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ABSTRACT

This thesis reporta studywhich investigatethow secondary schodkacher practicenight be
transformed tdoridge the gapetween information literacy theory and practicEhe study
consisted of &articipatory Action Research (PAR)ultiple case studyn an ndependent
secondangchool. ItgarticipantsusedC h r i s t i r{2008)mfonmedd éamindo explore
ways that explicit attention might be brougbtuse of information fodiscipline learning It
was found that the combiné&@nsformativerocesses of PAR amdformed Learningprovided
powerful professional developmeiar these secondary teacher®articipants changed their
views ofinformation literacy educatiofiLE) such that they saw it as a problem for their own
practices and with that new approach they lookedmays to take on responsibility for its

teaching. This produced changes IhE practicewithin the schoal

Teachers in the studsxperiencednformed Learnind®AR asan effective andatisfying way

of learning They developed new understandingdout ways use of information and
information and communication technologiekCTs) in educationcan be approached
differently. Theyidentified changes to their roles in the nble@ndedlearningenvironment

By working as reflective practitioners with colleaguand students th&yund theycould more
effectively draw attentiorto ways of critically selecting and using information fearning
purposes.Theteachers identified meed for common understandings and cohesive approaches
to ILE teaching and ICT usacross the schodbr students to develofneir ownindividual

information strategies for future learning.

Three key challenges weliacedby the researcheiThe first waghat offinding a methodology

to facilitate aresearch project wbh combinedwo processegrofessional developmeifdr
teachers about the phlmmena of information literacylLE and Informed Learning and
gathering datéor the purpose of creating new knowleddéne seconavas to ensure sustained
engagement and paipation longevity by 25 teachers in three case groups conducting
practicebased researdcross a yeawhile working adull-time classroom teacher3.he third
challengewas lack ofteacherfamiliarity with the terminology and understandings of
information literacyand ILE, furthercompounded by a new set of complex terminolagy

understandings Informed Learning
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These challenges were met by the combination of PARrdndned Learning Theygave

time and process for the researcher and the casg@sfmdevelop communities of practice
wherein they owned their learniagd its transfer into new curriculum desighhese ongoing
sharedreflexive applicationf co-constructed understandings abdlE demonstrate a way

that teachers can bridge the dmgiween information literacy theory and practiddis study

fills a gap IinILE as it provides a practical example of a methodology to transform secondary
teache practicesuch that teachers take on the responsilfityfeaching information literacy

within their respective curriculaAn implication for future research lies building teacher
capacity to model and bring attention to information strategies integrated into the learning areas

of the Australian Curriculum.

Three models have resulted fronusing aproblematised approach to ILE this study
Benchmarks for Individual Repertoires of Information Strategies provides a framework for
whole school information practice which students might develop their own individual
repertoires binformation strategies A proposedinformed LearningModel for Secondary
Schools suggests changes Itdormed Learningconstructsfor easier incorporation into
secondary school teacher practicdhe Informed LearningPraxis Model describes the
practicesdevelopedvhena learning communityses Informed Leaing PAR to bringn a
problematisedapproach tdLE in which teachersconstantly question and make explicit the

reasons for their choices v$inginformation for learning.
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1.0. CHAPTER ONE. INTRODUCTION

1.1. Background

Teache librarians have long sought ways to incorporate information literacy into the
knowledgebuilding pedagogy and learning experiences of sulsjgticula. Various models
describing the skills and literacies which come under the information literacy lanhaske
been proposeavith digital literacies moving into the mix and evolving to new understandings.
Incorporation of learning theories haslped integration of information strategies into research
tasks, but the researcher, with many decades dfitepand teacher librarianship practice, had
found that a clear and successful pedagogynformation literacy educatiofiLE) remained

elusive.

The publicatioro f Ch r i s t(2008gnfoBnedieaenihgrovided a new way dboking

at the problem It movedthe library practitioner from a librargentric view, taa more holistic

way of seeing information literacy frorthe different perspective®f those whadesign and

teach the curriculum antthosewho experience that learningnformed Learningasks, how

might the way information is used enhance both discipline learning and telpi@ent of

expert information practicedt combinestwo key aspect. The firstbrings a focudo the

learning which is to take place and the way information and @IT$e used to achieve the

stated learning intentionsThe secondbrings attention to the way elements of discipline
content, information and ICTs are used in different learning contexts across the curriculum to
provide variation of experiences. In thavay, students can develop the relational
understandings on which base their own repertoires of information strategies for transfer to

future learning contextgGreater detail about Informed Learniragd its problematised
approach to ILHs presentedni Section 2.23whi | e t he genesis of the
information strategigsdeveloped in the findings of this theaisdused to describe per son 6 s

individual collection of expert information strategiesexplored in Sectio6.3.2.

Recognising thatnformed Learnings a pedagoginitially designed for a tertiary situatipn
the researcher took up Bruceds challenge to

approachthis time in a secondary schauth teacher pretice as the focusl'hat meant finding
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a methodologyo endle teachers to reflectively explore and appijormed Learningdeas

The researcher askaghat process of professional development for teachayistdeliver the
outcomeglesired?The firstoutcome soughwasa process oto-operative co-construction of
new knowledge about use of information to leafine seconavasreflectivetransferof those
common understandings across disciptingiculaso that studeniearnedransferablexpert

informationstrategiessthey learnedliscipline content.

The author designethis study using the combined methodologies Rérticipatory Action
Researcl{PAR) and multiple case studylwenty-five teachers in three case growpsre led
through a yealong project at a secondaschool in Victoria, Australia. TitlelARC:
Informed LearnindAction Researchat€ ( Na me othe p®jechusan PAR as a way
for case groups of teachers to learn atigimed Learningndto reflectively apply it to thei
practices.This project provides an example of how the development of information literacy

pedagogies in schools can be approachedawavay.

1.2. Research Aimsand Questions

The main aim of thetudywas to investigateow Informed Learningnight providce a way for
secondary teachers to develop a common understanding about information literddy smd
that it could becoma consistenpart oftheir practices,contextually embedded into curriculum

desigpacr oss a school 6s blended | earning enviro

It was proposed thaeachers might usiae constructs dinformed Learningo exploreways

of designng curriculum experiences in which students could learn about best practice
information use as they learned discipline contétrevious researdby Bruce, Edwards and
Lupton (2006)had suggested thatariation of such experiences across the curriculum could
provide students with contextual information expertishair areas of discipline studyt was
proposed those experiences would leadrdtationd views of information use which
transcendedhdividual disciplines and could be appliedriew contexts of information use

the future. This studylooked at how teachers might uséormed Learningdeasto change

their practices to achieve that outoe.

Related to that main aim were subsidiaonsderationsabout how the investigation might be

implemented The process needed to alléev the introduction and reflective exploration of
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keyInformed Learningdeas within the context of teacher practisewell as ways for them to
articulate and demonstrate theflangedunderstandingsThe researcher deliberately sought a
process which might deliver a trdosnation of both understandiraand practice ofLE. There

was also the intention to introduce afordancespproach to consideration of ways that ICTs
might enhance bothLE anddiscipline learning For the purposes of producing results in a
format which would fill the specified gap in the fieldlbE research, it was important for the
researcheto conduct the project in such a way that data might be gathered, analysed and

reported in a manner consistent with PhD research.
Themainresearch question asked:

1 How mightinformed Learningoncepts provide a bridge between information literacy

theoryand practice in a blended learning environment?
Within that werehreeresearctsub-questions:

1 Question One: how might teachers examine their practice of information literacy

educatiorusing hie conceptual model &riformed Learning

1 Question Two: how nght teacher practice provide students with discipbiased

views and experiences of information literacjucatior?

1 Question Three: what affordances do teachers sidoimation and communitan
technologiesICTs) to support teacher practice and studexperiences ahformation

literacy education?

1.3. Overview of the Study

The researcher decided to investigate sheability of Informed Learningdeasto change
teacher practice dLE in a secondary school by conducting a multiple case study ingolvin
three case groupd secondary teachers, eachd#terent year level The methodology of

PAR was selected for use by the case groups with the participant researcher as facilitator,
observer, and participant in each of the three case groups as tleeioakdheir own action
research cyce The three cases wefease 1Y ear 8; Case 2rear 10;and Case 3vears 11

and 12 IB(InternationaBaccalaurea)geachers.
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The project consisted of five phases, involving five meetings for each case grosg thero

year, allowing for four action research cycles. In the first and last phssasstrucured
interviews were conducted with each of gagticipants. Interviewuestionsvere designetb

discover prestudy and posstudy perceptions and experiesabout information literacy and

the ideas ofinformed Learning action research and the affondas of ICT forlLE. The
researcher provided reading materials, managed meeting calendars and reminders, recorded the
meetings and took notes for follow upnAmportant aspect of this role was to ensure

the cambiencedof the meeting room waselcoming for peoplevho had been teaching all day.

Data collection involved audio recording of interviews and meetings, online space discussions

and emails, andtherese c her 6 s refl ective memos.

The interview questions, readings and discussion promwgs based on the first five chapters
from Informed LearningBruce, 2008)which provided a deliberdie constructivistiearning

process.This materiaprogressivelyprompted teachers to reflectively

1 identify their own information use experiences amalys theymight impacton their
approaches to using information in curriculum desigoonsideiinfluences of broader
discipline and educational informatiarse directionsand conversely, to idengitheir
student s06 | rukeeekpgriences hmmbssivlenipactsan their approaches

to using information to learn;

1 investigatetheir owndiscipline practices for wayinformation was used for learning

andhow studentsnight haveexperiencd those learning activitiesand

1 transfer those understandirtgavays they might design new curriculum which brought
student attention tweeflective informationuse practices as they learned discipline
conten suchthatstudents mighdevelop their own repertoiresioformation strategies

for use in future learning.

ThePAR project phases involved teacharglertaking there-reading and reflectionmeeting
to share ideaand plan actionsmplemening the planned actiom the intevening period
between one meeting and the nextdreporing and revievung the resultsvith others in the

case group

All but two teachers completed the five phases, and although not all were able to attend all
meetings, thy used a variety of ways toask their ideas and report their actions. Findings
emerging from analysis of the collected data are report€tapters Four and Fivd.ogether
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they answer the research questions and lead toldime discussed in Chapter Sikat PAR
andInformed Learing combined can provide transformative professional development about

ILE in secondary schools.

1.4. Significanceof this Study

The significance of this research study lies in the way it addresses thielémtified need to

move from a view of informatiofiteracy as being a set of information skills or a research
process model for particular secondary school curriculum tasksetavhich takes a holistic
approach in which expert information use is developed as part of discipline teaching and
learning acres the curriculum and is seen as a whole school responsibility. To achieve this,
the gap between holistic ILE theory and tesxcpractice needed to be bridged, and Informed
Learning PAR by teacher case groups was found to be a successful professidophuave
process for that purpose. The study presents another direction in the relational approach to ILE
developed in the phemenographic research field Byuce 2008; Bruce and Hughes (2010);

Bruce et al. 00§ 2007, 2012, 2014); and Gunton et al0X2). It progresses recent
educational applications of Informed Learning in research by Maybee (2014), Maybee et al.
(2018), ad by Feekery (2013) who combined Informed Learning with PAR. This study used
PAR and multiple case study methodology to entddehers to explore their perspectives of
information use and how it might be used to improve discipline learning whilstestoging
studentsé awareness of expert information st
information environmein As such it adds an important dimension to ways teacher librarians
and teachers might work together to develop the capabitéquired to model and teach expert
information strategies across the whole sclaool provideshe basis for further researaking

the models developed as a result of the findings.

Bruce (2008)set out a research agenda which calledritormed Learningo be applied in
contexts beyond tertiary education, and this project osétiple case study and PAR &pply

an Informed Learning approachin a secondary educatiosetting Its overall aim wago
investigate the potential &riformed Learningdeasto create common understandings amongst
teachers about using information for learning in secondary schodley might incorprate

ILE into their practices.The findings of the studghow that PARand Informed Learningias
experienced apowerful ILE professional developmetly three case groups of secondary
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school teachers and teacher librariafarticipants transformed theiiews about ILE such

that they identified devel opment of students
for their own practices rather than as a set of skills to be developed in-iblaigd research

tasks. Thg explored ways to use Infoled Learning constructs to incorporate expert use of
information into curriculum designfor enhanced discipline information mastery and
development of student repertoires of information strategies. In this way they showed that

Informed Learning PAR can bsed to bridge the gap between ILE theory and practice.

The fieldof practice and researdétr which thisstudyhas significancés in ILE professional
developmenin schools.lts significance for practickes in providing arexampleof powerful
professbnal development which delivers the transfer of ILE theory into reflexive practice long
soughtinthisaredti s i n this sense that O6powerful dé prc
thesis a process in which participants engag#aboratively withothers in sharedwnership

of their own practice transformatiorsuch that new theories and ways of operating are
reflexively transferred into long terrthanges.The participants in the studiyew attention to

the school structures reiged for such transformation, recommending a whole school approach
and time and structure for the reflexive processes involved. It showed the sucoeskining

| nf or med Holeste mpproattytd K Evith reflexive and collegial case grolpAR
metodology to implement chang&his thesis presentm Informed Learning Praxis Model

to describe theracticesof teachers using this process, @&ehchmarks for Repertoires of
Information Strategieso guide a whole school framework for information piGewithin
which teachers and students might develop seflexive information use in teaching and

learning.

This study also adds to the existing literature about views of ICTwdoth support Informed
Learning approaches and experiences. The findshgs that Informed Learning PAR can
provide empowering constructs for teachers to investigate and query ways that new and
evolving ICTs might enhance learning about discipline cdntamd expert information
strategies.This has significance for practioe secondary schools where, as identified in this
study, the changing information environment is challenging traditional learning relationships

and ways teachers might supportstudedit i ndependent wuse of |1 CTs f
There are four key implicatiorier future research.

The firstis thatthere is a need for further research which usémmed Learning PAR in

secondary schooknd which exploresvays it might achieve longer term transfer of explicit
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expert information use into teacher practice beyhiedsingle year of this studySuch long
term transfer has long been the goal of ILE teacher professional development and this study

provides a bas for continued research.

Secondly, and associated with the first implication, research is needed whégtigates
whether such transformed and reflexive practice delivers two outdderdgied as important

by teachers in this studfa) the develoment by students of their own independent repertoires
of information strategiesand (b) enhanced disciplineaformation mastery. Such research
might use Benchmarks for Repertoires of Information Strategies as guiding criteria.

Thirdly, there is a neefbr further research towards development of a new construct: an
Informed Learning Model for Secondary Schowihich would enable its easier understanding

and use byeachers and teacher librarians in secondary education.

Lastly, a need has been identifiéor professional development to build teacher capacity to
incorporateinformation strategiesas part of te general capabilities and cremsriculum
priorities recommended by international education bodies and mandated by national and State
educatiorframeworkdor development of global competencidkE strategies and skills have

been integrated into the meral capabilities, and thence into discipline learnwigich, while
achieving the goal of ILE does not provide a holistic model to ge@ehing those strategies

There argwo areas of possible future research.

The first is to use the Benchmarks fepertoires of Information Strategies to guide whole
school development of the information practices required for students to devetapuwheets

of information strategies for study and future carensould include development of explicit
common mderstandings about information practices and strategies, and how they are to be
modelled and taught. This would overcome the lack of iBpeeferences within the
frameworks to holistic understandings and approaches to ILE.

The second is to use Inforohéearning PAR to build capacity to teach information strategies

as well as the general capabilities and cassiculum priorities.

Further detail about these areas of significance and implications of the study are provided in

Chapter Six. Discussion amahplications.

1.5. Thesis Organisation
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The thesis is divided into four sections: Literature Review (Chapter Two), Methodology
(Chapter Thee), Findings (Chapters Four and Five) and Implications and Conclusions
(Chapter Six).

The Literature Reviewn Chgpter Twoexamineskey understandingand theoriesboutthe
phenomena ahformation literacy)LE andinformed Learningincluding the learning theories
involved in eachlIt explores a theme underpinnirepch of these areas: the idea aof
transformation bpractice to bring aboutommonand collaborativeapproaches ttLE, and
thecohesive andonsistent integratioaf these approach&#to discipline learning Literature
related to professional developmestexplored, particularlyprofessional developme that
produceghe ongoingreflective changes in teacher practice required for such transformation
Informed Larningis aprofessional developmeapproackdesigned for that purpose and the
literature review covers itgenesishistoryand recent apaationin fields beyond its origins
in tertiary education. It shows thatinformed Learningis finding powerin its use for
development of communities of practicedgucators and information professionatso wish

to transform the way they use informatifam their own learning as well as for creating new

ways of embeddingE into curriculum uits.

