (Russell, 2009)book.

In the previous series of conversations about the Dork Diaries (Russell, 2009) series, Jake 

continued to approach me about this series. The conversation was ongoing while he was 

reading the series.

On a separate occasion, Jake and I continued a conversation about the The 

Gumazing Gum Girl (Montijo, 2013) book for several months.

•  On October 21st, Jake asked me about the The Gumazing Gum Girl (Montijo, 

2013) book, and I showed him where to find it.

•  On October 29th, I  asked Jake about the books that he was currently reading. 

He told me about The Gumazing Gum Girl (Montijo, 2013).

•  The next day, Jake came over to me to tell me that he finished his book, 

Gumazing Gum Girl (Montijo, 2013), in two days.

•  Two weeks later, Jake asked for book recommendations for shorter books like 

The Gumazing Gum Girl (Montijo, 2013).



132

•  On January 16th, Jake requested another book recommendation for a shorter 

book because of how much he liked The Gumazing Gum Girl (Montij, 2013).

I recommended a similar book, which he checked out that day.

•  On January 27th, Jake came to the library to tell me how much he liked the 

book I recommended, and he checked out another book.

In addition, there were similar conversations with other students occurring over a 

period of time. For instance, on November 11th, Diana told me about the books she was 

going to get for Christmas.

Diana said, “My mom said she is going to get me the series [The Left Behind:

The Kids (Jenkins, 1997) series for kids] for Christmas.”

I  said, “Fun.”

Diana said, “So, then...”

I said, “You should tell her, Diana, write down the ones we have and get just tell 

her to get you the ones that we don’t have. That way you can pick out other books that 

you want too.”

On several more occasions, Diana and Kimberly talked to me about how they 

were both reading The Left Behind: The Kids (Jenkins, 1997). On December 3rd, 

Kimberly turned in her Dork Diary (Russell, 2009) book and told me that Diana finished 

the second book to the Left Behind: The Kids (Jenkins, 1997) series, so she was going to 

borrow it from Diana. She would read that one instead of Dork Diaries (Russell, 2009).

A month later on January 6th, Kimberly talked to me about how she finished a book from
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the Left Behind: The Kids (Jenkins, 1997) series, so she wanted to take an AR quiz on it. 

On January 12th, Diana walked into the library to return a book.

Diana said to me, “Here,” and handed The Puppy Place: Shadow book to me.

I asked, “Are you going to get another book?”

Diana said, “No, because I have the read the fourth Left Behind book and plus I 

have another Puppy Place book, so that should get me through this week. But I will see 

you on Friday (her class library day).”

I said, “Okay. See you then.”

Diana said, “Bye.”

Similar conversations that lasted several days or weeks occurred with other 

students, as well. Conversations lasting more than a day occurred more often between 

librarian and students than among solely students.

Not only did I examine the duration of conversations, I also examined the 

interactions of the students. Figure 2 indicates how often Jake and Heidi interacted with 

others.
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Figure 2. Frequency of Jake and Heidi’s Interactions

Heidi had more interactions with other students, yet Jake had more interactions with the 

librarian than he did with other students. Students seemed to prefer interacting with other 

readers, librarian, or peers.

While examining the interactions among students in Figure 1, 1 noticed the 

interactions with the librarian occurred more frequently than interactions between 

students only.



Figure 1. Library Interaction Web
Note. * Student had a significant interaction with a nonparticipating student.



As indicated by Figure 1, most students engaged in interactions with the librarian. In 

fact, students were more than twice as likely to interact with the librarian as interact with 

a peer while in the library.

Yet, I saw a distinction between my having an interaction with the students and 

their inviting me into the group to participate with the community. On many occasions, 

students asked me questions and invited me into the community of readers. When the 

students asked me where a book was located, I believe that was an interaction in which 

they were requesting assistance in finding a book. However, if a student asked me to 

recommend a book or we engaged in a discussion about books, then I viewed that as an 

invitation to participate in the community of readers. I  believe this difference between 

talk about the logistics of the library (such as helping with book location) and readers’ 

talk (such as making and seeking book recommendations) distinguished the difference 

between an interaction and an invitation. For example, Jake came to the library and 

asked me for book recommendations. When I recommended The Gumazing Gum Girl 

(Montijo, 2013), he checked it out. Later, he came back and asked for another 

recommendation. Because he liked The Gumazing Gum Girl (Montijo, 2013), I 

recommended another book. He checked out the book I  recommended, and came in 

several days later to tell me how much he liked it and wanted to know if I  knew of any 

other short books like it or if  there were any more books in the series. Together we 

looked at a few of the fiction bookshelves, and I pointed out some shorter books. Later 

he decided he wanted a weather book because his class was learning about weather and 

hurricanes. Again, this distinction between interaction and invitation further expanded
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and supported my definition of a community of readers. This ever-changing community 

of readers shared ideas and opinions with each other. Not only were student opinions a 

part of this community, but the librarian’s opinions were also a valued part of this 

community.

Summary

In conclusion, this study aimed to examine the interactions among a community 

of readers in the library. The data indicated that library interactions consisted of students 

sharing opinions about the library and librarian, engaging in book talk, talking about 

nonlibrary and nonbook-related topics, and discussing the logistics of the library. 