The literature review identifies and explores this latter field as the locaewhisstudysits:

that is,combining PAR witHnformed Learnindo changeractices of educators for improved

student information liteky outcomes.It explains howthis studyfills a gap in that field by
demonstrating a wa yLE tah bettransferraec buelr tisadthey Seeeitvas o f
being a problem of their own pitaae and in so doing they can build capacity to bring explicit
attention to the informatiostrategies to be developed within and across discipline learning

contexts

The Methodology sectian Chapter Threexplores the theoretical frameworks and pararsete
behind selectionf qualitativeresearch for this study as wellthg rationaldor the choice of

PAR and case study methodologies. The research design is described, as well as the context
and process cfelectingparticipants, and the data collectimols. Management and operation

of the multiple case groups istd#ed along with participant and researcher expectations and

roles.

It then proceeds to provide a chronological account of the phases by which the PAR project

was carried out by the theecase groups of teachers asrte year in which the data were
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collected. This provides context for thectiongdetailing data analysend trustworthiness of

the research

Chapters Four and Fiyaresent the two main groups of findings whatiowthat PAR and
Informed Learningcombined can provide transformative professional development higout

in secondary schoalsTogether they show the way that thein research question was
answered, with sections in eaclidtrating how, for these case groupgormed Learnind’AR
provided a bridge between information literacy theory and practice in a secondary school

blended learning environment.

The first group of findings are presented in Chapter Four. $m&y how PAR wasused by
teachers to study and @p Informed Learningn a secowlary schooland answers the first
research questiolmow might teachers examine their practice of information liteusayg the
Informed Learningdeas and constru@slt is divided into two sectio The firstsection
consists of findingselated ta e a c éxperiendasof being in the ILARCProject itself. The
secondpresentsfindings related totheir perceptions abouise of PAR for professional

development of teachers in a secondary school.

Thesecond main group éhdings,in ChaptefFive, shovws howteachers im secondary school
usedIinformed Learningdeasto develop new understandings and practicedlfr They
answer the second research questioow might teacher practice provide students with
disciplinebased views and experiences of information literady®e stages by which
participants gained and dswped knowledge tdransfer tocreation of new discipline
information literacypracticesare shown to be those afvareness, application, and transfar
final section present®acher reflection omhe actiors they tookto trial use ofinformed
Learning with a view to its future usend includes description of barriers to its use and how

they might be overcome.

Chapter Sixpresentsliscussion about thénflings and implications that arise. It is presented
from the stance dLE being a problem of seher practicethus achieving the transformative
intention ofInformed Learning?AR. The problemas posed by the main research question of
this thesids how to bridgethe gap between ILE theory and teacher practicelandindings

of this study show that tan be resolved wheteachers take ownership of that problem for
their owndiscipline andpedagogical contextsl he chapteriscusses how tlsefindings show
the impact of such a stance and the way this can ledelelopment ohew benchmarks and

models of practice itLE. It suggests ewareas of researalsinginformed Learning PARre
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suggestedparticularly where holisti@pproachesnd c@peative processes are sought for
professional developent to enable cohesive curriculum integration and applicaifomew

educational initiativescross whole schoolsThis study showedd nf or med Learning
effectiveness for ILE professional devehogrt and it is suggested that it be explored for
professional development to build capacity &xplicit teachingof information strategies
alongsidegeneral capabilities and cressrriculum priorities as part of discipline practice.

Finally, thechapter pesents the limitations of the study and conclusion to the thesis.
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2.0. CHAPTER TWO. LITERATURE REVIEW

This chapter hagour purposes each related taeviewing different aspects of the way
information literacy has beedefined, theorisechind taught While there is of necessity
coverage of broader aspects of the tarmd its associated research agenda and prédcticae

most part focus is olLE, particularly in schools.

The firstpurpcse addressed iBection2.1,is to presenthe way thatLE has keen understood

and applied in teacher practiower time. It shows development of information literacy
definitions and statementBom the early competency definitions tthe more holistic
information literacylearningtheoriesresulting from research abbthe relationship between
learning and information us&he various models and frameworks developed to assist teaching
and learning infanation literacy arexaminedas well as the main learning theories which

have been brought intbE.

Section 2.2addresses theecond purposevhichis to reveakhreetrendsof relevance to this
study. These trendsun throughthe history ofLE and arerelated tothe intent of changing
teacher practice totegratenformation literacy theorinto discipline learmg. They arecalls
for collaboration between educators and information professionals to aclyexed aand
cohesve approaches tthat integration and the evolution of information literacy learning
theory andherelated research agendahese two showhe path tadevelopment othe third
trend B r u (20@¥Informed Learningas a way tdridgethe gap betweetLE theory and

practice

Thatin turn leads to the third purpose of the chaptetdressed isection 2.3, which is to
examine literature rated to ways of delsting professional development which achieves
ongoing changes in teachmactice especiallythat forILE. It demonstratehow thisstudy,
with its combination ofinformed Learningand PAR fits into the field of professional
development of teachers to achieve transformative changes in the praclide. oit presents

literature related to praxis as a moftelpowerful ongoing reflective practice

The fourth purpose of the chaptaddressed iBection2.4,is to cover literatureelated to the

way thatlLE alsoinvolvesthe use of ICB for learning and particularly to the way that an
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affordances view is intrinsic to its attentive incorporation into use of information in discipline

learning

The method used by teacharshisstudy for investigatiorof Informed Learningdeasis PAR

The reasondor its choice as a methodologye explained in Chapter Three. Howeveis
alsocovered irthis chapte(in part)to locate it within thafield which exploresheoriesabout
teacler professional developmeftdr ongoing changes in practigerticularlywhere there are
combinations ofnformed Learningvith PAR. The ideasf transfer and praxisvolved in
PAR arepartoft he transformati ve pr oc eeesinfermatianh t
literacy theoryand practicéoy use ofinformed Learning Theseéwo have crossovers where
professional development of teachers is relatetLEo While the place of PAR in action
research as a methodologycoveredn Chapter Three, itole in the transfer of learnirapout
Informed Learningdeasandits ongoingreflective practiceare coveredavithin this chapter.

The literature review includes material published after shaly was designed. In the
intervening peod between the condtiof thestudyand thesis presentation much progress has
beenmadeiltEr esear ch which has i mpacted on the
of the findings. Another significant development in that period has been theratieg of
information literacy learning processes into key strands of international, national and state
curriculum frameworks. While that has been a key goal of ILE practice and research, distinct
ILE understandings upon which its teaching and learnifigsr&lo not have an pkcit
presence. Research to identify ways to overcome that lack of visibility has commenced.
Research addressing these two areasferred to inChapter Sixo inform thediscussion of

the findings in termsof implications for researchnd practiceand someof the literatures

includedhereto informthe historical contextvhich structures this chapter.

2.1. History of Information Literacy Education Integration

This section looks at literature related to the development of definitions and undersgtariding
information literacy and where and how it should be taught and learned. It shows growth of
the view thatlLE is best done when integrated into curriculum giesas part of discipline
learning Although these understandingavedeveloped variougland iteratively across the

yearsthe chronological order in which they are presehegis representative of the progress
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and serves to illustrate the evolving view. Reference is made to themes of relevance to this
studywhich emergedluring theperiod of focus whichare explored further iSections 2.2 and
2.3

Thet erinm fé r ma t i avosein the 19@0s withiy @ context of thexewinformation
industy and the skills required for thieee and open marketplace of ideaferred toby
Zurkowsk (1974)i n  h i s The lefprmoatian Seajvice EnvironmgrRelationships and

Pr i o rfortheiNatisn@lCommission on Libraries & Information Science (Washington.DC)
Since then, internationally and nationalllge termhas figured prominently istatements by
organisations and governments as they sought to define the competencies required for success
in rapidly changing information environments (Catts, 2008y sawthese as integral to
development of welinformed and capable citizens ableetmtribute to the welbeing of both
developed and developing nationst the same time,deicators and informiin professionals

were investigatingvays to best teach or train people in development of these competencies or
skills, and research about thelationship between learning and information has changed

the way it is taught.

A definition which established an important early understanding about information literacy was
contained in thé&inal Report(ALA, 1989a)from the Presidential Committesn Information

Literacy released on January 10, 1989, in Washington, D.C. which:stated

To be information literate, a person must be able to recognize when information is
needed and have the ability to locate, evaluate, and tesdivefly the needed
information. Producing such a citizenry will require that schools and colleges
appreciate and integrate the concept of information literacy into their learning
programs and that they play a leadership role in equipping individuals and
institutions to take advaage of the opportunities inherent within the information
society. Ultimately, information literate people are those who have learned how to
learn. They know how to learn because they know how knowledge is organized,
how to find nformation, and how to esnformation in such a way that others can
learn from them. They are people prepared for lifelong learning, because they can
always find the information needed for any task or decision at hand.

Information literacyesearchersave been guided by thissdemensince its releaseAlthough
the concepts of information literacy have been explained in many ways, it is a definition which
still stands as relevant to thetudy, particularly in its emphasis on useinformation to learn

and the importance oh@edding the concepts into learning programs.
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2.1.1. 19007 197Q LibparySk i | 16slén faonrdmat i on Ski |l |l s

Early definitions ofinformation literacy primarily described it as a set of competencies or skills
for whatwas seen as a new age of information. Riwene statementframeworks and models
were developed to articulate a common set of understandingpolicies to guide the
processes by which peoptaght attainthem. Increasinglthere wasapplication of cognitive,
constructivist and socioculturdearning theoryto developmentof pedagogies forLE.
Information literacy moved frorthe earlierbehaviourist view which sawas a set of steps or
skills to be achievedo beingseen as aradice essential for lifelong learning and involving a
broad rage of processes and sabts of literacieselated to critical and reflective use of

information

While not explicitly called suchearlierunderstandings/hich became known as information
literacyandILE can be seen to have been part of school lilparyo gr ams bef or e
(1974, 2@3) definition (as above) Variously known as library or information skilltheir
teaching was usually understood as the responsibility dbttaey, but from early last century
there were calls for the skilte beintegrated into curriculum practice by teacheka.example

of this can be seen ilhé¢work of Henng(Kester & Jones2004), an energetic activist in the
development of school liary programsvho played a key rolie publication of the 1945, 1960,
and P69 national standards for school librarieghe United StatesShe and many others
consistently advocated for a view of education about information use which was hegond
teaching otraditional library skills. Theyada vision of a future where e would be a close
partnership between the school library and teachers as studemtdanght about expert
information use within the coaxt of their classroom learningThis was important in the
development of school library prografnem the 1960ss federal funding in the United States

ledto large scale investment in school librarie

Before the 1960s, there were few Australian schools where libraries played a central role in

c hi | dr e n @®egrammHibraryi andgnformation skills teaingmostlyrelated taising

the library and its resourcespwever there was also a broader view where the intention was
for students to learn to evaluate information and take n@egngthe 1960s this extended to
more cognitive skills beyond the kwon of resourcegNimron, 2004). The Library
Association of Australia (LAA) recognised the importance of school libraries in development
of research and agling skills. Itundertook research (Fenwick, 1966) and lobbying (LAA,
1966) for greater governmefunding to be devotetb library buildings and staffing with
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qualified teacher librarians In 1968,Margaret Tras& $School Libraries:A Report to the
Nationadded to the lobbying, and in 1969, Btates Grants Secondary School Libraries Act
1969saw Australian Government capital assistance extended to finance library facilities in
both government and negovernment secondary schoolslimportantly, 1969 saw the
Australian School Library Association formed to represent the views of the professionals
involved in enacting the potential of this funding and by 1975 it had membership of each state

and territory school library association.

Kuhl t (199% dogerage of the history dLE in United States schools from the 1960s
tracked development of unde&rdngs about finding and using information alongside the
evolution of school libraries.She reportech move from seeing libraries aspositories of
curriculum and fiction resources to locales of increasingly active programs offering reading
promotion & wel as research and resource use training and support for teachers and:students
The concept of information literacy and information skills is an expansion of
library skills. Library skills prepare students to locate materials in a library.
Information skills prepare students to learn in an informatich environment.

The concept of information literacy encompasses lifelong learning and the
application of information skills teveryday living (p. 2)

The 1969 Standards for School Medi&rograms published by the American Library
Association (ALA) and the National Education Associati¢gNEA), also demonstratech
growing awareness thachool librariehad a role to playn development of the information
skills required for lifelong learng. Evident tam were calls focooperative program planning

and teachingCCPT) where library staff and teachers worked together to plan research units in
secondary schoglgdicative of the broader view of learning about information use which later

becane known as irdrmation literacy (Haycock, 1995).

2.1.2. 1970s:The Emergence of Information Literacy

Definitions abouinformation literacyeducationin the 1970showed a purpose broader than

the evolving library or information skills seenrecessary for research supporschoolsand

theresearch andser education programs in tertiary libraries. Behrens (1@8)mentda

broader understanding of information literacy in theddSppearing in 1978&ssociated with

social and political antexts Shenoted that towards the end of 1970his broader social

understanding becanmaore focused on use of information to solve probleritiere was
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attention tothe conditions for its successful applicatisach as requiring knowledge of the
variety of information sources andse of specific strategies distinguishing between a
continuous informing process and an occasional finding information pueseall, Behrens

felt thatthe fidefinitions of the 1970&ighlighted a number of requirements for information
literacy butdid not reach the point where they identified the actual skills and knowledge
required forinbr mat i on handI(p 318 Hartreviewofanformatiomiteraoy
developmenshowel thatby the end of the 1970s the changing role of information, diagu

its growth, storage, access and,wgasseen agn important issue for whigharticular skills

were required.

In Australiain the 1970sthere was an exponential growth botlaimareness about the crucial

role of school libraries in education faformation literacy, and the funding recgd to support

their programgNimon, 2004) The States Grants (Capital Assistance) Act I¥2authorsed

$20 million for capital expenditure on government primary and secondary scbxielsded

in 1973 to norgovernment schooldHouse of Representativeld71). The Karmel Reporbpf

1973 (McLaren, 2014) led to theAustralian Schools Commissioiunding modelwhich,

importantly, included school libraries and funds for teacher librarianship training amongst its
targeted grantsBooks and Beyond: Guidelines for Library Resource Facilities and Services
(Australian Schools Commission]1977) outlined standards for the new school libraries.
Includedalongside details for thiébrary building and its facilities, furnitte and resources

were references tiflexible and creative programs of resource usage [to] enhance personal
educational exp@ance (p. 3). It also detailedtaffing requirements, includirgualified and
experienced teacher librarians who were to berdaghas members of the school teaching
team,andwh o woul d assi st Ain the devel opment a
int egrated with t he The deeadeoof experadisure 19698@resaltedinp . 5 )
about 1,200 new secondary school litlgs and 3,500 qualified teacher librarians across
Australia(Lundin, 1981)although that still fell short of th&ustralianSc hool s Commi s s |

standards

Despite this fundingor school libraries and teacher librarianship trainimgpugh the 197Qs
Clydeds (1981) review of the histheusgofthd scho
facilities, collections and stafiroved to be variableShereportedhat in some cases there was
considerable positive impact on learning, but in othenethws not as much as might have

been anticipatedThis seemed to be caused by either lack of properly trained library staff able
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to work collegially with teachers, or lack of knowledge by teachers about the ways that the

school library could support remeh work across the discipline areas.

2.1.3. 1980s:Approaches tdeachinginformation Literacy

Statements by international and national organisations and governments defining information
literacy began appearing in the decade followingétfnition in the 1970salong withmodels

and programgo support its teaching The concept of cooperativerogram planning and
teaching(CPPTh ecame a common term to describe the

integration of ILE.

In Australiathis occurred as paof a move bystate and territory education departments
towards developing the individual student @andmplementing resourebased learningn

curricula There was variation in the degree of detail provid8dme listed skills and the

activities by vhich they would be learne(Northern Territory. Department of Educatjon

1984). Othersalsoreferred to the policy, approaches and pedagagiedved In Victoria

thatbrought an inquiry approacfieaching Information SkilliHawkins, 1987)which statel

that of the various approaches, an fAintegrat
or planned curricul um a itepacHied thatpe.skill® 3hould hes mo s t

taught in combination with thatpproach

In NSW, Information skills in the schodlDawson& Kallenbergey 1989)followed a similar
pattern to the Victorian documeraddinginstruction regarding roles and responsibilities of
key stakeholdersincluding executive actions, and specified that the processes should be

integrated across the curriculum.