However, the interactions with the library tended to occur more frequently than between 

students. The role of the librarian became an important finding in this study. Chapter 5 

presents the implications of these findings and the conclusions of this study.



CHAPTER 5 

CONCLUSIONS AND IMPLICATIONS

This study aimed to examine the interactions among students and the librarian 

during open library time. By conducting this study, I answered the following questions:

1. How do elementary students participate and interact as a community of 

readers in the library?

2. What is the role of the librarian for this community of readers?

In this final chapter, I present the conclusions of this study for the reading 

community in the library, the role of the librarian in the library reading community, and 

book talk in the library community. Additionally, I address the implications for 

instruction and further research. Lastly, I  review the limitations of this study.

Conclusions

The results of this study indicated several important finds. In this section, I 

discuss the reading community in the library, including the new definition of community 

of readers for this group and the benefits of having a fluid group of students involved as 

part of this community. I examine the role of the librarian for this community of readers 

and its importance to this group. Lastly, I address how the library can be a fruitful setting 

for having conversations about reading and how it is different from talk taking place in 

traditional classrooms.

138
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The Reading Community in the Library

After observing the interactions of this group and analyzing the data, my 

definition of a community of readers evolved. Prior to this study, I noticed a group of the 

same three or four students who talked about books with each other in the library, which 

influenced my original definition of a community of readers. Although in previous, years, 

the group of students was a more consistent community of readers, I would still consider 

this fluid group of readers who interact with one another a community, as well. The 

fluidity of this group adds to the openness of the community. This community of readers 

voluntarily interacted and engaged in conversations with one another.

Library interactions for this community. When students frequented the library, 

they chose to interact with others or not. The library community of readers was a fluid, 

open, ever-changing group. They voluntarily chose to participate and share ideas, 

opinions, and thoughts with one another, depending on who was present in the library 

during their visit. This community of readers actually sought out one another to talk 

about books (the majority of the time) or topics that did not involve books or reading. 

They sought others for help and assisted others with help. Students were a part of this 

community, and the librarian also played a role in this community of readers, desp ite my 

efforts to remain an observer.

Interactions were a part of what made this group a community, but membership 

was also important to the students. Through bragging rights, students identified 

themselves as readers within the group. In addition, bragging rights helped the students 

justify their membership to others. When the students participated in bragging rights, it
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was similar to how the students engaged in social comparison as described by Tholander 

(2011). In Tholander’s (2011) study, the students used social comparison talk as a way to 

appear as successful students to their peers. Comparably, the students in this study 

engaged in bragging rights as a way to let other members of the community of readers 

know that they, too, were readers.

Library interactions differed from classroom interactions. Yet, the interactions 

that occurred among members of the community of readers differed than those 

characteristic of book groups in the classroom, such as literature circles, book clubs, or 

reading buddies. Traditionally, classroom book groups and literature circles are 

established for some fixed period of time, either short-term or long-term (Daniels, 2002). 

Membership is typically not voluntary, and students remain with the same members for 

the duration of the book group. In addition, classroom book groups tend to read and 

discuss a common text. With book clubs and literature circles, students typically have 

roles and subject to evaluation on how well they complete these roles (Daniels, 2002). In 

the library, the purpose was entirely different. Not only was membership was fluid and 

voluntary, the students did not talk about one text that everyone had read. In fact, this 

allowed the members to recommend books to one another, because they were each 

reading different books. Additionally, there was no evaluation piece in the library book- 

talk community. This may have had some influence on the way the students talked to 

one another in the community of readers, because the context was different. The students 

chose to engage in book conversations with other readers without the pressure of having
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to fulfill specified roles with evaluation measures attached, thus, experiencing freedom to 

engage in topics of choice in conversations.

However, the overall benefit of having a fluid, open group is the freedom to 

choose to participate, as opposed to literature circles and teacher-sponsored reading 

groups or book clubs, and the choice to interact with other readers freely (Daniels, 2002). 

Students could choose to communicate about a variety of books, or engage in nonlibrary, 

nonbook related talk. The community of readers shared ideas, opinions, and 

recommendations with one another. Not only did student opinions make up part of the 

interactions for this community, but the librarian’s opinions were also a part of this 

community.

Role of the Librarian in the Library Reading Community

According to Rosenblatt’s (1982) transactional theory, the reader, the text, and the 

context are each components of a reading transaction. For this study, I examined the 

school library as a context for interactions among readers. Although research indicates 

that school libraries have positive effects on student academic achievement (Chan, 2008; 

Kachel, 2011), especially for struggling readers (Cunningham & Allington, 2010) if the 

library employs a certified librarian (Kachel, 2011), library historian Wayne Wiegand 

(2005) stated that it was necessary to understand the uses of the library through the life of 

a reader. In my study, I wanted to know more about the interactions and experiences in 

library through the perspective of the readers— the members of the community of readers.

Other current library research examines the influence of the librarian and libraries 

on academic achievement in the content area of reading (e.g., Baughman, 2000; Baxter &



142

Smalley, 2003; Burgin & Bracy, 2003; Lance, Rodney, &  Hamilton-Pennell, 2000, 2005; 

Ontario Library Association, 2006; Quantitative Resources, Miller, Want, &  Whitacre, 

2003), rather than how students interact with other readers in the library. Additionally, 

research indicates that librarians encourage students to read (Ontario Library Association, 

2006), and they also influence what students read (Small, Shanahan, & Stasak, 2010). 