Ki r (@9B8%)review of ILE describedhe combination of learner focus andaescebased

learningasa promising progression

The shift in emphasis from the content of what students learn to the processes of
learning low to learn depends on the use of information, and its soérces
Information skills are informaticbased, rathethan librarybased. They are not
specific to one school library, nor to one teadi®arian's program nor to one
collection. In addition taheir broad scope they also draw on all levels of the
cognitive processes of knowledge, comprehension, apphcatnalysis, synthesis

and evaluation as well as on effective procesggs. 5-6)
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Sheidentifiedthe crucial rols of teacher librarians a®liaborative partnerandof principals
toensuresuch collaboration occurretier research pointed the need for teacher professional
developmenabout information literacy integrati@nd the active roles teacher librarians could
play. The reviewfound that wellfunded school libraries were crucial to providing quality
materialand support for resourdssed learninglhe increasing presence of ICTs in education
was explored in terms of its impact on information literacy understandings, anbt&ie
concern about a trer view the skills associated with ICT use as embracing information

literacy practice and strategies.

Australianand New Zealand teacher librarians developed many versions of the information
process, often describing distinct stepagsist their integration iatcurricula research tasks
seen inGa wi (188@,22002)material The considerable body of material and knowledge
developed by practitioners in the fieldring 1970sand 1980<ontributed td_earning for the
Future by the Curiculum Corporation (Australia), Australian School Library Association
(ASLA) and the Australian Library and Information Association (ALIA) in 1993.

TheUnited States National Commission on Excellence in Educatson ( A 9a808 at Risk
highlighted tle need fo development of information literacy in schools. The U. S. National
Commission on Library and Information Science (NCLIS) instigated work to define those
information literacy skills and how they might be taughhat resulted iiMancall, Aarorand
Walkerd s ( BdAc&tg Students to Think: The Role of the School Library Media Program
They reviewed information literacy skills and recommended an approach which involved a six
step conceptual framework by which schools and school libraries afighteheir programs

to enable higher order thinking and knowledge management skills to be developed as part of

their learning.

Kuhlthaudb sfluencein the United States in the 1980ught aremphasison he st udent
perspective in the constructiyeocess of learning from a variety of sourc&he identified
distinct steps to be followenh an information research procesgEcompanied byractical
activities to guide students at each stagker work (1985, 1987a, 1987M)id much to lead
thinking @out information literacy as a way of learniagd how to develop theory about its
teaching(1989)
a new perspective on library instruction is emerging that incorporates the more
traditional skills of locating and using information sources with thegs® of
learning from information. The information research process is a holistic learning

process enacuapassing the affective experience of students as well as their intellect.
Studentsdé experience within the process m
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teachers and media specialists to design library assignments and plan instruction
that encourage rathéhan impede learning

Her regarch resultesulted inan information search process mqoaelen in Figure 2, which
presented three domains sfudens deelings, thoughts and actiorte be considered in

curriculum desigmequiring students tbnd and use information in learning tasks.

Stages Task Topic Prefocus Focus Information | Search | Start Writing
Initiation Selection | Exploration | Formulation| Collection | Closure
Feelings | uncertainty| optimism | Confusion/ | clarity Sense  of relief satisfaction or
frustration/ direction/ dissatisfaction
doubt confidence
Thoughts| ambiguity > specificiity > increased interest >
Actions | seeking relevant information > seeking pertinent information

Figure2.1. Kuhlthau Model of the SeardProcesgKulthau, 1989)

Bytheendot h e 1tBe8J8Riesidential Committee onfbrmation Literacy produced the
Final Report(ALA, 198%) as mentioned abovand organisations with a focus on information
literacy were formed, such as National Forum on Information Literacy founded in 1989 by the
American Library Association.The Big Sivof Eisenberg and Berkowitz (199¢ave a@ormal

name to the steps qurocess approachdseing used in curriculum research tasksd

increasingly these included references to the ICTs involved, as seen in Fijure 2.

The Big Six Activities Technology
1. Task Definition | Define the poblem E-mail, listervs, newsgroups
Identify theinformation needed
(type, amount, format, etc.)
2. Information Brainstorm all possible sources.| Archie; gopher, Veronica, Jughead, hypermed
seeking Strategies | Select the best. WWW, Lynx, Mosaic/Netscap&VAIS
3. Locationand Locate sources. Find informatio| Same as above
Access within sources.
4. Use of Examine information in sources | Word processing, download/upload files
Information (read, hear, view).
Extract relevant information
5. Synthesis Orgarise information from Word processing, graphics, spreadsheets, des
multiple sources. publishing, hypermedia
Present the result
6. Evaluation Judge the result (effectiveness).| E-mail, listservs, nhewsgroups
Judge the process (efficiency).

Figure 22. The Big Six(Eisenberg & Berkowitz, 1995)
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2.1.4. 199Gs: Information LiteracyLearning Theory

The informatiortechnologyexpansion in the 1990s brought new challenges and opportunities
for schools, and school library programs altered to accommodate the ingre@siplexities

of information use with ICTs, including changed views about learning with information.
Models weredeveloped for teaching information literacy. For the most part, they presented
information literacy as consisting of information skiisbe learned and applied in linear or

cyclic research tasks

In Australia, blication of Learning for theFuture (Curriculum Corporation (Australia),
ASLA & ALIA, 1993) addressed the development oformation services in schools. It
providedquantitativeand qualitative benchmarks for a vision which encapsulated the more
holistic view of information literacy, whet@PPT brought integration of information literacy
into discipline research tast@ more effective contextual learning o d (T6dsl et al., 292,
Todd, 199% action research project in a secondary sclleahonstratedhe effectiveness of
usinga collaborativeapproachfor ILE integrationand his use ofailaborativeplanning and

teaching (CPT) instead of CPPT to describe thisagmr became comon parlance.

In Seeking MeaningA Process Approach to Librg and Information Serviceuhlthau

(19984 presentedh researcibasedtheoretical framework for Bearningprocess approach to

library and idormation services It aimed at dealing with the problem fifiding a path to

access and seek meaning in ancational environment often experienced as overloaded with
information. Sheidentified aclear role for teacher librariaig assiststudents and teachers

Her research described a move from viewing information literacy as a set of skills in which a
student undertook a linear research path of finding particular information for a particular
purpose, to dearningprocessapproachi n whi c h st u daeprotess ofuusiyer t oo
information to constructte i r 0 w n(199%pa3d). IBhesaw a close comttion between
information and learning in classroom practic&sere was an emphasis structuringof tasks

so that students would come to understand that learning is a process, and to see information
literacy learning also as a process, taking platkinvthe discipline learning of research tasks
Teachers using this approach brougtergton to the role of affective, cognitive and physical

learning as information was accessed and used.
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He r r i(189%a) $996bPLUS model brought a variation dfie information processo UK
schoolsand like Kuhlthau, he includeithe cognitive skills involved in information literacy

learning

By 1995, Haycock was reporting positive correlation in research between the presence of well
resourced school libraries (resoe centres) and studsnfievelopment oinformationskills.

He alsopointed to the need favell-staffedlibrary teams whicltould work with teachers to
integrate information literacy into the curriculur corollary of this was thateachers and
adminstrators needed to be aware of the potential of school Esraa enable this team

teaching and tkattherole of the principal was paramount

McKenzie(1998)alsostressed thaeed for information literacy to be brought into discipline
learning and @ticised the roll out of information technology in schools actbedJnited States

in the 1990s without first determining the purpose of its ude claimed thainformation
literacy provided a design framewdik what he described as @information Iterate schodal

He developedrhe Research Cyclmodel (2000) tantegrated technology and information
literacy skills within discipline research topics, involving seven steps that studentsdwork
through repeatedly on their research tasks

Inthe US,tkAL A Pr esi de nt(1929%)PrGyoessRepott onferthaion Literacy
updated the six main recommendations of the original report, and identified areas that needed
more work, including the continued need for information literacy advoca&gnerican
Association of School Librarians (AASLand AmericanAssociation for Educational
Communications in Technolog@pAECT) publishednformationPower: Guidelines foEchool
Library MediaPrograms(1998b) andinformationPower: BuildingPartnerships folLearning
(1998a). They provided clear statements and material to inform and guide ILE in schools,
placing school libraries as central to the procefee Committee on Information Technology
Literacy (1999)publishedBeingFluent withInformationTechnologywhichidentified a need

for computer fluencyo use and adapt to ICT changas opposed to the technical competence
of computer literay. It reflected the growing awareness of the social impacts of IBisvik
(1998) saw key challenges for tertiarytingions as they adapted to the changing information
environment and called for greater investment in libraries to enable a rebassztlearning
approach across disciplinesThe Society of College, National and University Libraries

(Sconu) developedThe Seen Pillars of Information Literacy1999) model to promulgate
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ideas about how ILE might be further developed in higher educatidthe ALA published
InformationLiteracy Competency Standarfis Higher Educatior(2000).

In Australia, Langford (1998) identified broad confusion about meanings of information
literacy and found a range of understanding¢hile library staff had one set of views, often
entirely different views were held by faculty and teachers, information technology staff and
admnistrators, who frequently understood information literacy as a simple set of access and
processing skills. Like Kuhlthau (1993)angford (1998)f e | t t hat i nf or mat |
increasing combination with educational theory and practice pointed iagtroere than a set
of skills and needed to be incorporated as part of the pedagogical theory informing teachers
and their practices

At the school level, this means working together in the same understandings and

perceptions and toward the same outcomas understood framework that is free

from jargon, transferable from subject to subject, and a part of the natural discourse

of educators. This requires a move from pedagogic knowledge (conceptual) to

standardised knowledge (process tool). The theory eventually settle into

something that becomes a part of all teaching practice as an information literate

learning community. In the interim, as academics and teacher librarians, we talk

about informationliteracy, but it is a sad indictment that it is nabh embedded
practice in our learning institutions.

There appears to be a gap in the literature between the theory of information

|l iteracy and the everyday classroom pract.i
how the concept of information literacgdmmes the natural or the basic practice

of teachers(n.p.)

Carey (1998) used a problesnlving approach to track the changes which were involved as
teaching moved from library skills to information skills and then to information literacy in the

last twodeades of the 2Dcentury He identified views which sawibrary skills as being

about knowl edge and skills and the teacher
information in multiple sources, then manipulating, creating and reporting informat a

variety of formats By comparison,nformation skls were viewed as beingpout tactics and
strategies, with the teacherods role being to
guided in their solution of information problems. &arelt that the models and processes

being used for ILE athat timewere underpinned by combination of cognitive objectivism

and cognitive constructivism. He saw this as appropriate given learning environments which
required students to demonstratgeative skills as individuals as well as to reflectively
construct their own personal solution strategies and transfer them to resolve new information

problems.
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Callison (2009a2009c) also tracked the way the instructional roles of school libraries and
school librarians changed over the three decades fromoffe@s He identified three major
movements in teaching and learning about information use. The first was a move from teacher
centred to studergentred learning in the incorporation of the crealeagning processes of
inquiry learning. The next was @rend from libraryfocused to informatiofiocusedILE as
demonstrated by a change to instruction that emphasised information knowledge over just
library knowledge. The third trend he identified wadsom accessneasured to evaluatien
measured, seen in chakgaews about how documentation of student use of information might

measure growth of student learning.

The movein ILE from a library toan information focus, and increasing incorporation of
constuctivist, relational and critical ways of thinking about learrdag be seen imformation
literacy practice and research highlighted by Bruce (2000Bamzt CandyandKlaus(2000.

Bruce applied constructivist and sociocultural learning thedoyunderstandings abolltE,
defining information literacy as a way of learning through engaging with informatrah

l ocating I CTés growing presence 1in .eHbucati ol
research sought to discover more about the whymation use was experiencem bring
greater awareness about the relationship between information and ledfrong.those
findings she developed a conceptual modbk Seven Facesf Information Literacy(1997)

This described theviews about informatin use likely to be brought by educators to their
tertiary teaching, which in turn influenced tvay information was used iearning activitis

they designed and therefor the aspeétmformation use which students experiencékhe
modelalsoidentified theincreasegresence ofCTsin disciplinelearningexperiencesnd the

need to bring attention to the way it was used for learning along with information and discipline
content. This typified the more holistic views amagproaches ti E being devedped towards

the end of the 1990and recognition of the need to inclu@d skills within the realm ofLE.

2.1.5. 21% Century: Information Literacy Curriculum Integration

The new millennium brought even more fean the changing role 8 Tsin broader society,
and how schools and school libraries might utilise it for learning the skills and literacies for
lifelong learning in such a rapidly changing environment. International and national

organisations and gewments responded with reassment of information literacy
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competencies to cater for 21st century learninghe revisions produced statements
benchmarks and models for ILE which incorporated ICTs for learnih@ften happened,

however, that ICTs andheir associated skills becamconfused with the broader
understandings associated with information literacy. Indeed, many national educational
standards preferenced ICT skills over information literddgspite that, the ILpractice and

research agemdcontinued to evolve. Themas i ncreased interest i n
practices might be transformed to enable explicit integration of ILE (and the associated ICT
skills) into discipline curricula and pedagogies, with attention given also-eptiee teacher

education.

At the tertiary level, Informed Learnin@008)emerged as a powerful concept, with its basis
in phenomenography providing a holistic approach for all involved in developing reflective
contextual information use practices by edacsmand studentslt bringsattention ta¢he views

and experiences of those designing and teaching a curriculum and those learning the

curriculum.
2.1.5.1. Reassessment of2dentury information literacy education
Recognition of the broader social importanaf ILE and the school libreré s r ol e i n

provision can be seen Trhe International Federation of Library Associations and Institutions
(IFLA) and United Nations Educational, Scientific and Cultural Organisation (UNESCO)
School Library Manifest¢1999 which stated that
The school library provides information and ideas that are fundamental to
functioning successfully in todayds soci ef

knowledge based. The school library equips students with lifelongrigashlls
and develops the imagination, enabling them to live as responsible citizens.

Similarly, The Prague Declaration. Towards &mformation Literate Societ{2003) defined
information literacy in terms of the basic principles required to cieraiteformation society

itself seen as key to social, cultural and economic development. As was the case with earlier
international and national discussions, this meeting of experts from 23 countries explored the
relationship between information literacy dareconont development. It asked what
educational processes might produce more advanced inforrusgostrategies so people

could utilise new opportunities for participation in changing economies to overcome poverty.
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Their recommendationsicluded prormotion of learnercentred education, creating national
standards and developing a consistent multilevel approach across government and education
stakeholdersBruce (2004) also identified new understandings about information use as a
catalyst for educatiohahangeto meet challenges involved in the globalised information

environment.

Increasingly the focus moved to how the various standards might be converted into curriculum
action. In Australia, guidelines and materials were developed to assist developfribese
broader understandings of information literacy, and to su@@fito enable their integration

into school curricula. The new editionlafarning for theFuture(ASLA, ALIA & Curriculum
Corporation (Australia)2001) highlighted ICT skills asan essatial learning skill for the
information age It brought the teaching and learning of these new skills within the umbrella
of information literacy and knowledge management, providing a matrix of information and
ICT literacy, guidelines and indiaat fortheir development, a planning structure, as well as

an outline of staffing needs and expertigd.IA and ASLA (2004) establishe8tandardsfor

Professional Excellendsy Teacher Librarians

The Information Literacy Planning Organiser (ILP@Ryan & Capra2001), Burgess and

Me | i sMaking @Difference CD ROM2002)a n d H2005)Réssarchindogether CD

ROM were designed by teacher librarians to enable collaborative work with teachers to
integrate information literacy into the currlam. Their sttements and definitions were
mostly presented in terms of the six elementshefinformation searchprocess described

earlier inThe Big SixEisenberg & Berkowitz, 19901995 and inLearning for the Future

(ASLA, ALIA & Curriculum Corporation, 2001).They provided a common language for a
consistent approach across discipline areas as the elements were integrated into discipline
research tasks and assessment crjtanid in the case oEPO, in a developmetal continuum

through the years of primary asdcondary education.

This idea of a devel opment al continuum foun
(2005)RSD (Research Skills Developmeftimework which had the intention ehabling

integration of ILE into curriculum as a vertical and laterathnsition with associated
pedagogiesPresented from a teacher practice perspective, it provided a conceptual model of
information literacy as a lifelong endeavour in which all participants undertooknsbpiby

for their own continuous learning jowey from novice information users to advanced

researchers.lts six facets of research operations (like the steps in the information process
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model) sit in a matrix with levels of student autonomy descrillieg progression to become
independent researaise Andretta (2005) also looked at how teachers might incorporate a
broader understanding of information literacy into their teachpngyiding examples of ways

to integrate ILE into programs of study usin t wo model s: SCONULOGs S

Informaion Skills and the IL competencies identified by the ALA.

Taylor (2004) investigated ways that professional development in a primary school might
engendebetter awareness abdhbe information and technology expertisgesdcher librarians

and thus impro& collaboration for improved student outcomé&shis researcher (Whisken,
2005) also continued earlier practitmsed research to explore ways that teachers might be
scaffolded o incorporate ILE into their teaching practices, culminating in a series of

professional development workshops with an external facilitator

I n New Zeal and, Moore (2006) The Bedenftdtef const
Information Literacyas a franework to review national policies, teacher education, curriculum
integrationand assessment related to information literacy and ICTs, and lifelong learning. She
identified that while clear ILE policies and curriculum statements were in place, theythad no

been uniformly translated into practice, with teacher education and pooiglsdevelopment
nominated as a key causal factor. Similarly, Kaplan (2010) found that the positive results of

US school library impact studies, conducted in the period 19286, had produced little

influence on school decision making about funding atructures to support school library

programs.

Many tertiary institutions looked at how teacher education courses might provide
understandings about how to work collabordyive integrate ILE into their future practices.
Shinew and Walter (2003), f@xample, saw this as having three dimensions: the information
literate student, the information literate teacher, and the instructional collaborator. Although
not expressed ithe terminology of the lateteveloped Informed Learning constructs, in

comma with that approach it identified a need:for

1 a clear information literacy framework to be in operation with common terminology
and understandings;

1 a reflective and collaborative relationship between teaching teams and the school

library;
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1 consistent intgration and modelling of the framework within and across discipline
teaching and learning to enable the variational experiences required for edlation
understandings of information use; and

1 a reflective relationship between teachers and students as #wyoped the

information strategies required for future learning with information.

L i p 200G8) description of preservice training in ILE integragn at University of
Wollongong demonstrated ways that academic staff collaborated with the educatigntéacul
ensure the students experienced a planned, comprehensive approach as part of their own
learning. This had the intention of modelling practimestudents which they might then take

to their own teaching after graduation.

Academic librarians recogsedthatcollaborative information use competencies for new ways
of working requied understandings that transcended technological gkil)]s2007). They
developed frameworks to guide integration of information literacy into the curriculum (Bundy,
2004; Cochrane, 20Q09Consortium of National and University Libraries (CONUR004.
Some, such as Andretta, Pope and Walton (2008), brought focugéspleetive perspectives

of all stakeholders for improved independent learning.

Information literacy was icluded as a key competency by AASLStandards for the 2%
Century Learnef2006),Learning4Life Plan(2008) Standards for the 21&Ientury Learne
in Action (2009, 2013)and Guidelines for School Library Media Progran®009a) The
National Forum orninformation Literacy (2008) provided key leadership in promoting the

importance of ILE, highlighting research evidence to influence deeisakers.

Standards for the 2%Century Learner(AASL, 2006) addressed the increasing coemjty/
required in a dinition of information literacy which incorporated changing resources and
technologies. It integrated the multiple literacies involved in using-lavger amounts of

digital, visual, textual and technological resources as welheaghinking skills inelved in

their critical and ethical use. It specified crucial skills for learning in social contexts involving
sharing and learning with others fareface as well as via technology. To achieve this
learning it advised thatfi S cohlibrarians collabaate with others to provide instruction,
learning strategies, and practice in using the essential learning skills needed fhathe 81t u r y 0
(p. 3).

Standards for the 21&entury Learner in ActiofAASL, 2009) looked at the teachg and
learning requied for students to achieve the learning goals setbfistandargdwhere:
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The standards and indicators will serve as guideposts for school librarians and other
educators in their teaching because these skills and dispositions ate mo
effectively taughtas an integral part of content learning. The focus of these
standards is on the learner, but implicit within every standard and indicator is the
necessity of a strong school library program that offers a higidyified school
librarian, equitable acces® upto-date resources, dynamic instruction, and a
culture that nurtures reading and learning throughout the school. (p. 9)

Collaborative planning for curriculum integration of information literacy was identified as
crucial to ensure development of thesenpetencies, although there was ligleggestedo

guide that process.

Australian library organisations similarly reviseheir statements to reflect the changing
information environment. Australi a®dsA key | i
and ASLA developed joint statements to guide information literacy for the 21st centurg(2009

20099. They recognised evolving means of information access and use, as well as bringing

evaluation and reflection to the process.

Information Skills in the School: Engagind.earnersin ConstructingKnowledge(NSW.
Department of Educatior015) updatedthe previousinformation ills in the School by

Dawson & Kallenberger (1989) It reveals the move from bibliographic and sources
approacksof library ills teachingin the previous century to the more holistic approach of
information skills and informlai on process teachi ngandiretieel oped
first decade of th@1% century A frameworkwas providedfor explicit teaching and learning

of information skills across the curriculumNSW schoolslong with the teaching oitéracy

andICT skills. It directed use aheDe part ment 6 s Qual ity Teachi ng
Policy as part of the process Figure 2.3 demonstrates the distionot made between
information skills and information attitude@sthe informaton process, anigure 2.4 presents

the Information &ills Process (ISP) to be followed in NSW sclsod he publication also
detaikdthe responsibilities and procedures to H¥eed to ensure that teachers and teacher
librarians work together timtegrate the procesthat teachers receive appropriate professional
development to do so, and resources and facifitiggrovided to support teachers and learners

as they develop @ert information use skills.
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Information skills
Information skills fall into twa@roups:
w alAffa O2yOSNYSR 6AGK t20F0Ay3 AYyTF2NNI{

- finding information in a variety of forms e.g. online, print, electronic, brochures, pictures, g
maps

-finding information from a variety of sources e.g. people, school library, publicyliiravel agent,
home, DVDs

- finding information within sources e.g. using an index, guide words, map key, electronic me
w alAtfta O2yOSNYySR gikfdinkatiodzy RSNE G yYRAY 3 | YR

- asking questions

- selecting, evaluating and, if necessary, a@idang information
- combining information from different sources

- presenting the most relevant information

- presenting information according to the audience

- gauginghe success of the presentation.

Information attitudes and values

Along with skl development the school fosters in students positive information attitudes
values. These include:

w NBO23yAaAay3d GKIG €SFNYyAy3a Aa fAFSt2y3
w QD fdzA y3 O 2rviaténisiily @ an instygomentyiiflearning

w @FfdZAy3 ONBIGAGS IyR ONRGAOIE GKAYy(Ay3
w GFfdAy3 GNHzZiK 'yR GKS RAAOALI AYS 2F &OR
w NBO23ayAaAiay3da GKI G AyYyT2NNYLI G Aensatiohad and ®ESatkah
purposes

w NBO23IyAary3a | LSNaAZ2Yylt ySSR G2 0S02YS (
with new techniques and skills as information technology and social institutions change

w Dt dzA y3 LIS NELayf Informdtitd NSerRwitl repértdi$e ot skills and developir]
independence.

To ensure that students grow in confidence and proficiency, the school and the community
value the information process as well as its product

Figure2.3. InformationSkills and Attitudes (NSW, Department of Educatio2015 p.7)
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Organising
How can | use

this information?

Figure2.4. The Information Eills Process (ISP). (NSWepartment of Educatio2015, p.
8)

Further distinctionsvere madeo ways that information literacy might be taught dearned

as part of discipline leaing by esearchers at QUBruce et al. (2006, 2007,) who used
variation theory and relational understandings about information literacy to dévatofix
Framesfor Information Literacy EducatianBruce combined this work with her earli€he

Seven Faesof Information Literacy(1997) to producénformediearning (2008), the focus of

this study (and explored in depth in Section 2.2.3). Key distinctions were made between
information skills, information literacy, ILE and Informed Learning. Informed hieardrew
attention to the experiences of users of inforamaand how that impacted on their approaches

to its use. It produced models which placed ILE within discipline practice and asked what
might happen if educators brought attention to how infomnatight be used to enhance the
experience of discipline &ning (Bruce, 2008). For this researcher, Informed Learning
provided an approach to professional development by which to transform teacher views and

practices of information use in such a wayt th& might be integrated into discipline learning.

2.1.5.2. Information literacy and ICTs

Unfortunately, in the decade following 2000, changing models of school funding and the

rapidly expanding information environment impacted negatively on many schooielnar
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Australia and the way their roles in ILE were perceiv&did, 2010; The Hub: Gmpaign for

Quality School Libraries in Australia, 2010). n Ca n a d #2005)&searshifadursd a

similar situation to that being experienced in Austratancluding fia common bel i €
recent technological advances result in less need forilbsin schools, given that more
information can now be mb.tHe panted outtthatritovasgph t h e
attitude contrary to findings which indieat that principals felt their teachers were unprepared

for the use of ICTs to enhanset ud e n't | ear ni Hdigrariang aftentséneetas N T e a
resource people in transferring knowledge of ICT and its utility in research, teaching and

l earninge (epoB8B)ed Gi bson and Obergbds (2004)
Internetwas being used mostly to increase access

using the collaboration, creation )and di ssen

Although school curricula increasingly operated in blended learemgronments, where
educators needed to use the capacities of learning management systems to present interactive
courses (Ministerial Council on Education, Employment, Training and Yowffairs
(Australia and New Zealand) (MCEETYA 2005, 2008)) many faled to utilise the
affordances of these environments (Bower, 2008re remained a tendency for basic fluency

with ICT to be seen by many as the defining feature of information secekuse rather than

the broader set of competencies required for @istury learning

S h a n n o n Gerveyreada@fgund that although the participating school principals gave

high ratings to a question about competency of teacher librarianfiadbarate with teachers

to integrate information literacy skills intché curriculum, they rarely used the term
information literacy skills in opeended responsesThey referred nst ead t o o6r ese

ofinding informationtaskee the I nternetd as i mp

The inadequacies and consequences of this continued skeweodfvilevelopment of ICT

skills without the information literacy context were highlighted by Bundy (2003) and Gavin
(2008). Additionally, the information and knowledge management es@eof teacher
librarians were often underutilised in blended learncugriculum design where critical
information and digital literacies are best embedded (Bell & Shank, 2007). This is explored
further in Section 2.2.3. In Australia, tli#gital Educaton Revolution(Rudd, Smith &
Conroy, 2007) specified use of ICT forrpenalised learning as a policy direction, however,
there was little about information literacy developmentatWas despite the earlier advice of

the key organisations in the fieldSLA, ALIA and the Curriculum Corporatioim their
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publication of the econd edition oEearning for the Futur¢2001) and associated publications
to guide its us¢wall, 2004).

As a teacher and teacher librarian in five secondary schools over thrdesje¢ha researcher

like Langford (1998had also found a marked difference between what teacher librarians and
teachers respectively understood as information literacy. Often there were varied
understandings within the school library profession itsehlvall as within and across schools

and €hool networks by educators (Allen, 2007). Even localised Australian State government
standards such as the Victorian Essential Learning Standards (VELS) demonstrated a lack of
cohesion between the traditional uratandings of teacher librarians on the dvand and the
education departmesaidvised pedagogical constructs for the learning associated with
information literacy on the other. Information literacy skills were distributed across the VELS
domains of ICT, comnunication and personal development (T,o8d06 2009 rather than
identified as a significant crossirriculum literacy deserving of specific attention and
reporting. Manning (2006) found support for an inquiry approach in the VELS philosophy,
with the ills of information literacy distributedcross several interdisciplinary learning
domains. That did achieve an integration of the skills and attitudes into those domains which
in turn were to be integrated into discipline curricula. Unfortunatelyynmdtion literacy as a
distinct literacyad | i ttl e reference and thus was not

disciplinary literacy, nor were the associated pedagogies addressed.

Bruce and her colleagues at QUT conducted extensive research@ brif ocus t o edu
and st udrentdsofinfoenatipre They sought to use it as a basis for developing
contextual learning for a more holistic and relational approach to incorporation of ICTs as part

of a broader repertoire of information stigigs (Bruceet al.,2006; Partridge, Edweds, Baker

& McAIl |l i st er s(1927) Gadigrmhe Sevenr Facest imformation Literacyhad

recognised that ICTs are not always the focus of the learning that uses them. Often, they are

at the margins or pghery of the informatioruse experience The O6Facesd r ¢
common ways that elements of information, ICTs and discipline content are likely to be
experienced She later pointed out that the emphasis given to information technology in

informationl i t eracy and | earummmtgi oonf taeno una kpeeso pfilaens 6c
may not be appropriate. €& [and] starting wit
peopl esd information |iteracy experience. o0 (
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Informed Learning povided clarity about information litera@nd ICTs, as it enabled attention

to be given to the various elements of information, ICTs and discipline content which were to
be the focus of each curriculum learning activity. Current learning theory wasousedte it

easier for educators to incomate Informed Learning ideas into their own practices. In that
way, as teachers considered what approaches to discipline learning they might use, they could
also consider what approaches to information use andrt@jig enhance that learning whilst
alsobuilding information use expertise. Informed Learning constructs showed teachers how
to design pedagogy in which they and their students might bring reflective attention to

information and ICT use for learning bowithin and across disciplines.

2.1.5.3. Information literacy research agenda

This section updates the literature used to formulate this study but mostly relates to research
published after the research study was conducted. It is, however, relevant taatisoiugse
findingsdéd significance f orresearcla cltsindusiondered 1 mp
continues the |literature reviewds structure

of understandings about ILE.

By 2010 the informatin literacy research agenda had broadened to accommodate ways that
consisency and coherence might be developed within and across education systems; and how
information use was involved in transfer of knowledge in education to create new knowledge.
By extension that also included how teacher knowledge about information usé leigh
transformed to create new learning activities for students in which they might experience and
develop their own repertoires of 2tentury information strategies. There wasodisrther
research into the different forms information might take ined#ht contexts, and into the
nature of the information use experience itself (Bruce, 2011, Zxl&e, Davis, Hughes,
Partridge & Stoodley, 201Bruce, Hughes& Somerville, 2012} loyd, 201®).

Todd (2010) noted that there were still differing vieat®ut ILE. He pointed out that despite
the more holistic approaches developed over the previous two decades which saw ILE as a
process of learning with information for knowledgeatien, some still viewed it as a set of

mostly informatiorseeking competeies. Todd distinguished three challenges ahead for ILE.
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The first was development of moreresedoch s ed model s f or (1988 such
Information Search Procesghich had provided a diagnostic tool to enable understanding of

the way the infrmation search experience differed according to library and information setting.

It was also a framework for instructional interventions to support that information to knowledge

journey.

The second challenge named was development of more explicit kiygtlased standards
which in turn required giving attention to the complex cognitive processes underpinning
knowledge construction. In this was recognition of the fact that ditfetisgiplines have
different structures of knowledge and ways of arrivatighat knowledge, and as such their
approaches to the way information is used for learning also differs. This was earlier determined
by Br uc e2033 re6earbhdTéddsaid that the AASLStandards for the 21st Century
Learner(AASL, 2006) provided ways for school libraries to cater for these differences, as they
were set within knowledge constructs. Additionally, they centred on the skills, dispositions in
action, responsibilies and setassessment strategies required to inquire, thitikadly and

gain knowledge to apply to new situatipasd then to create and share knowledge ethically
and productively as members of a democratic society, whilst also pursuing personal and

aesthetic growth.

The third challenge Todd identified was fostitutions to review their mission statements and
policy documents to ensure alignment of instructional practices for information literacy to
overcome areas of contradiction and bring algogéter cohesion of approaches and practices.

This supported # history of advocacy within ILE for more collaboration (Section 2.2.3).