According to the NCLE (2013), librarians play a critical role in educating students, 

especially in reading. Although research addresses the role of the librarian on the 

academic achievement of students (Chan, 2008; Kachel, 2011; Lance, 2002) by 

investigating how librarians collaborate with teachers (Asselin, 2000), provide 

professional development (NCLE, 2013), and control access to books and information 

(Johnson & Donham, 2012), I found no research that investigated the role the librarian 

plays within a community of readers. In this study, the findings indicated that 

conversations about reading with the librarian were important to the members of this 

community of readers.

Interactions with the librarian. One of the surprising findings was how central my 

interactions were in the talk of the reading community. Because of the nature of the 

research, I made a conscious effort to observe and not to involve myself in their book talk 

when I could avoid it. Even with that effort, however, the students were twice as likely to 

interact with me as they were with a peer. However, the students who participated in this 

study were of the age of Kohlberg’s (Kohlberg & Hersh, 1977) conventional level of 

moral development. At this level, children typically engage in behaviors they think will 

please adults (Kohlberg & Hersh, 1977). Although I did not neglect my duties as
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librarian, I tried to do more observation than offering my unsolicited suggestions or freely 

joining the group. I chose to limit my interactions with the students unless they invited 

me to participate and join the community of readers.

What is the role of the librarian for this community of readers? Although the 

students interacted with both students and me as the librarian, I observed a distinction 

between interacting with the students and their inviting me into the group to participate 

with the community. On many occasions in the beginning, students asked me questions, 

and I thought they were merely seeking information from me, such as book location. My 

help provided students with the information they needed to get their hands on the book 

they wanted. However, as time passed, it became clearer that, through those constant 

interactions, similar to their peer interactions, the students were inviting me to participate 

in the community of readers as a member. Additionally, the interactions became more 

meaningful through sharing opinions and conversations, which indicated that I was a 

member of the community of readers. For example, in the beginning when a student 

asked me where a book was located, I considered that to be an interaction of seeking 

information, as they were requesting assistance in finding the book they wanted.

However, over time I noticed that the members of the community were having similar 

interactions between students, as well. Yet, it was when a student asked me for a book 

recommendation and we engaged in a book discussion, that I viewed that as an invitation 

to participate and join the community of readers. The help I  provided gave the students 

what they needed to read a recommended book, a book valued by another member of the 

community. As stated previously, I tried to remain an observer without neglecting my
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library duties; therefore, I  tried to wait for an invitation rather than force my way into the 

group. As an invited member, I had a role to play for this community of readers wliich 

included being open to conversations with the student members of the group.

The role of the librarian differed from the role of the teacher for this community. 

The students in the library were twice as likely to engage in interactions with me as they 

were to engage with their peers, making the role of the librarian an important one for the 

community of readers. However, these interactions with me differ from those with the 

teacher in the classroom. As stated previously, when students engage in book talk as part 

of literature circles, book clubs, or buddy reading, the student-teacher interaction is much 

different. Typically, the teacher initiates conversations with students or facilitates 

discussions among students (Daniels, 2002), but the group is fixed and closed, usually 

limited to three or four students (Daniel, 2006; Raphael, McMahon, &  Goatley, 1992). 

The fluid, open nature of this group made it unique from literature circles and book clubs. 

Students do not view the teacher as a member of the group, but more of a facilitator of 

discussion for book clubs and literature circles (Daniels, 2002). In addition, my role as 

librarian was not that of an evaluator. There was no assessment or grade tied to the 

interactions in the library. In this study, I viewed myself as a member, and the students 

viewed me as a member of the community of readers, as well.

Book Talk in the Library Community

Although there are 17,100 private school libraries (ALA, 2014), in much of the 

previous library studies, the researchers focused on book counts (AASL, 2012), library 

access (Krashen, 2004), teacher opinions of educational benefits of libraries (Fodaie &
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Bates, 2011), the effect of libraries on reading motivation (Edmunds & Bauserman,

2006), or the relationship between the library and academic achievement in public or 

school libraries (Chan, 2008; Kachel, 2011). In this study, the findings indicated that the 

library was an important context for conversations about reading.

Readers who participate in a community of readers interact with other readers in a 

social, literary experience (Guice, 1991; Moorman, 2009). For this community of 

readers, several types of talk became an important part of library interactions. Students 

had conversations about the books they saw or wanted to check out and conversations 

about the books’ plot or contents. In addition, students shared book opinions, engaged in 

book talk, discussed items of nonlibrary and nonbook related topics, and talked about 

library logistics with other students or with me.

Book talk. Several types of talk occurred in the library, but the majority of the 

conversations centered on books. Book talk included discussions on book descriptions, 

book preferences, book genres, and book decisions. The three main categories of book 

talk consisted of discussions about book decisions, books students have read, and AR. 

However, students were about twice as likely to engage in book talk with me as with their 

peers, thus emphasizing the role of the librarian for this community of readers.