Amongst institutions reviewing their statements and policies for a broader view of ILE was the
SCONUL Working Group o Information Literacy (2011). It saw the need to update iteea

model (1999) to accommodate the evolving range of terminologies and concepts which
information literacy had grown to represent over the intervening decade. They presented it as
agene@ O6cored model for Hi gher Esl‘ucatepnes dmf
different groups of learners, might be applied. Similarly, there were moves to incorporate and
specify various literacies alongside information literacy, seen in the groapinfprmation

Il iteracy and medi a | Mediseanddnfoymatiors Litezalcy CarscullbrN E S C O €
for Teachers(Wilson, Grizzle, Tuazon, Akyempong Cheung, 2011) and increasing
references to digital literacieBASL, 2006 Bell & Shank, 2007¢avin, 2008 Mifsud, 2006)
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GuidedInquiry (Kuhlthau, Maniotes, & Caspari, 2007) continued to be a popular theme in
research about ways teacher pedagogies might be transformed to incorporate ILE as a process
into the structure of discipline curriculum leargi Part ofsuided Inquiryis developrent of
information literacy strategies as part of the suite of lifelong learning competencies required
for skilled operation in rapidly evolving information environments. This resonates with a key
idea in Informed Larning which emphasises the design africulum learning activities in

which, by variation of discipline experiences of using information to learn (Marton & Booth,
1997), students might develop their own repertoires of information strategies for trandfer

application in the eveevolving 2F century information environment.

The process of transfer was addressed by Bruce and Hughes (2010) when they considered the
focus on learning in Informed Learning. They identified three critical elements of lgaonin

be information literateexperiencng information literacy (learning); reflection on experience
(being aware of learning); and application of experience to novel contexts (transfer of learning).
They added that these elements need to be broughitéoetaanalysis of teacher discussions

about the pedagogies required to achieve such transfer.

Herring (2011a) pursued this idea of information literacy transfer in student practice,

identifying it as an underesearched area:

Despite a substantial gwth in both research and professionitdrature on the

topic of information literacy, the question of whether school students transfer
information literacy practices has not been considered in any depth within this
literature. In the field of school liary media, studies of information litesa
teaching, information | iteracy model s,
literacy appear to have assumed that students will transfer information literacy
practices. Evidence of transfer or lack of transfesdhools is largely anecdotal,

and theras clearly a gap in information literacy research. (p.1)

He proposed that the outcome of successful ILE would be for students to become reflective
practitioners
The term practice, in the school context, implied #tudents engage in a range of
informaion-related learning activities, with a focus on students gaining new
knowledge, and that students are reflective practitioners. That is, students are not
merely using a set of skills (e.g., information retrievaindformation evaluation)
mechanically, ad students do not view these skills in the same way as they might
view computer skills. (p.2)
It was a view which has obvious elements in common with those of Informed Learning which
has the intention of teacherschening reflective practitioners (Schon, 1983) as they bring
awareness to the way they use information in design of discipline leamihigow it impacts
55
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on studentsd6 experiences of those | earning
constructs pvide for ways that students themselves might become reflective practitioners,
transferring their wise and relational understandinginébrmation use to new learning

situations.

Many descriptions of information literacy increasingly saw it, like Heri(pglla) as a
reflective practice rather than a set of skills (Lloyd 2007, 202010B and that distinctions

could be made betweenetidea of information practice by educators and that by students as
part of their learning. The continuing research byd® and her colleagues has focused
increasingly on reflective expert information use as a practice by both educators and students,

aswell as application of Informed Learning theory to broader fields of information use.

Bruce (20%) distinguished two &trnative orientations in the development of the information
literacy agenda since the earlier statements.

The first of thefollowing two directions aims to shape others, while the second
aims to understand and enhance otherso exj

1 Educating or @ining people so that they conform to professional norms
embedded in established systems and processes; or

1 Deepening our undest andi ng of peopl e, so that |
information literacy may be valued, celebrated and woven into the fabric of
our society and its systems

The second direction is the key motivation for experientially grounded explorations

and interprettions of information literacy that recognize the transformative and
emancipatory potential of using information to learn. Suchragghes are not

focused on i nformati on or technol ogy s ki
information and learning experierszanterpreting these from the perspective of

ordinary people using information as part of their everyday lives. (pp4)1L3

This cond direction references understanding information literacy as an experience applying
to fields beyond the realm of educatiand the associated research taking place in broader
fields (Bruce, 2014Bruce Davis, et al., 2014,Bruce, Demasson, Hughes, gtan, Sayyad

Abdi, Maybee, Somerville& Mirijamdotter, 2017).

Those two directions represent the key drivers ektbdypresented in this thesisThe first
describes a situation which frustrated the researcher. While there were many statements about
information literacy understandings and practice, there was limited take up by teachers in their
discipline practices. Corsting primarily of definitions and optimal statements of
competencies and skills and the processes required to achieve themettaitheir history is

canvased above (Sections 2.1.4.1.4) to provide a background to the development of this
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study. Een in 2014, Luptonbés review of the curre
was still no clear set of statements and dpsons about the information skills involved in

inquiry learning, further compounded by inconsistent application of dritilermation use

learning within discipline standards.

Bruceds second direction descri bwded aaway ev ol v
forward for the researcher to investigate how the gap between information literacy theory and
practice might be bridged. Section 2.2.2 below provides an overview thiethiy involved in

this evolution. Section 2.2.3 presents the informalitenacy practice journey into the more

holistic and transformative domain of Informed Learning, particularly in education, in which

this study and its findings sit.

2.2. Key Themesfor Information Literacy Integration

As demonstratedn literature coveredn Section 2.1, from early in the previous century
information professionalsought the integration oinformation literacy into discipline
learning, with many standards, models and pedagogies suggedteslsettiondraws out
literature related to threleey elements in thhistory of ILE which have emerged teupport
such a process The first is the thme of calls forcollaborative planning anteachingby
information proéssionals and educators. Beegondheme involvesesearch fodevelopment
of information literacy learning theorwhich would align more easily with educational
directions Thethird element ofelevance for thistudyis Informed Learningwhich brings
together the two other themes to provide a bridge between theory and the atilakwactice

soughtto incorporate informaticuse expertise into discipline learning.

2.2.1. Information Literacy Education Collaboration

A major theme in research and stageits aboulLE in schoolsis the need for cohesive
approache$y those responsiblfor its implementatioso thatinformation literacy learning
canbeexperienced as practiceconsisting of commonly understosttategies. Collaboration
by teachers and teacher libraridras been found to be the best way to achieverttegjration

into the context of discipline learninghis section looks at research about the key stakeholders
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involved in ensuring such collaboration takpkce and the strategies developed for

collaborative integrationf cohesive approaches to ILE into curricull@arning.

2.2.1.1. Key stakeholders in collaboration for information literacy integration

Although lobbyingi n t h eproduged hé@remsed funding for school library facilities and
staff training across Australithe impacts were not as great as intendeak of collaboration
between library and teaching staff was identified as one of the reasons for that. Research
showed that teacher perceptions had not changdticiently to allow them d see the
cdlaborativeteaching and learning opportunities prasenby the new or expanded library
servies(Clyde, 1981)

Increasingly, research showed that collaboration betWeemy and teaching staff was a key
factor in the integration of ILE into subject curricula in such a way that students experienced
cohesve approaches to its teaching and learnimtaycoclkés (1995, 1997) review of research
revealed that while there waspositive relationship between the presence of school libraries
and studerst Gesearch outcomes, there was need for improved promdtioRDif integration

of ILE was to become a whole school practite the US identification ofthe crucial role of
collaborationresulted in publication oinformation Power: Guidelinesfor School Library
Media Programs(AASL & AECT, 198b), and the acaapanying Information Power:
Building Partnerships forLearning (AASL & AECT, 198a) which produced a strong body

of material to inform and guidemplementation of the programs with a focas the
collaborative elementThe importance of structures to eresgollaboration between teachers
and teacher librarians was emphasised inRh&/UNESCO School LibraryManifesto(1999

mission statement which stressed the need for cohesive approaches by all stakeholders.

In Australia, ILE collaboration amongst eddiors and information professionals has been a
repeating theme in national argthte school library assa@tion websites, journals and
conferences. Prominent amongst conference presenters has beef2dua@d2006, 2008,
2014) whose material emphasisexpanded ownership of ILE by teachers as a tool to aid
moves towards a holistic view of stakeholder resitility for integration of critical literacy
learning, and information literacy inclusion in VELS. He promoted use of the models of guided
inquiry ard  Vy g o(Hesldggatd s2005)ones ofproximal developmenZPD) seerin the

work by Kuhlthau, Manioteand Caspari (2007) for this purpose.
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As a result of her investigation of student plagiadaGregor(2005;Williamson, McGregor

& Archibald 2009 2010) similarly pointed to a need for teacher and teacher librarian
collaboration to structure researctska in such a way that information literacy becomes a
learning experience with limited opportunities éeating Loertscher (2006, 2008) provided
overviews of I|literature from the 198006s onwa
teachers and teaeh librarians. Gibsohangford (2007, 2008) explored notions and
characteristics of collaboration and learning to call for partnerships betweeertiacrians

and teachers to develop a knowledgiented culture. Hay and Foley (2009) outlined effecti

library programs and information literacy development which included the importance of

collaboration

School library associations in AustralidA§LA & ALIA , 2009a20099 have been active in
developing statements to promote and guide dbléaboration which leads to successful
integration of ILE. Similarly,n the U.S, AASL developedearning4Life(2008), a national

plan for implementation obtandads for the 21sCentury Learne(2006) andEmpowering
Learners: Guidelines for School Lémy Media Programg200%). It aimed to create a
committed group of stakeholders with a shared voice and understanding for the collaboration

seen as integral to thegrograms.

Perceptions of key stakeholders has been identified by researchers agantaymportant role

in bringing about the culture and structures in schools which encourage and enable ILE
collaboration between teacher librarians and teaclitagc o c k 6 s (19 9 5found 99 7))
the relationship between the principal and Head ofdripas especially influentialHorton

(2007) and Catts (20083lentified the degree of key stakeholder engagement as important
elements in the success of informatideracy integration. Positive perceptions about the

library and strong relationships taeeen the principal and teacher librarian were also identified

by Hay andFoley,(200), Henri, Hay andOberg(2002a, 2002} Lance, Rodneyand Russell

(2007 andTodd et al. (2011) as major factors in gaining support and funding for library
programs, including collaboratioshannob s ( 200 9) r eoundehetdespitehe e s e ar
demonstrategositive outcomes for students of collaborative integration of ILE,the way

proactive pringbal leadershipenabledflourishing library programswhich enabled such
collaboration administrators generally saw little value in creating such a cultines was
supportedbyKdands (2010) r esear cocunvehiedbamefitsof dellc at e d

resourced library programs seemed not to have reached deuviskans.
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Hay (2010) documented the changing and conflicting perceptions of school libraries and their
programs notingsignificant differences between perceptionstofdents, teachers and library
staff. Those librarieseen to be relevant tearning tended to be those iathwere adapting
quickly to changes in the learning environment. This way of operating ensurdibridugt
expertise and service was of a typeueal by teachers and students such that it was integrated
into classroom learning and sought independently by studertg. influence of perceptions

was further affirmed bya Gold Coast study of school libsaimpact on learning outcomes
(Hughes, Leigh, 6borne, Fraser, Kah& Reynolds, 2013)vhich showed that views held by

school principals were a significafisictorin the degree of impact achieved

The IFLA stressedhie importance of the relationships betwekeystakeholdersn 2015,
stating that for m effective school ILE program:
Services and activities must be designed by a qualified school librarian, working in
close cooperation with the principal or head teacher, with heads of departments and
other learning specialists in the school, with classréeachers, with support staff,
and with students. Without access to the expertise of a qualified school librarian
who selects appropriate educational resources and collaborates with classroom

teachersto design instruction based on those resources, tpeow@ments in
student achievement reported in the research literature are not attainable (p. 39).

This section has presented research indicating that the perceptions of key stakeholders are
important é&ements in bringing about the culture and structuregiired for collaborative
integration of ILE into curriculum learning across the schd@tofessional development to
change understandings about ILE and to develop collaborative and collegial relpdns

its integration is explored iSection 2.3.

2.2.1.2. Strategies for collaborative integration of information literacy

Research about integration WfE into discipline learningoy collaborative partnerships
between teacher librarians and teachers -42 Pschools, or between library staff and
educators atetrtiary levels,has brought changes in understanding about information
literacy, new ways and terminology to describeauitd development of a range of strategies
to achieveat. Of relevance for thistudyare reports about waysaching and library staff

might work together to coonstruct common understandings ablui such that students
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might experience contextual dewgiment ofcohesive approaches itoformation practices

and strategies as part of their discipline learning
Haycockos ( 1é&®aklinschod libenvansbig had revealed that:

The development of student competence is most effective whemaitgegvith
classroom instruction through cooperative program planning and team teaching by
two equal partners the classroom teacher drthe teachelibrarian - yet
communication is often lacking. (p.1)

He found that researchers recommended improvemeatiming of both teachers and teacher
librarians so that they might work better with each other to do the cooperative work required

fori nt egration of | LE. This echoed the increa
that ILE required understding of the learning that is involved in the development of expert
information use practices, and incorporation of pedagogies to acthat within classroom

teaching. Further, there were suggestions that given the importance of negotiating
opportunities for that cooperative work to happen, teacher librarians should receive training to
enable them to influence key stakeholders. In 1998gford identified the gap between
information literacytheoryand everyday classroom practice and calegdgreater research

about ways to bridge it.

As explained by Carey (1998rategies to achievi@formation literacy integration ithe K-

12 aratended to see information literacy as a process rather thanlaotiof skills. They

included promotionn schools of modelsuch as thoseescribed above i®ection 2.2.1,
includingK u h | t (1989 @993a, 1993b, 199%)formation Search Proceskis e nb er g6 s
and Ber H®OOBigo,He s r (189)0Ptusmodela n d Mc K@9392Researsh

Cycle just to name a few All provided ancillary processes and guidanteassisintegration

of information literacy strategiaato curriculum design wére they would be learned in the
context ofdiscipline learning across each year level as students progressed through their
educationWhile collaboration between teachers and teacher librarians was the model sought,

in practice ittended to be limited toollaborative teaching of research tasks

S h a y (2@082)eeview of collaboration between teachers and teacher librarians through the

previous decades identified key features to its structure: shared vision and goatiraatea

of trust and respectintwi ch each partner fulfils a caref?
wastobr i ng specialist knowledge about the stud
be taught The teacher | i br aradcialistarglerstandingof wardant o b r i

skills, and to work with the teacher to integrate them into resdaased units As a process,
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it required comprehensive planning, shared leadership, resources, risk and édotrghvith
Haycockds (,2091B9y mede awapdtkd resiiteftest dcoréstdiaated r
thatthe more time teacher librarians spent in collaboration with teachers and in providing input
and support, including ICT management, the more positive were the results achieved.

Additionally, it was seen tprodu@ more positive relationships between the partners.

L o n s d(200D3adadysis of studies about the impact of school libranidsistraliafrom the
19906s onwards found amongst the factors con
those schoolswith collaborative relationships between classroom teachersteaxher

librarians. This wa especially so in relation tplanning of instuctional units, resource

collection development and the provision of professional development for teadthibese

this collaboration resulted integration ofiLE into the curriculunthere wasmprovement in
student s6 mastery oibnséebintgbkillcx ont ent and i nforn

Thelnformation Literacy Planning Organiser (ILPQRyan & Capra, 2001) was influential in
providing a support mechanism faollaborative ILEby teachers and teacher librarians.
Bur gess an@002aking s Diffesedcs8D ROMgave teacher librarians access

to electronic scaffolds to use in their work with teachdreality Bytedby La Marca and
Manning (2004) provided instructive viewss the information literacy situation, including
col l aborati on a s20Gb)R&seayching TayeteD ROM{2005) dawe a
powerful collaborative integrative framework and scaffolding resourdhe researcher had
herself used these modelsaork with many library and teacher teams to develop and describe
a developmental continuum of information literacy skills and processes which included ICTs
Thesesat as descriptive outcomes statemdatseasy integration into critem-referenced

rubrics for assessment task feedback.

Research by MontieDverall (2005) sought a theoretical understanding and definition of the
collaboration by teachers amelachedibrariansconsiderecessential to quport teachers and
students as they operated in emtlianal environments of increasing complexi§he pointed

out that although such collaboration was identified as necessary for student development of
high-level inquiry skills, there was little data alichow and where it was being done. Four
models wee developed to represent the levels on which this collaboration might operate
coordination, operation/partnerships, integrated instrucéiod integrated curriculunit was
proposedhattheir use inresearch might provide the data to inform choices by stakeholders to

ensure the most effective collaboration was taking place.

62



The Guided InquiryKuhlthau et al.,2007) model| which was developed froldu h| t hau 6 s

(1991)original information searcproces, sought to create collaborative expert teams which
would use a variety of strategies to guide students threxgstages of inquiry which were
integrated into curriculum learningHerring (2011a, 2011byecommended that there be
increased professiahdevelopmento bring abousuchcollaborative and reflective practices

to enablegeachers to help students developrovedinformation use expertise.

Research to investigatmethodologies that teachers and teacher librarians nuiggtto
overcome th@ap between information literacy theory and pracies taken up by Visser in
2007 and GibsorLangford in 2009 Bothshowed the effectiveness of teachand teacher
librariars togethemundertakingcollaborativeaction research to incorporate Iliito sudent
learning and teacher practicab&onLangford(2009)made a distinction between cooperati
planning and collaborationwvhere Cadilaboration should not be dismissed as something that
happens asn outcomeo f wo r k i n,gointing gué thah ievasda particular wiing

rel ati ons hi geepwlelilectdad rhda se mo tii (p.r®aimn whiehdimhevative
thinking produces chang&he emphasised the importance of the quality of the relationship in
collaboration, as it provides the practicevgonment in which implicit tacit knowledge is made

explicit, and where new knowledge is reflectively created.

Like Avalos (2011)GibsonrL a n g f (@009 siusly identified the wish by teachers to talk

and conmunicate at a deeper level than coopergtiaaning, to collaborate for creation and

application of new knowledge. Such engagement requires structure and processes to be put in

place for teachers to plan together, see their ideas put into action featlif@ck and reflection

t o o drelatiorshipsitentre on peoptehe one commonality across any interpretation of
collaboration, and relationships need to be nurtured. Time, a valuable adsetaaching
world, is needed for sualh u r t u(p. P).nBgitdeachers tend to operate as sofetiioners

i n cl| as s dranicatlys teachers leain best in a social context, yet have limited

opportunities to learn togethe(p. 2.

This resonat €1916)wieatohhaving twaeherd sngaged inirtlosvn learning
journey as they teach, bgimg a deep and academic reflection to the context of their immediate
practice situations. Mateer(2013)poi nt s t o the difficuhegsof
of the rituals and routines of schools,exb their practice can be seen

as sourcesf learning rather than the organisational strategies for it. The tendency
[is] to ask how to do something, rather than explore the nature of that something
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€ without such a questi onithncgncepigopgnd oac h, o]
processes can remain atedatively superfial level.(p. 8

As presented in Section 2.218formed Learningespecially when used with PAR, can bring
a structure otheory,time and processes fdkE professional development of teachdrs,
which they can reflexively exploreaw theories antiow they might be integrated into teaching
practice. It can overcomeoncerns about limited opportunities for the collaboration required
for K-12 teachers to learin a collegial fashion.Informed Learninghasthe advantage of
addressing &th teacher practice and student learnémgeriencesn the contexts of school

curriculum studies

Many at the university level have promoted faculty/library dialogue andittatisnas a way

to bring about the collaboration which leadsetabedded irdrmation literacy in university

courses Hine, Gollin, Ozols, Hill and Scoufis (200®8)ok a multifaceted approach to ILE
integration into scaffolded academictaskg | | abor ating with a univer
staff, professional developers, acaue learning skills advisors and librarianBrucha Stout
andJurkowitz (2005) reported the success of an information literacy team approach in learning
outcomes for ESI(English as a Seod Languagetudentswhile AndrewsandPatil (2007)

found embedded information literacy skill devetognt effective for first year engineering
students Kraemer, Lombardo andepkowski (2007) worked with faculty to trial varieties of
information literag instructionandn a cal |l f or Obl ended2007) br ar i
encouraged academic lilbians to take up instructional design and technology skills to enable
better collaboration with faculty. Harris (2008) and Ragains (2008) looked at the
transformative impact which can occur when a collaborative approach idsaklerarians to

use Web 20 capacitieso engage educators in use of online resources for enhanced discipline
learning Gavin (2008) proposed aanceptbased approach in whidibrarians would work
collaboratively with faculty to guide students througheilectual stages of buiing
knowledge. Gilbert and Gilbert (2010)investigated ways to assess the information literacy

strategies integrated into discipline learning units.

To create better understanding®n which to build collaborative approachedltE, Lupton
(2008) usec phenomenographic approanter PhD to investigate the ways that academics
view and approacinformation literacy. This idea of seeking to understand the stakeholder
view of information use had been introduced by Bruce in her PhD staloloeg academis 6
information experiencewhich producedlhe Seven Facesf Information Literacy(1997).

Consideration othe collaboative relationship from the point of view of those experiencing
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it had also been the subject of research by Limberg and Sundin (20@6examined
teachersd experiences of teaching informati
of information kehaviourL u p t @00®)wsork revealed that academiearied as to whether

they viewed information literacy skills as separate fromyealated to, disciplinary studies.
Attitudes about whose responsibility it was to teach information literacyddram seeing it

as outside the discipline area atigtreforenot part of the teaching, to being intrinsic to
discipline teaching. She pteil the idea of GeST windows of information literacy learning
Generic,Situated orTransformational as a modefor creating understanding and bringing
about changed viewsr incorporation of information literacy as part of discipline learning.

the Generioview, models ofinformation literacy comprise thehat of learning, but not the

how - that is, thecontent and outcomeSuch models list what information skills are to be
learned and how they will be demonstrat&ken through the Situated wow, information

literacy uses the generic skills but they are socially situated and their use and meaning is
determined by the context of their usenformation literacy isa procesgaught within the
practices of a discipline or particular commuratydadds thehowto thewhatof learning 1

as is seen in the standards and process models of inforrfitdracy. The Transformative
window uses both the Generic skills and the Situated context leaandhgueries thevay

society uses information, withvaew to transformatiomndimprovement. Lupton proposed

that all three windows should be present in curriculum learning experiences, and that the GeST
windows provided a framework to use fexamining existingcurricula and designing new

curricula.

Another direction at the tertiary level wasdramine libray-faculty collaboration within
existing course design to reach agreed assessment outcon@&dlaborative Information
Literacy Assessments: Strategies for Evaluating Teaching and Learkiagkey and
Jacobson(2010) brought together research where attention was given to outcomes of
integration of information literacy across tertiary levels by facliliyarian teams, with the

focus on how the success of such integration might be measured.irtfighative moded

for information literacy assessment in four main discipline areas were explored to illustrate
the relationship between assessment and collaboration in iterative course design. The
editors of the series argued that integratiotL& by cdlaborative teara within and across
disciplines is more likely when it conforms, supports and enhances the learning outcomes
sought by the institution, and uses the processes established and valued in that educational

context to demonstrate its success.
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Feekery (2013exploredways that beginningtudents at Massey Universitiflew Zealanyl

might develop more sophisticated information strategies for improved discipline learning
outcomes throughout their studies. Her useheftransformative processed Informed
Learningand PARenabled academic and library stafirtoorporatdearning about information

use as part of their disciplineaching andearning. She nominatexllaborative and collegial
conversationgs key implicationgor future research @it integrating information strategies

into curriculum design for improved learning outcomehire r el evance of Feek

this studyis discussed further iSection 2.3.

TheAssociation of College and Research Libraries (ACRL11) has developedcohesive
holistic and process approach to ILE,which informationis seen as having a value and
its authority is viewed as constructed and contextual; research is seen as,iaqdiry
searching is seen as strategic exploratiomokship is seen asowoversation and
information creation is described as a proce$teseprocess definitions, when clearly
owned and understood across an organisatiomdesigned tmake it easier for teams of
discipline curriculundesigners and information professiontsuild information literacy
into the discipline learning process.

Successful programs to achieve ongoing incorporation of such strategies by collaborative
teams across sectors are the subject of continuing reseddferent and productive
directionsare being followed. Of particular relevance to this study are those involving
phenomenographic and sociocultural constructivist approaches (Brucé; &umhton,
Bruce & Davis, 2014;Gunton, Bruce& Stoodley, 2012and those using action research to
enalle continuous, contextual and reflective construction of common understandings by

peoplewho design and deliver information literacy learning experiences (Feekery, 2013).

Of special note isasearch such as that bgland, Watters, Browlee and Lupt@2012) who

used phenomenographic research to discover educator views about inquiry learning, and its
incorporation of information literacy understandings, to see if that awareness might assist

in its incorporation into cuwiculum desig. Dhiem and Lupton(2014) also used a
phenomenographic approach to examine tert:.
involved in ILE experiences. It was proposed that, equipped with information about the
variation of the learning thaiccurred in such experiences, colladbre teams of librarians

and academics might better tailor discipline teaching to incorporate activities which

provided for the differences revealed in the studitakarovand Maybee (2018)used
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Informed Learning tcenable students to develop perceptiansl awareness about library

programs which might assist their online learning.

Universities offering teacher education coursase also implementesiodels of integrated
information literacy and collegial consultation curriculum desig in an effort toenable
teachers to work better with others to integrate ILE into professional practice in schools (Lipu,
2008; Shinew & Walter, 2003; Witt & Dickinson, 2003). This was further developed in
Kl ebansky (2a0d3pconEeptaasneodedosinformation liecyintegrationfor teacher
education at University of Tasmania. They reviewed previous research in the area to produce
an educational framework which
facilitates curriculum design that systematically, consistently and incrementally
develops informatio literacy capaitities across entire teacher education course
structures, thereby facilitating teacher education students to graduate as critical
thinkers, problem solvers, informed decision makers and independeidiysetéd

lifelong learners. As edation professioals, these graduates have the potential of
developing these capabilities in the children they teach. (p. 103, abstract)

Teacher education to brimgore holistic approaches to ILE in teacher praaties addressed
by theAssociation of Collge and Researdhbraries (ACRL) which producednformation
Literacy Standards for Teacher Educati(@911) to prepare studenis teaching coursef®r
curriculum design and teaching which incorporated information literticstatedhat:
Teachers plaga key role inproviding students with diverse opportunities to learn
how to use information wisely. Those preparing to becomekipdergarten to
twelfth grade (PKl2) teachers require a comprehensive understanding of

information literacy to guide theirven knowledge aation activities that will
ultimately affect their future students. (p.1)

The standards mesented the fuller understanding of curriculum integration and clear
benchmarks for performance indicators and outcaimeidar topractices sought itinis present
study. Its main purpose was.to
1 Guide teacher education faculty and instruction librarians in developing
information literacy instruction for teacher education students.

1 Enable the evaluation and assessment of such instruction and curricula
through benchiarking outcomegqp.1)

Additional aims of these standards were to outline information literacy knowledge and skills
expected of teacher education students in their studies aisgmpiee teaching, and to guide
them in consideration ofways they might intgrate information literacy into their future
teaching practiceOf notewas the requirement that teachers bring explicit attention to the
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purposes, modes, processes and impacts involved in the information beingnased the

need for edoators and litarians to work collaboratively.

Reflectivecollaborative teamwork bi{-12 educator teams to bring about information literacy
learningcan be seem evolving applications opedagogies such as inquiry learning, which
seeks to incorporataformation literacy within a broader inquiry model used in discipline
curriculum design rather than as a discrete condépéactive learning orientatioencourages
studentdo discover angersfor themselves through engagement in new experiences dasigne
by teachers. Lupto(R014) describesnquiry learning as a pedagogy with three main
elements: questioning frameworks, information literacy and the research cycle. Students
ask a range oflifferent questions throughout the inquiry process, reflectirg rttain
purposes of generating focus questions, evaluating information and data, and evaluation of
the process itself

Thereremain frustrations about take of both the inquiry learning moldend theconcepts
of information literacy learningvithin it. For exampleLupton (2014)examined the new
Australian Curriculum to discover how well the inquiry learning elements of questioning
frameworks and information literacy were coverefhefound that, as in the past, there
continuedto be a lack of consistepand cohesion in their incorporationto discipline
learning Her research juxtaposed the inquiry skills strands in scope and sequence
statements ofscience, history, geography, economics and business, and civics and
citizenship with the general capahbd#s of critical and creative thinkingnd ICT.
Analysis of the similarities and differences between subject areas, general
capabilities and year | evels €& reveal ed
significant omissions. These findings raise questiconcerning the aspects of the
inquiry process that are ragled as generic, that is, applicable across disciplines,

versus those aspects that are discipdipecific (particular digplinary information
practices)(p. 1)

Of concern was lack of congesicy across the frameworks regarding discipline approaches to
evaluation of information and acknowledgement of soymdissussed further in Chapter Six,
Section 6.2

IFLA guidelines (®15) recommended that whatever approach was taken to the teaching of
information strategies, the modsdlected should have south@oretical foundations and align
closely with the goals and learning outcomes of the school. Further, it should be used
consistently across the school within classroom learning in a develtgneentinuum.It

recommended the process approach of ingleiayning as one which
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goes beyond the location of information to the use of information, beyond the
answering of a specific question to the seeking of evidence to shape a topic. It
considers hie process of a search for information as well asptbduct of the
search. It calls for an awareness of the complexity of learning from information:
Learning from information is not a routine or standardized task, and it involves the
affective as well athe cognitive domaingp.43)

The importance of eduting the educators to bring about greater ownership and collaboration
in media and information literacy (MIL) education was r@$ded by Brucevhen prefacing
Media and Information Literacy in Higher Edation(2017). She states that:
Overall, powerful edcational experiences rest on communication within
educational teams, whether those be at colleges and universities, in schools or even
our preschool environments, as well as the wider community andplaoek
context. We continue to need to understand cblé¢agues working together do
not always share the same view of teaching, learning, or indeed of information
literacy. As aconsequencehey do not always share the same understanding of

desired leming outcomes or assessment processes. Overcoresgthallenges
is always critical in moving forward in any learning design procgssvj

In her career as a teacher librarian, #ughor of this thesisonstantly sought strategies for
collabortive professional development to bring about chaimgeesicher practice oEE. That
shaped design of the ILARC project whitchd tobe doneas part of the busy daily practice of
teachingwhile employinga structure for formal resrch and reflection Action research
proj ect s s (200 shavediarticidas ppomi@dsecause ilemonstrated a way that
teachers might investigate ways to incorporate into their practices the more holistic views of
information literacy provided in conceptual models arising from variation th@teyton &

Booth, 1997) andrelational views of learningBruce et al., 2006, 2007)seen ininformed

Learning

Informed Learningoffers a window to a new way of engaging teachers. Constructivist in its

intent and its application, it provida structurefod i al ogue wi th teachers i
discipline expertise and in secondary schools that tends to be the area wherddeas|ssitl

Il i es. By meeting a teacher andgohridi®3) daps 6z on
between theory a@hpractice of information literaémight be closedso that teachers and

teacher librarians in communities of practice might caltabvely construct common
understandings abolltE for application inthe contextual locale dheir discipline practices.

The fuller detail of thissearch for a professional development process whichtreiggible

teachers to applynformed Learnings explored in 22.3 below.
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2.2.2. Information LiteracyLearningTheories

Learningand phenomenographic thedrgs been brougimto ILE researcho produce theory

and pedagogies better matched to evolving educational curri¢uteas provided common
understandings to underpin thellaborativework required for integration of information
literacy into subject curriculum teaching aledrning. As presented above Bection 2.1 in

the context of their development over timalier definitions and statements about information
literacy and their associatgedagogieslescribeda set of behavioural skills or stepghich

limited its broaler interpretation and application. That evolved over the decades to incorporate
learning theory ad development of an information literacy research ageBdacation about
information literacy and its attainment became a more cognitive process, atrdictivst
theories provided increased ownership and reflection for learners. Sociocldarraig
theory brought awareness of the role of social context in construction of knowledge, and a more
holistic view came about with use of phenomenographicppetives to develop relational

models for information literacy practice.

The matter of how indiduals construct knowledge is an obvious focus for educators, and how
information is used in the process is of relevance as information content, forms, andess
useschanges and expandsponentially. Learning theorigglated to the development of
information literacy cover behaviourism, cognitivism, constructivism and sociocultural

learning.Each & covered briefly below.