Decisions about books. During library visits, students would share their book 

decisions with others. In addition, they discussed their book preferences and choices. 

According to Dutro (2002), talking about book choice with other readers is an important 

part of a literary event. This proved true for this community of readers, as well. Often 

times, students would use strategies when making a book decision, such as reading the



146

title of the books, reading the book description on the back of the book, browsing the 

shelves, sharing books, and seeking recommendations from other readers.

Although studies differ in concluding results in terms of social influence on book 

choice (Edmunds & Bauserman, 2006; Mohr, 2006; Stahl &  Heubach, 2005), according 

to Edmunds and Bauserman (2006), book referrals from the school library, teachers, 

family members, and fellow peers influence students’ reading choices. Whether others 

influenced students’ book choices or not, making and seeking book recommendations and 

sharing books were interactions that were common for this community of readers.

Talk about books the student has read. Interacting with other readers and 

engaging in book talk are necessary parts of a literary event (Gee, 2001; Smith, 1988). In 

the book, Joining the Literacy Club: Further Essays into Education, author, Frank Smith 

(1988), described the need for learners to engage in social interaction while becoming 

literate in what he called learning “clubs.” Much like the community of readers who 

formed in the library, Smith (1988) stated that in order to become a member of the club, 

people leam the ways and culture of the group. Furthermore, people become members of 

groups in which they feel reflect themselves (Smith, 1988). With the community of 

readers in the library, the common thread was that the students identified themselves as 

readers, and even went as far as to justify their membership to other members of the 

group. Like the community of readers, learning is collaborative (Smith, 1988).

According to Smith (1988), students participate in literacy learning because they witness 

the benefits of literacy in the lives of others.
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Two types of talk about books the students read occurred during open library 

times. One type of talk about books read included descriptions of plot or book contents. 

This is the traditional type of talk that teachers typically encourage in the classroom, 

during literature circles, or in book clubs. However, the second type of talk about books 

read involved bragging rights. This type of talk is different from describing the plot or 

recalling details of a story. Students who participated in bragging rights would tell others 

about how many books they read and how fast and how many times they read it.

Bragging rights tended to be about the readers’ need to identify themselves as readers 

within the community than about the actual content of the book. Research indicates that 

by participating in a community of readers, students have the opportunity to take 

ownership of their own reading (Moorman, 2009). In this study, the members of the 

community felt the need to prove their membership to the group by telling others which 

books they have read. Sometimes the students even included a description of the s ize of 

the book when talking with other members of the community of readers. Bragging rights 

occurred among students and between students and me.

Book level. During library visits, the students also talked with each other and me 

about the Accelerated Reader (AR) program. The students would discuss: if a book was 

an “AR book,” how many AR points the book was worth, and how many AR points they 

had acquired. The teachers’ restriction on book selection may have influenced 

discussions over whether or not a book was an “AR book”. Some students reported their 

teachers having rules about selecting books on the student’s reading level. However, 

some of the talk about AR overlapped with bragging rights. Even in their AR
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conversations, students talked about reading books worth more AR points or talked about 

how many AR points they earned. Again, this talk served as a way the students identified 

themselves as readers and justified their membership in the community of readers.

How do elementary students participate and interact as a community of readers in 

the library? As the research suggests, readers are more likely to engage in reading 

activity when socially influenced to do so (Broeder & Stokmans, 2013). The students in 

this community of readers sought out interactions with other readers during their visits to 

the library. Book talk (McMahon, 1992), discourse (Gee, 2001; Kutz, 1997), and 

discussion (Wells & Chang-Wells, 1992) with other readers are recognized as important 

parts of literary events. Although students can talk about books in a variety of literary 

classroom environments, the members of this community chose to do so while visiting 

the library during open library times. Though some of the conversations for this 

community of readers were nonbook related, the majority of the talk was about books or 

reading. These readers sought these conversations with others without prompting from 

adults, thus organically forming a self-sponsored reading community.

The data indicated that the library has the potential to be a fruitful setting for 

having conversations about reading. Not only did conversations take place among 

students, but also between students and me. As stated previously, I  examined 12 

conversations among students within this community of readers in the library, and the 

mean number of turns taken in student-to-student conversations was 24.91. Yet as I 

examined 35 conversations between students and myself within this community of 

readers in the library, I found that the mean number of turns taken in student to librarian



149

conversations was 16.71. Although the interactions among solely students tended to last 

longer than those with me, in terms of average numbers of turns taken in the 

conversation, interactions among students rarely carried over more than a day. 

Conversations between students and me continued off and on over the course of several 

weeks and covered a variety of topics, allowing an opportunity to have a lasting influence 

on the students. The fact that students initiated conversations with me more than with 

their peers, and these conversations sustained over time, speaks to how the students 

valued my opinion or valued conversation time with me. The students’ inclusion of me 

as a part of their library experience facilitated opportunities to engage in meaningful 

conversations with the students. Book talk in the library served several purposes: it 

provided information, helped others find books, or justified membership in the 

community of readers.

Library book talk is different from classroom book talk. Book clubs and literature 

circles provide a pleasant environment conducive for literary experiences (Certo, Moxley, 

Reffitt, &  Miller, 2010) that allow for students to interact and talk with other readers 

(Allan, Ellis, &  Pearson, 2005; Flint, 2010). Furthermore, research indicates that 

participating in book clubs helps instill a love of reading (Capalongo-Bemadowski,

2007), increases reading motivation (Vannelli, 2012), and has a positive influence on a 

student’s attitude towards reading (Allan et al., 2005) for the avid and reluctant reader 

(Capalongo-Bemadowski, 2007; Whittingham & Huffman, 2009). Although talking 

about books with other readers in the book club environment builds communities 

(Hermes, Hile, &  Frisbie, 2008), provides social interaction (Casey, 2009), encourages
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reluctant readers to engage in literary events (Capalongo-Bemadowski, 2007; 

Whittingham & Huffman, 2009), and gives readers a chance to talk about literature with 

their peers (McMahon, 1992), this type of talk differs from the type of talk that occurred 

in the library during this study.

One difference between the literary events of book clubs and literature circles 

from those of these self-sponsored groups of students serving as a community of readers 

is that of choice to participate. All of the students in this study, with the exception of 

Bert, chose to be part of the community of readers in some form, whether it was thr ough 

interactions with peers or through interactions with me. Bert was the only student who 

chose not to interact with the other readers. However, when the other third-grade 

students came to the library, conversations happened spontaneously, unlike those of book 

clubs and literature circles that are most often teacher-initiated rather than self-sponsored 

where there are often prepared questions and prescribed duties (Daniels, 2002). Often 

times, these student roles are evaluated for book clubs or literature circles (Daniels,

2002), which is not the case for the self-sponsored group in the library. If, as in the; case 

of book clubs and literature circles, students lead book discussion, a teacher or adult often 

facilitates the discussions (Daniels, 2002). Unlike book clubs and literature circles, no 

adult required or asked these students participating in this study to talk about reading or 

books with others. When students engage in discourse with other readers, they are able 

to share knowledge, create a common language within their learning communities (Kutz, 

1997) and become meaning makers of the text (Reninger &  Rehark, 2009). Not only did 

these students choose to talk about books and reading, sometimes these students chose
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not to talk about books. Their conversations varied in topic but were mostly unprompted 

discussions about books.

Many conversations that took place in the library did not include substantive talk 

about the content of the books, as is the case for literature circles, book clubs, and buddy 

reading (Daniels, 2002). The students did not engage in deep conversations about 

character’s motivations, or predicting events, or author’s style. In fact, the nature cf the 

talk was much different. There were no teacher-assigned guidelines associated with 

library talk. Instead, the conversations in the library tended to be about book sharing or 

book recommendations. Students discussed what to read next, how to get obtain books, 

and where the book was located in the library. In this way, the library talk is a really 

important complement to the presumed classroom talk. Students come to the librar y to 

pass books around, and it is this passing around and recommending that establishes the 

community and their positions in it.

Library Talk in the Social Construction of Reading 

According to Vygotsky (1934/1978), language is a social process. Rosenblatt 

(1938) also stated that reading is a social process. Additionally, Rosenblatt (1938) 

argued that text, the written language, is a social product. According to Rosenblatt’s 

(1938) transactional theory, a transaction occurs between the reader and text within a 

particular context. In this study, the context proved to be of central importance. The 

context was the library, which turned out to be a fruitful setting for social interactions 

with other readers and book talk conversations. However, due to the change in context, 

the conversations differed in the library from those typical of the classroom context. The
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context of the library was a place where students could and did engage in conversations 

with other readers. However, the talk did not focus on book discussions, such as 

identifying main ideas, summaries, or character descriptions. Library talk included book 

recommendations and book sharing. The students discussed where books were located 

and what to read next. In this way, the context of the library mattered, because the types 

of talk were different from classroom book talk. This interaction of library talk helped 

the students learn about and gain access to books they wanted to read. Much like Smith’s 

(1988) learning club, the readers engaged in social interactions as part of the literacy 

process. Furthermore, the students engaged in library talk with other members of the 

community of readers to share that same kind of information with other readers, thus 

creating a “pass-it-on” community.

Much like interactions among the community of readers, Vygotsky (1978) argued 

that people construct identities based on social interactions with others. As the students 

interacted with one another or with me, they established their identities as readers in their 

conversations. The students situated themselves within the community through bragging 

rights. The students talked about which books they read, how much they read, how fast 

they read it, how big the books were, and how difficult the book was. They wanted to let 

the other readers know that they belonged to the community of readers. A feeling of 

belonging and acceptance proved important to this community of readers, much like 

Gee’s (2001) discourse communities. According to Gee (2001), discourse community 

members do more than just communicate with one another, they share the same values,



153

beliefs, and attitudes. Furthermore, they share their social identities with the community 

(Gee, 2001).

When students work with a more capable other, such as a teacher, their zone of 

proximal development increases and allows them to learn more (Vygotsky, 1978). In this 

study, the results indicated that the role of the librarian played an important role for this 

community of student readers. The students were twice as likely to engage in 

interactions with me as they were with their peers. Not only did they interact with me, 

but I also became a member in the community of readers. The students asked my opinion 

and asked for suggestions. In addition, they would come to me for help with book 

location or book recommendations. Although the students were more likely to interact 

with me, their interactions with their peers were important as well, thus supporting 

Vygotsky’s (1978) ideas on co-constructing knowledge. The peers and I served as the 

“more capable other” in the meaning-making construction process for the community of 

readers (Vygotsky, 1978). These conclusions about the nature of book talk and the role 

of the librarian lead to implications for educators and future research.