2.2.2.1. Behaviouristearningtheory

Behaviouristlearning theoryhasa focus on objectively observable behaviaara sequence

of carefully planned steps (Woollar@d)10, where learning is defined as acquisition of new
behaviourgPritchard, 2008)Information literacy from such a perspeetiwould seét as the

skills associated withldnformation seekingand Gelecting common to most research tasks

As explored in 2.1such learning activities wengsually undertakem a library with library

staff undertaking a support raks they workd with teachers In its earlier form it was seen in

the traditional library skills classes, and then as information skiisuce described this
dnformation skill®approach agthe building blocks that make information literacy possible,

in the same wathat the abilitytoread and writeavk e s | i t er at €20@8rpa6).t i c e
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In its various forms this set of skilédso usually involvedefining the keynformation needed

to satisfy arassessment taSkeequirements, determining the best sesrforthat information,
critically selecting the most relevant information, then syntiregtiose notes into the format
required. When Lupton(2004)explored the ways students experience using information to
learn, the information seeking involved inesearch tasksvhich followed this stylewas
experienced by students as linear learnimbere they see themselves as firstly acquiring
information then ater learning from i{Bruce, 2008, p. 63 The history of ILE (Section 2.1)
shows thaevenmany metltodswhich contained a process approach to teaching information
literacy tended towards seeing it via a behaviourist mod#iis reflects the tendency by
educators to mostly viemformation literacyas a set of library or research skills taught by
library staff rather than incorporated into the curricula of subject comgthtresultanfailure

to provide the structure and team approaguired for its contextual and relational learning

across the curriculum

2.2.2.2. Cognitive learning theory

From the perspeove of cognitive learning theory students learn about the metacognitive
processes by which they might help themselves monitor and direct their own learning.
(Pritchard, 2008). With such an approachnformation literacy involvesacquiring or
reorganisig cognitive structures to processdastore information.Introduced increasingly in
the 198006s an decioBs®( ansl 2.2.143boves IeEewhichitakes a problem
based or inquiry approach tends to fall into this viemphassing:

thinking about information and usingpformation within a problensolving

perspective. It does not discard the knowledge from earlier approaches, such as the

knowledge of tools, sources, and search strategies but does emphasize that this

knowledge is best deveded through inquiry within theeaching of thinking and
problem solving (IFLA, 2015, p. 38)

Lupton (2009 reported that students whose research tasks are structured in this way tend to
have a cyclic information use experiencgtudents develop knowledge iterative cycles in
which they sequentially get information and learn from it, then seek more and develop their

understanding and so on.
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2.2.2.3. Constructivisiearningtheory

Constructivist learning theofyringsto ILE a philosophy of learning based on firemise that

we construct our own understanding of the world we live in by reflecting on our experiences
of information usemaking sense of that world by generating our own rules and mental models
about information ad the knowledge created about andtbyuse(Phillips, 199; Pritchard,

2008. The learner is an active agent, reflectively using prior knowledge to compare and
contrast old and new information to build new connections, often using social networks and
groups to construct meaning.his can le seen irLuptond £004)finding that some students
experience information use and learning as concurrent, inseparable actiSilies.students

do not distinguish between the actions of findinfprmation and using it in their discipline
learning actiities i they happen simultaneouslyhe educator bringing thigerspectiveof
information literacyto studentswould incorporate information use as part of discipline
learning, encouraging refleoti about the different approaches and aspects of using

information to learn discipline contemts we see informed LearnindBruce, 2008, p.64)

2.2.2.4. Sociocultural learning theory

Socioculturallearningtheorists such as Vygotskidedegaard, 2005eelearningconstructed
by the individual withreference to theocial and cultural context within which it takes place.
With reference to information literacyang(2007)explaired:
According to sociocultural learnintpeories, a collaborative learning activity is
critical in teaching. A weldesigned learning acity will engage and motivate
students in learning and develop their critical thinking and lifelong learning skills.
Sociocultural learning theories provide with excellent models for developing
collaborative learning activities that enable students twedg engage in the
learning process, help teachers and librarians create an information literacy
communityof-learners where students interact with eat¢teQtand help teachers
and librarians understand ZPD so to help students reach theipdigntial
developmental levep. 156.
Relational learning theory hassociocultural basisA teacher bringinguch aperspective to
ILE would incorporate a social dimension into the learning experience, such as interaction in
groups to provide for coongructon of meaning and bringh discipline and information
experts so that students can be helped to take their understandings and skal¢etets.
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2.2.2.5. Theoretical platforms for broader exploration of information literacy

understandings

There has been a t@emined effort by researchers to build a theoretical platform for the
exploration of information literacy understandirtgsenable its application in broader ésl

andto enable its adaptation to encompass the raqgidnsion ofnformation technolgy and

its ubi qui t ous informatiancekperencedpceeasimdlyetidesries focus on the
different ways people interact with information, the influences on those experiences, and the

ways peoplen different social situatiessuse informatiorto learn and build knowledge.

Limberg, Sundin and Talja (2012) saw information literacy as encompassing both the teaching
and the learning involved in its attainment, and that it was important to make explicit the
theoretical view beinbrought to informabn literacy as it could impact on both educative and
research processes. They explored three theories which they saw as reprakemniatyes

to directions which focused on cognitivist theories: phenomenography, a sociocultural

perspective and Fouchlian discourse analysis.

The phenomenographic approasias explaine@s involvingr ecogni ti on of peop
experiencing informatiorand viewed learning as constructing meaning variation of
experiencesather than as knowledge being tramed from teacher to studentnformation

literacy from this perspective involves consideration of variation in factors such subject
content, discipline and professional practice and thenas that arise in the way these are
experienced. They described astrong link between information use and learnimgy
phenomengraphictheories about information literacy e f e r r i n 20@8ynfonedu c e 6 s

Learningapproachas being typical of such a view.

The sociocultural perspectiveas presented as seeing leagnias a relationship between
individuals and various forms of collective practicasg of seeing the tools of information use
as closely integrated with thosec&d practices.Such relational learning theory bringslitd

a perspective of developimgtical and reflective awareness about informationarsekits tools
and their social contexinformed Learninglso incorporates such a perspectuang theSix
Framesconstruct(Bruce et al., 2006 to providea set of curriculum design approaches

acommodate the different relationships educators bring to their practices.
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Discourse analytical approachesre described as havibgen used to explore undnrsdings
of information and literacy practices from a broader historical and sociological gerepec
where alliithree theoretical approaches conceive of information literacy not as aastaed
discipline or specialty, but as a field of research whéeoretical understandings of

information, learning and knowledge dvmdameralo (p. 95)

Buddand Lloyd (2014) suggested that if there was to be a robust praxis of information literacy,
there was a need for clarity about what informed the conceptual understandings of information
literacy processes and products. They suggested four possidtiods. The first was
metacognition about information literacy, wherein students wiealdh tobring awareness to
information need, evaluation of the information sourced to meet the need, and attentive
integration of new information into their existikgowledge base. The secodulectionwas
information literacy as a practice, involving explicit attention to the epistemology and ontology
of information literacy such thatt is approached as a cycle of teaching and learning by both
teacher and studeniTeaching from such a view would involve bringing constant reflective
attention to the enablers and constraintthetultural, social, communication and knowledge
architecture dimensions involved in knowledge creation in a site, such as might bedchieve

via praxis.

The thirddirectioninvolved a sociocultural perspective, which brousgateratheoriesinto a

broad groupingn which literacies were seassituated practices. Irelation to information
literacy such a view would bring students t@eguthe constructs, practices and tools involved

in information access, use and production in various circumstances, and would include critical
analysis of the larger governmental and corporate structures active in the locale of information

use.

The fouth passibility sawinformation literacy as individualised, in the sense that it exists as
one ofseveraliteracies that enable an individual to operate successfully across many domains.
In the case of information literacgs in earlier statemeniswould mean students are able to
engageheskills required for critical use of information to buiéw knowledge However, it
moved fromthe olderunderstandings of those statementthe sense that it walefined as a
boundary literacyi.e.,that literacy wich enables an individual to cross the boundsdrthe

way information is known and presented in one culture or format to the way it is known and
presented in anotherFreefrom constructs which would limit information literacy gpecifc

information fomats (books, journals, databases, mmukidia, etc) it recognises that
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information exists differently in different locales and what is required are the codes to access

and use these different formats.

A praxisview of information literag has been refeed to als@s an essential reflective practice
for librarians (Doherty, 2005) and the context of the practices of information professionals
in tertiary (Jacobs, 2008) ampdiblic libraries (Hall, 2010)Jacobs proposed a critical praetic
of librarianshpi a theoretically informed praxisand looked at ways that might be engendered

in libraries and staff and the academic communities in which they operated.

For thestudypresented in this thesiformed Learningprovidedan approachvhich offered

a synthesis of theories suited to applicationldE in teachepractice to bridge the gap between
the two. From phenomenography it brought attention to tealworld contexts and
experiences of teachers and students. It provided variational prodéases & Booth,1997)

of constructivist and socioultural learning and its transformational direction addressed the
action intention of a praxis approach. Sectionovides finer detail abounformed
Learning while Section 2.3 presents literature reld to finding a professional development
process suited to bringing the ideadrdbrmed Learningo teachers in such a way that they
might reflectively apply tha to their own practices.

2.2.3. Informed Learning

This sectiorpresents the thirttendidentifiedin researclseekingeffective ways to integrate
ILE teaching intadiscipline learning It takes a more holistic and transformative approach,
drawing together ideas about collaboration betwadgarmation professionals and educators
and the developmemtf information literacy learning theories to support that pracddss
includesthe workwhich hasled toInformed Learning A holistic view of the links between
learning ad informationis defined byinformed Learningas using information to learand
information literacy as experiencing different ways of using information to.|&dhie it
recogniseslevelopmental skills and processes outlined in the more traditionad eidlAE, it
takes them into learning theoryhigh brings information and discipline learning together as
interrelated phenomena (Bruce, 2008 ddmonstratea powerful integration of iformation

expertise into the dlg practice and learningnvironments of teachers and students
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I nf or med problenmatised mgp@ach to Ildsksi Wh at mi ght happen w
attention to the way informationcanbeused enhance di ¢$Becucep2008me | ear
viii). The ideas oinformation literacyare takernnto the contexdof the practitioners, providing

an overarching understanding, language and structutegims of information and educational
professional$o have conversatiorabout their respective experiescof usingnformation for

learning in their disciplines. From there they can take adtbodesign curriculum which
incorporates and brings attention to the many different ways that information can be used for
learning and the practices that lead toeskmformaion use within and across disciplines.

Thebackground to Informed Learning lies in the phenomenological research by Bruce in the
19906s, which sought a different approach t
information literacy praastes in discipline learning in a tertiary environment.
Phenomenography is an experiential research tradition in which ideas from other perspectives
may be recognised. It pays attention to the ways phenomenon are experienced by individuals,
and categorieare developed to describe them. Her research exartheedifferent ways

academics experienced information use in their discipligé® proposed that there are three

core elements in the phenomenon of learning with information and developed a ssxiasnof
OFacesb6 to represent {lemants ane®mbinedannsuch lkearrimg y st

with-information experience3he Seven Faces of Information Literd&997).

EachFacecontainsthree elements: information, discipline content and ICThe elements
arevariously sited at the focus of attention, a& thmargin or on the periphedepending on
which aspect of learningith-information is taking placeThe name given to each Fauelps
understandvhere each element is sited in each experieddee Faces are spectively:the
Information Awareness and Communications Experiengérst Face) the Saurcing
Information ExperiencéSecond Fagethe Information Process ExperienCehird Face)the
Information Control Experiengég-ourth Face)the Knowledge Constructn ExperiencéFifth
Facethe Knowkdge Extension Experienf®ixth Face)and theNisdom ExperiencéSeventh

Facg. For example, the First Face, the Information Awareness and Communications
Experience, represents aspect of th@xperience of using infmationin whichthe focus is

on how we can use ICTs collaboratively with others to gain awareness of relevanatidorm

and on the margins are ways we might successfully share and scan and select information in
that social form for better learning.simple version of th&even Facegsed as a construct in

Informed Learnings presented ifrigure 25 below, wth greater detail in AppendiA.
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Seven Faces of Informed Learning
Teacher asks:
What aspects of information use, content learning and /CT use do I want students to be aware of in

this experience? What will they focus on, and what will be on the margin and periphery?

Seventh Face:
The Wisdom Experience

(Information Use — Values)

Fifth Face: Sixth Face:
Knowledge Construction Experience Knowledge Extension Experience
(Information Use -Critical Analysis) (Information Use -Intuition)
Third Face: Fourth Face:
Information Process Experience Information Control Experience
First Face: Second Face:
Information Awareness Experience Sourcing Information Experience

Figure 25. TheSeven Facesf Informed Learning

Following on from the work associated withe Seven Fasof Information Literacy(1997)

Bruce and her colleagues at Queensland University of Technology (QUTyarsstbn and

relational learning theories to produce strategies for faculty and information professionals to
design curriculum which developed dant experiences of using information for learning
(Bruceet al.,2006). Variation learning theory (Marton &ooth, 1997) sees learning as a

change in awareness or understanding about some aspect of the world as a result of
experiencing it in different edexts. Applied in phenomenographic research about information

use, it provides for the exploration of vdariak on i n peopl eds experienc
worlds. Such a relational understanding of their varying perspectives can then be applied to
ILE, and professional development about ILE, enabling afoses rather than the more usual

scholarly approads of traditional ILE research.

Bruce and hecolleaguedooked at research which showed a clear relationship between ways
in which university tachers saw teaching and learning and their approaches to teaching
graduate capacitiesf which information iteracy is oneAccordingly, they developed @ix
Frame$conceptual model to accommodate the variation in \gdysators approach IL&nd
to encairage reflection and analysis about the implicit and explicit theoretical influences on

ILE practice(Bruce,Edwards & Lupton, 2007). Each of theSix Framegrovides aspecific
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view of information literacy, information, curriculum focus, learning anadhaey, content,
and assessmenthey areContent(First Frame)CompetencySecond Frame).earnto Learn
(Third Frame) Personal Relevan¢Eourth Frame)Social Impact (Fifth Framend Relational
(Sixth Frame)A simple representation of thveay theseSix Framesare used as constructs in
Informed Learnindo provide for differentapproaches to curriculum desigrshown inFigure

2.6 below, with geater explanation in AppendB.

Six Frames for Informed Learning
The teacher asks: what information use capacities do I want students to learn?
First Frame: Content | What should students Fourth How do we enable them to find
know about their subject | Frame: the relevance of this
and about the world of | Personal information use for them?
information? Relevance
Second Frame: What do we want them | Fifth Frame: | How will they explore the
Competency to be able to do and at Social Impact | social impact of information
what level of use practices?
competence?
Third Frame: What should they know | Sixth Frame: | How do they gain an overall
Learning to Learn about how experts in Relational view of use of information, how
their subject area do they bring critical
construct knowledge awareness and reflection to
and about how they different ways of seeing and
themselves construct experiencing?
knowledge?

Figure 26. Six Framedor Informed Learning

GibsorLangford(2007, 2008 hadlooked at teacher practice and askedMat is to be learned
from the wayteachers buil knowledge® Bruce (2008) looked at both teacher practice and
student experience, askirg Wat learning is taking place as discipline information is accessed,
managed, synthesized and new knowledge createdd Halv cdn we design and teach
curricula sahat the use of subject content information is a learning experience inststiat

subject content and information expertise are learned at the sameé time?

Lupton (2008)also investigatedhe different ways of experiencing thelationship between
information use and learninwhich revealedthree patterns, each more poweriexplained
within the context of information literacy learning theoiias per Sectio8.22). In sequential
learning, peopldollow a linear pattern atheyidentify useful nformation then learn from.it
In cyclic learning, people operate in repeatiygles of identifying and using informatioand
learning from it then progress to another cycle of finding, using and learmisgnultaneous

learning information use and &ning happen at the same timeshown tobe most
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transformativeapproach The implications of thiare clear foman approacisuch adnformed
Learning in which attentive information use occurs at the same tintisagpline learning

is, in fact, part bthe discipline learning

These two conceptuabnstructsthe Seven FaceandSix Framegogether form thatructure

of Informed Learning It can be used by teams to develop common understandings about
informationuse for learning and incorporate thentoitheir discipline curriculum design so
that students can learn about information practices as they learn disogpiteat. The learning

is contextual and by variation across the curriculum, students experenoganhy different

relational aspects ofs use.