Implications

As researcher and an educator, I  wanted to explore these organically-formed 

reading communities to understand them from the students’ perspectives. By learning 

how and why this community of readers formed, perhaps educators can learn how to 

instill this intrinsic love of reading that goes beyond the classroom in more students.

More research in this area could provide a better insight on communities of readers and 

the role of the librarian for these groups.
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Implications for Instruction

The findings from this study indicate that time in the library was important to this 

community of readers. Time in the library provided opportunities for students to have 

conversations about books with other readers. The talk also centered on bragging rights, 

which included how many books a student read, how fast they read it, and how many AR 

points it was worth. Expressing these bragging rights was a way for the students to 

identify themselves as readers and members of the community of readers. In addition, 

this time allowed for conversations about book sharing and book recommendations. 

Students talked about what book to read next and where it was located in the library with 

other members of the community of readers. Furthermore, the nature of the talk in the 

library complemented that of book talk in the classroom. When students frequent the 

library, they recommended books to other readers, thus establishing a community of 

readers and their positions in it. Although the talk that occurs in the library for this 

community is different from the talk that occurs in the classroom, it helps support what 

takes place in the classroom; therefore, it is important for school libraries to offer times 

for students to visit, check out books, and talk with other readers, including the librarian. 

However, students need open library times for these visits, separate from their class visits 

to the library.

Despite my best efforts to remain an observer, the role of the librarian became an 

important role for this community. This finding was not what I expected when I started 

the study. Now knowing this, librarians must consider their roles within the library 

setting in terms of conversations and interactions with students. Librarians should be
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open to conversations among students as well as between the student and the librarian. 

Typically, libraries are known for being quiet places, but this does not mean the library 

needs to be free of talk. The freedom to talk in the library paired with the self-sporisored 

formation of a community of readers led to discussions about books and reading. The 

librarian can be the one to foster these conversations and serve a vital role to a 

community of readers. Additionally, some of the student book-talk conversations 

overflowed into the classroom, especially in regards to book recommendations. Teachers 

can foster this type of talk in the classroom, as well. Librarians and teachers could 

collaborate in order to complement the learning taking place in the classroom. 

Implications for Further Research

The lack of research in the educational field concerning communities of readers in 

the library, interactions among student in the library, the nature of talk in the library, and 

the role of the librarian indicate that more research in these areas is necessary. Although 

this study added to the body of knowledge on communities of readers and the role of the 

librarian in those communities, a variety of library settings, such as public libraries, 

school libraries, and other private school libraries could serve as contexts to explore 

further this study’s concepts. Further research could identify if self-sponsored 

communities of readers form in other settings. If  communities of readers exist in other 

library settings, do they have similar interactions? Is this a rare group of a community of 

readers in the library? Or does this occur in other school libraries, public or private? 

Lastly, a study design that included other populations and age groups might determine 

what role the librarian plays for a variety of groups of readers.
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Another avenue of research could be that of exploring the nature of talk in the 

library. What is the nature of talk in other school libraries? Further studies are necessary 

to examine the types of talk and interactions occurring among students in the library. In 

this study, much of the talk centered on book talk, such as book recommendations and 

sharing books, complimenting book talk in the classroom. Further research could 

examine the connection between library talk and classroom book talk. There is a need for 

a study that explores library talk and classroom book talk concurrently. Specifically, how 

does library book talk support learning and book talk in the classroom? This study’s 

limitations also reinforce the need for more research examining the interactions and talk 

among members of communities of readers and the role of the librarian in those 

communities.

Limitations

The objective of this study was to examine elementary students within a 

community of readers in the school library setting; however, there were limitations to 

conducting this study. Although I observed students and how they interacted with others 

in the school library setting, the number of students I  observed limited the study I only 

selected students who participated in communities of readers. In previous years, tliree or 

four students participated in a community of readers, but this year the community of 

readers was more of an open group. However, because the majority of students 

interacting as a community were third graders, I used only third-grade students as 

participants. Yet, not all third graders agreed to participate in this study. Additionally, 

the classroom teachers’ willingness to allow students frequent the library during oj)en
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library times limited this study. One of my personal limitations included the fact that I 

was the librarian at the study site, so I could not allow the research to interfere with my 

duties as the school librarian. I had to be the librarian first and foremost and researcher 

second. For this study, I was limited to the students who were willing to participate, and 

limited to access to other libraries other than the private school library where I work; 

therefore, the results of this study may not generalize to other students, locations, or 

contexts.

Summary of the Study 

This nested case study aimed to explore the interactions among students and the 

librarian during open library time. The library became a place where students would 

engage in fruitful conversations about books and reading. Students interacted with one 

another, as well as, with the librarian during library visits. This community of readers 

was an open, fluid, ever-changing group of readers, which included students and the 

librarian. The data indicated that library interactions consisted of students sharing 

opinions about the library and librarian, engaging in book talk, discussing nonlibrary and 

nonbook-related topics, and talking about the logistics of the library. Interactions with 

the librarian tended to occur more frequently and had greater longevity than those 

occurring among students only; therefore, the role of the librarian was an important part 

of this community of readers. With limited research that explores student interactions 

and the role of the librarian for those readers, this study shed some light on the events 

occurring in the library for this community. However, more research in this area is 

necessary.
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Tift College of Education

Mercer University
Community of Elementary Readers in the School Library: A Case Study from the Emic

Perspective
Informed Assent/Verbal Script for Children Under 12 Years Old (3rd. 4th. 5th.6th

Graders)

Hello, my name is Michelle Paino and I am a researcher at Mercer University who is 
trying to learn how elementary-aged students think and talk about books with other 
readers in the library. I  want to know why and how they select books. In addition, I 
would like to know the role of librarian for this group of students.

The purpose of this study is to determine how elementary students interact as a 
community of readers.

You are being asked to participate in this study because you frequent the school library 
and talk about reading with other students.

I will be the person in charge of this study and it will take place in the school library for 
the 2014-2015 schoolyear.

What will happen is that I will observe students each time they come to the library during 
the 2014-2015 schoolyear. Students will come and go to the library as they wish. 
Observations may be video recorded. I will ask participants questions during interviews. 
Interviews will last about 10 minutes each and will be audio recorded. Conversations 
among participants may be audio recorded. In order to keep everything you write private, 
your names will not be used on the forms we collect from you. Your names will be 
replaced with made up names or pseudonyms each time the data refers to you.

Your parent(s) have said that it is okay for you to be in this research study. You do not 
have to be in this study if  you do not want. You can change your mind at anytime by 
telling your Mom, Dad, the Researcher Assistant or the Researcher.

 No, I do not want to be in this study. Yes, I  want to be in this study.

Signature of Participant Date

Signature of Person Obtaining Assent

Rev. 7/17/2009

Date
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Tift College of Education 
Community of Elementary Readers in the School Library: A Case Study from the Emic

Perspective 
Parent or Guardian 

Informed Consent Form

Your child is being asked to participate in a research study entitled Community of 
Elementary Readers in the School Library: A Case Study from the Emic Perspective. 
The study is being conducted by Michelle Paino, 404-509-5658, 
Michelle.Leigh.Paino@live.mercer.edu and Dr. Jane West, 678-547-6385, 
westj@mercer.edu. The results will be used to further my understanding about how 
elementary-aged students interact with books and others regarding reading. Your 
son’s/daughter's participation is voluntary. A decision to participate in the research will 
not affect his/her relationship with Community Christian School, his/her relationship with 
other teachers, or his/her academic standing.

I. The purpose of mv study is to explore:
This research study is designed to identify how elementary students interact as a 
community of readers. In addition, this study aims to understand how elementary 
students select books. By conducting this research, I will identify reading habits and 
preferences that are exhibited by this community of readers. The data from this research 
will be used in my dissertation. Because literacy is a growing educational issue, learning 
more about how students interact with books and each other in terms of reading may give 
us insight as how to increase literacy. The primary research objective is to identify how 
elementary students interact as a community of readers. I am interested in finding out 
more about how elementary-aged students think and talk about books. I want to know 
why and how they select books in the library. The information from this study may lead 
to more insight on why some students are more motivated than others to read.

II. Procedures:
I f  you allow your child to volunteer for this study, your child may be asked to be 
interviewed with audio recording and their reading habits will be observed during their 
library visits. In addition, conversations with other participants may be audio recorded. 
I f  you allow your child to participate in this study, he or she will be selected from other 
elementary-aged students in Georgia. Your child will possibly be invited to participate in 
an interview about reading and books. Your child’s participation will take place in the 
school library during the 2014-2015 schoolyear. Your child will be asked to assent to 
participate in this research. (Assent means that your child will be asked to voluntarily 
participate in this research.) Your child will tell the teacher they want to participate by 
answering yes or no after the teacher verbally reads to your child what the research is

mailto:Michelle.Leigh.Paino@live.mercer.edu
mailto:westj@mercer.edu
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about and what he/she will be asked to do. Your child may take part in an interview 
about reading and books and the time spent in the library will be observed and video 
recorded. Each interview and observation will take no more than one hour.

Parent/guardians who allow student to participate must:
Parent/guardians must read and complete consent form, giving permission for your 
son’s/daughter’s participation in the interviews and observations. It will take 
approximately 10 minutes to read and complete the consent form.

III. Potential benefits to students and/or society
There are no benefits to the participants. However, the interviews and observations could 
provide more knowledge about how elementary-aged students interact with other students 
in terms of reading and books.

IV. Potential Risks/Discomfort
There are no foreseeable risks associated with the study.

V. Withdrawal of Participation
Your child's participation is voluntary. Your child will not be penalized or lose any 
benefits that he/she are otherwise entitled to if you decide that your child will not 
participate in this research project.

If  your child decides to participate in this project, he/she may discontinue participation at 
any time without penalty or loss of benefits. You have the right to inspect any instrument 
or materials related to the proposal. Your request will be honored within a reasonable 
period after the request is received.

VI. Payment for Participation
Students will not be paid for their participation. There is no financial obligation for 
participants.

VII. Confidentiality
All information obtained and/or medical records will be held in strict confidentiality and 
will only be released with you permission. The results of this study may be published but 
your information such as your name and other demographic information will not be 
revealed. The results of this study will be kept in a locked file within Mercer University 
for 3 years in Dr. Jane West’s office. Audio taping will be used during the interviews. 
Observations may be video recorded. The audio tapings and video recordings will be 
held in Dr. Jane West’s office at Mercer University. I will look for themes in the 
transcriptions and the findings will be discussed.
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Questions about the Research
I f  you have any questions about the research, please speak with Michelle Paino at 
Michelle.Leigh.Paino@live.mercer.edu. I f  you have questions later, you may contact Dr. 
Jane West, 678-547-6385, westj@mercer.edu.

You have been given the opportunity to ask questions and these have been answered to 
your satisfaction. I f  you do agree to allow your child to participate in this research, please 
complete the information below:

I, __________________________________, do w a n t________________________ to
participate in this research study.

Participant’s Name (Print) Date

Parent/Guardian’s Name Parent Guardian’s Signature Date

Please return to Michelle Paino as soon as possible.

In order to conduct this research, this project has been reviewed and approved by Mercer University’s 
Institutional Review Board (IRB). If you believe there is any infringement upon your child’s rights as a 
research subject, please contact the IRB Chair at (478) 301-4101. The IRBs are the governing bodies that 
are set in place to ensure responsible and safe conduct of research investigations.

mailto:Michelle.Leigh.Paino@live.mercer.edu
mailto:westj@mercer.edu
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Informed Consent
Community of Elementary Readers in the School Library: A Case Study from the Emic

Perspective

You are being asked to participate in a research study. Before you give your 
consent to volunteer, it is important that you read the following information and ask 
as many questions as necessary to be sure you understand what you will be asked to 
do.

Investigators
Michelle Paino, M.A.T.
Tift College of Education, Mercer University 
Department of Curriculum and Instruction 
3001 Mercer University Drive 
Atlanta, GA 30341 
404-509-5658

Jane West, Ed.D.
Tift College of Education, Mercer University
Department of Education
3001 Mercer University Drive
Atlanta, GA 30341
678-547-6385

Purpose of the Research
This research study is designed to investigate elementary students as a community of 
readers. The investigator will observe students as they interact with each other and with 
books in the library. The researcher will also interview students about reading. I want to 
know more about how elementary students think and talk about books. In addition, I 
would like to know how the group forms and the role of the librarian for this group of 
readers. The data from this research will be used in my dissertation.

Procedures
I f  you volunteer to participate in this study, you may be asked to be interviewed with tape 
recording. In addition, library visits will be observed and may be video recorded.

Your participation will take place when you choose to visit the library.

If  you volunteer to participate in this study, you will be selected from other elementary- 
aged students in Georgia. You will be invited to participate in interviews about reading 
and books.

Potential Risks or Discomforts
There are no foreseeable risks associated with the study. There will be audio taping
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during the interview and video recording during library visits. The participant must agree 
to permit audio and/or video taping and/or use of name.

Potential Benefits of the Research
There are no benefits to the participants. However, the interview could provide more 
knowledge about how elementary-aged students interact with other students in terms of 
reading and books.

Confidentiality and Data Storage
All information obtained and/or medical records will be held in strict confidentiality and 
will only be released with you permission. The results of this study may be published but 
your information such as your name and other demographic information will not be 
revealed. The results of this study will be kept in a locked file within Mercer University 
for 3 years in Dr. Jane West’s office.

Incentives to Participate
There is no incentive offered.

Participation and Withdrawal
Your participation in this research study is voluntary. As a research subject you may 
refuse to participate at anytime. To withdraw from the study please contact Michelle 
Paino or Dr. Jane West at 3001 Mercer University Drive, Atlanta, GA 30341, or by 
phone at 678-547-6385.

Questions about the Research
I f  you have any questions about the research, please speak with Michelle Paino or Dr. 
Jane West at 3001 Mercer University Drive, Atlanta, GA 30341, or by phone at 678-547- 
6385.

Reasons for Exclusion from this Study
Participants selected for this study must be elementary-aged students. Anyone not of 
elementary age will be excluded from this study

This project has been reviewed and approved by Mercer University’s IRB. If you 
believe there is any infringement upon your rights as a research subject, you may 
contact the IRB Chair, at (478) 301-4101.

I have been given the opportunity to ask questions and these have been answered to 
my satisfaction.

Signature of Investigator 
Date____________

Rev. 08/19/2010
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The primary research objective is to identify how elementary students interact as a 
community of readers. I  am interested in finding out more about how elementary-aged 
students think and talk about books in the library. I  want to know why and how they 
select books. In addition, I  would like to know the role of librarian for this group of 
students. The information may lead to more insight on why some students are more 
motivated than others to read. Up to 60 students will be observed during library visits 
and interviewed about reading. Once participants have agreed to participate in the study 
and parent consent forms have been signed, I will conduct the observations and 
interviews. Audio taping and video recordings will be used. I w ill transcribe the 
recordings, then I will look for themes in the transcriptions and the findings will be 
discussed.