Bruce (2008) uses the terninformed Learningto emphasize an orientation towards using
information to learn instead of information literacy (2008hich traditionally limits

information useo attainment of progressively more sophisticated sk#lsIt alsomarks a

move away from the confusion often surrounding that latter tersometimes used
interchangeably with the narrower o6informat.
more nar ow O6i nf ormati on and c o Mnsuils,asdetinedoims t ec
Sections2.2.1 and 2.2.2espectively She establishes clear distinctipngith those most

relevant to this research summarised here

1 Informed Learnings using information todarn

1 Informationis anything we experience as infang;

1 Learningis coming to experience the world in new ways

1 Information literacy is the experience ofdifferent ways of using

information to learn

1 Information skillsare thebuilding blocksthat make information literacy
possible in the same way that thieility to read and write makes literate
practice possible

1 Information practicesare the processes and contexts within which
information is usedand

1 | CT 6 sformationand communicatiotechrology refers to the systems

or infrastructure that enabléférent forms of information use

Bruce andher colleagues developed concepts IbE which provide for its inclusion in
discipline education as part of the epistemology and ontology of expeticpran the

discipline. They proposed that just as thexea difference between science and science
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education, history and history education, there is a difference between information literacy and
ILE. ILE i senabling students to work withifferent ways of using information to learn; the
educational framew&rthat makes it possible for students to experiem@gmation literacy in

new w@Bryuce, @008, p. 184)

Informed Learninggmphasisgthat it is important to understand the experesnaf participants
in the process of using information to leads Bruce (2008) states:
In order to promote simultaneous development of discipline and process learning,
we need to have a sense of how our students are experiencing both information use
and the content they are learning. Learners need to use informatioticgsac
appropriate to their discipline or field of study and to be equipped with the
appropriate lenses to help them use information powerfully. They also need to be
learning discipline entent as they work with information. Students should be
learning abat something (discipline content) as they engage in learning to use
information; coming to see both the content and the informaige in more
powerfulways @p.12-13).
The Six Framedor Informed Learningconstructprovidessix Frames each representinan
approach to curriculum desigvhich builds discipline information masteryrhe construct of
The Seven Facesf Informed Learningpresents seven different ways to bring reflective
attention to information strategi@sd ICT useshat enhance discipknlearning. Informed
Learningcombines th&ix FramesandSeven Facesonstructs as a way to design curriculum
to provide disciplinedarning experiences for students in which they become aware of different
Framesor approaches to information use, andwhich they encounter certaiRacesof
information and ICT useas part of théearningexperiencs across the curriculunif teachers
can design curriculum to provideriation ofexperiences of these differditamesandFaces
of information use in theisubjectsacross the curriculunthe students will learn them as part

of theirtransferable strategiés apply in future learning contexts.
Informed Learning

envisages that learners in social, workplace and academic contexts will experience
different iformation concepts and practices, thereby learning about and learning
with information. Through aeflective process, they explicitly turn their attention
towards their learning about those practices, and so become able to transfer their
learning to new aatexts. Rather than focussing on separate information skills,
informed learning aims to promoteitaral and strategic approaches to solving
complex problems in differing contexts. Informed learning is therefore integral to
the learning process, rather thsimply proposing an additional set of information
skills to be masteredB(uce & Hughes, 2010)
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Its foundationin phenomenography brings a focus on the information experience ghich
finding applicationn many areas within and beyoaducation(Andreta, 2012; Bruce, 2017;
Bruce Demassoret al, 2017 Bruce, Somerville, Stoodleg Partridge 2014Wang, Bruce

& Hughes, 2011Yates, Partridge& Bruce,2009,2012).

Within the field of educationnformed Learninghas brought about many transformasan
organisational practices, particularly in bringing teamexifary educators to undertake major
changes in programsin herdoctoral work, Hghes(2011 2013 explored the potential of
Informed Learnindo deliver better results fordn internatimal studentsand lateiorked with
Bruce to embedinformed Learninginto units of study at QUT (Hughes &ruce 2012a,
20121. From this they developeahupdate olnformed Learningwith twelvecharacteristics
to both describe its nature and to provaléramework for its implementation in different

educational contest Informed Learning iseen as

1 expansivei n t hat It seeks to expand student
repertoire of differat ways of using information to learn

1 groundedin that itis founded on academic and professional practices; engages
students in information practices which reflect the disciplinary or professional
experience relevant in their field, usually tasks/engaggsithat bring together
the learning of discipline conteand information experience

1 active in that it underpins collaborative and independent learning, preblem
solving, evidencdased practice, research and innovation

1 reflective in that it enables leaers to draw on their intuition and previous
experienceand extend their undalanding/awarenesrough reflection

1 creative in that it enables students to apply new information and
understandings to the creation, application and dissemination of new
knowledge in familiar and novel contexts

1 eclecticin that t engages students with information in diverse forwhs
information, sources and media

1 contextualisedi n t hat it devel ops studentsd fa
pertinent to particular disciplines and contexts (formal and informal)

9 inclusive in that it pomotes social and cultural awareness, community
engagement and shared learning among diverse stoolemitions

1 balancedin that it promotes a holistic approach to using information to learn,
that emphasises the development of a critical, ethical cte#eand creative
approach to information use rather than discrete digital competencies

1 socially reponsiblein that it promotes ethical and wise information use, that
respects the information rights, safety and privacy of all information users, and
enaltes informed decisioimaking and activity

1 collaborative in that it is a shared responsibility of edtars, researchers and
practitioners in particular disciplines, information and ICT professionals,
industry and the community
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i transformative in that it @n bring about change in ways learners understand
themselves, their discipline and their professigmattice,consequentlyif can
bring about personal and social development (Hughes & B20déb, p.256

Maybee(2014) appliedInformed Learningdeasto a firstyear university unit to examine
whethers t ud e nt s 6 mackgu ¢hosmtendede Hlis finding about the emergence of
different ways of experiencing the lesson conédthe theories of variatiohy Marton and
Booth (1997) which underpinnformed Learningand also research #yndretta (2012)vhich
reported a higher level of ghistication in learimg about information use when it is done

through a variational context of discipline learning.

This researcher saw opportunities for future researdhe ideas identified above about the
transformational possibilities oking Informed Learning to take ILE theorie® the different
practice contexts of discipline learningShe identifiedInformed Learning as suited to
application in a secondary subl to explore ways to bridge the gap between information
literacy theory and practic&he search for a professional development process to utilise in
application of thagpproachby the case groups addchers in th.ARC project is explored in
Section2.3.

2.3. Informed Learning and PAR for Transformation of Teacher

Information Literacy Education Practices

The challengesassociated witlbringing about the collaborative processes required to bridge
the gap betweelhE theory and practice are covered abaov2.R.2. As explained in 2.2.3, the
researcher found ilmformed Learninga theory and set of professional development learning
materials whib offered a path to bridging that gajphat in turn gave rise to the question of
what process of professional védopment might be used to enable teachers to gain
understanding aboliformed Learningdeas and constructs for applicatiortieir practics.

This section expands the material andenstandings developed 8ections2.2.2 and2.2.3

and explains the pcess by whiclPAR was chosen as the methodolofgy professional
developmenaboutinformed Learning Chapter Three discusses ttmice of PAR within the

broader presentation about the projectos met

Both Informed Learningand PAR contain thersictures by which group understandings about

theory might be developed, applied and transferred into transformative aétidhis case,
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teacher practice doELE. Of importancdo thisstudywas literature which explored the processes
in teacher professnal development which lead to successful transformation of practice.
Transfer of learning into ongoing reflective practice in comities of practice emerged as a
key element in successful professional development of and by teachers.

This section premts the results of that investigation of theories of learning relevant to teacher
professional developmentlt also exploresepots of methodologies shown to be successful

in transformation of teacher practice, particularly any with proven succékEk.iThere are
three themes withithe research fieldf professional development for teachers whatign

most closely to the focud this study.They are: the role of transfer in learning and the way it
can be used by teachers to transform practicepaiver of social construction of meaning by
groups of collegial peers and its relevance for teacher professional development;veasthe
that a praxis model of professional development implicitly calls for groups to put theory into
reflective and ongoingaction.  Crucially, this sectiopresents and discusses literature
underpinning three specific focus areas of the st@®R for prdessional development in
education|nformed Learningdo bridge the gap between theory and practide®fand finally,

the combination of the twdnformed Learnind®?AR.

2.3.1. Transfer and Transformation of Practice

This section presents literature whiekplores understandings about transfer in learnitig

then focuses ofiteraturerelated to elements existing in professiot@elopment processes
which bring about transfer of new knowledge about teaching and learning into ongoing
reflective practice pteachers.Lastly, it looks at where that has been applied to professional

development to bring about a transformation ofhieapractice of ILE.
Perkins and Salomon (1992) defined transfer of learning as occurring when

learning in one context enhascépositive transfer) or undermines (negative
transfer) a related performance in another context. Transfer includes near transfe

(to closely related contexts and performances) and far transfer (to rather different
contexts and performances). Transfer igc@al to education, which generally

aspires to impact on contexts quite different from the context of learning. Research
ontramsfer argues that very often transfer

(p. 2)

They explained that two rather diffetenechanisms are involved in transfer:

Reflexive or low road transfer involves the triggering of vpecticed routines by
stimulus conditions similar to those in the learning context. Mindful or high road
transfer involves deliberate effortful abstractiand a search for connections.
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Conventional educational practices often fail to establish the conditions either for
reflexive or mindful transfer. However, education can be designed to honour these
conditions and achieve transfer. (p. 2)

Goldstone and By (2012) looked at factors crucial to transfer of learning to new situations,
explaining that learning without transfer of whhas been learned is almost always
unproductive and inefficient, and that measuring learning outcomes in terms of speed and
retantion of knowledge overlooks the more important component involved in the
generalisability and applicability of acquired knowded A review of articles collected to
address this issue showed three themts: A(a;
learner for achieving robust transfer, (b) the neglected role of motivation in determining
transfer, and (c) the existendespecific, validated techniques for teaching with an eye toward

facilitating studentsdo transfer of their | ea

John Dewey(1903, 1916¥%aw the need for teachers to be equipped with the academic learning
appropriate for teaching as a pred®n, which ensured they had the skills for ongoing learning
and reflection about their practicelis idea ofteachershemseles as learners and students of
learningis that pursued by teacher professional development which seeks ongoing transfer of
newknowledge about disciplines and pedagogy into creation of new learning experiences for
studentgTroen & Boles, 2008) It would imply that introduction of ideas without the ongoing

reflective application of them does not produce the desired changeslhimtg practice.

Freire (1998) made a distinction about learning by educators which has relevance for the role

of transferinpr of essi onal devel opment of and by tea
transfer knowledge but to create the possib8itifor the production or construction of
knowl edgedo (p. 30). He proposed a new peda
comnmunity jointly construct knowledge, its power activated when it is implemented in action

within communities of common understanglé and practicé as communities of praxis.

Macateer (2013) explained reflexive practice in terms of distinguishing between th
Aristotelian concepts of poesis, praxis and phronesis. She described the difference between
poesis and praxis as being thdiereas poesis has emphasis on a product or result, praxis is
seen as a 0doingdé not nec e gdgeature i$ the processot vi ng
deliberating on the situation, of interpreting in context. Further, that it is a process which
invoo ves a mor al context, qguoting Carr (2006) ,
some object or artefact, but progreskive t o real i se the idea of t
morally worthwhi I[(p42)f 08me orf e heama@eBl)cohtenkibnc | nt y

84



that the reasoning that brings a moral consciousness into this doing can be described as
phronesis, which guides practitioners to do the right thing in the right place at the right time in

the right way

Therefore, a key question to bes k e d hat sonditiogh$\bring about this crucial critically
reflective process by teachers in which thsrdoth transfer and creation of new learning

opportunities for students to themselves produce and construct knovdedge?

Garet, Porter, DesimonejrBianandYoon (2001) reported common elements which emerged

from a national U.S. sample of teachers whidkedswvhat makes professional development
effective in terms of having positive i mpact
practice. In tems of content, they weréa) focus on content knowledge; (b) opportunities for

active learning; and (c) cerence with other learning activities. Structural features which
affected teacher learning were: (a) the form of the activityr example, a stly group or a

workshop; (b) collective participation of teachers from the same school, grade, or subject; and

(c) the duration of the activity.

Conditions for transfer of new learning into reflexive teacher practice can be seen in a report

by Guskey androon (2009) of analysis of teacher professional development studies for the

U.S. Department of Education in tes of their effectiveness in producing improved student
outcomes. Firstly, workshops were found to be useful only when they were part-oédong
professional development and gave teachers opportunities to reflexively adapt new practices to
their own clasroom situations. Use of outside expertise was shown to be effective but only

when it was brought into the context of the school with someoneitiiei®e implementation

of the new ideas over a period of time. Time was a crucial factor, with 30 or mams dfo
contact and action required for transfer of
organized, carefully structured, purposifuirected, and focused on content or pedagogy or

bot ho (Pmesentatiénhdf)external and theoretitdd e st practi ced pedagoc
were not effective unless the project enabled teachers to adapt and transfer recommended
practices to theiown specific content, processes, and context. Finally, the studies all showed

that best results were achievedh en t he pr ofessi onal devel opn
enhancing teachersdé content knowledge and th
actvities were designed to help teachers better understand both what they teach and how

students acquirespeciit cont ent knowledge and skill .o (p
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These elements are important in consideration of ways to bring about improved collaboration
between tedter librarians and teachers fOPT. Effective professional development to bring
about such collaboration weaexplored by Haycock (1995) in his review of research about
factors contributing to positive outcomes from school library programs. It showed tha
professional development programs which occur over time are most likely to bring success in
achieving the leanges required Those mosteffective in achieving staff development
recognisd that change is both gradual and difficaitd theyprovided time ér demonstrable
results using strategieswhich deliveredboth short and longerm benefits While brief
presentations were useful for purposes of staff awareness and deunmkimg, longer
programs were required for changed practice to occiinese loger programs included
presentation of theory, modelling the change required, opportunities to practiceosiu pr
feedback, along with structures that provided technical assistance, coaching and/or peer

support. Collegiality in groups was identified asry particularly successful.

Montiel-Overall and Grimes (2013) undertook a longitudinal study to integnédemation
literacy into primary curriculum units and identified the need for significant professional
development to equip teachers aeachetibrarians with skills for the collaboration required.
They incorporated expert instruction and guidance owee to assist identification of the
discipline content and skills to be developed, the information literacy strategies to be
incorporated, and theedagogies to be used. Additionally, hgid collaboration strategies
needed to be learned. McKeever, é&atnd Reilly (2017) reviewed research about teacher
preparedness for the collaboration required, and found similar reports, and their further
resarch discovered that teachers largely lacked thee$fgdtacy for working with library staff

for improved iformation literacy practices and outcomes.

The idea of a reflective educational communitycomstructing new understandings and
reflectively apfying them in their practices, with a common purpose of achieving improved
student learning, resonates withetidentification of cohesion and collaboration as crucial
elements for successful ILE in Section 2.2.1 above. It locates it within the undergsaoid
educational praxis and helps identify the field within which this study sits.

2.3.2. Social Constructomw f Meaning in the 6Doingé of Pr ax

This section builds on coverage of literature exploring understamdimgutransfer presented
in 2.3.1. It pesents ideas about how working in collegial groups contributes to development

of the common understandingaportant to achieving transfer of theory into action, and how
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particular elements and structures in such group work can enable successful ongoing
transformation of practice such as is seen in praxis. Literature covered includes that which
relates particarly to teacher professional development, and especially to development where

changes in ILE practices are sought.

John De¢éaié)phdosophy 6 learning, which sees meaning constructed within social
exchanges, where learning is reflective applicatmin knowledge in experiences of
communication with others, is frequently referred to in professional development for teachers
which stresses the inlvement of the teach@sresearcher in a community of practice.

He contended that humans are social iagd our learning from birth is done via highly
honed reflective communication with the many elements of the learning experienather
words we learn in constant reference of our understandings to those of others in our social
group. Dewey descréa the skill of deliberate and constant attention to and querying of those
many elements as requiring sustained effort but that the fruit of ggobr rwas the
development of apecificway of learning: a will to undertake reflection whileaation. The
idea of reflectionin-action by teachers was developed by Schon (1983) as a defining feature
of 0the reflective pr asundettakeocorginudus learnimmg anch i ¢ h
problemsolving throughout their careers. There is a disiim between reflectiom action
and reflectioronaction. In reflectiorin-action

The practitioner allows himself to experience surprise, puzzlemeranfrsion in

a situation which he finds uncertain or unigue. He reflects orplle@omenon

before him, and on the prior understandings which have been implicit in his

behaviour. He carries out an experiment which serves to generate both a new
understandingf the phenomenon and a change in the situtio68)

Reflectiononaction ocurs after the action has taken place, where the practitioner makes sense
of what has happened, and considers what might be changed or developed in the future.
Similarly, Cochan-Smith and Lytlg(1999)made di st i ncti on®kbewilwedpget
for-pra ¢ t i1 knosvlédgeinépracticéandd&nowledgeof-practicd wher e :

the knowledge teachers need to teach well is generated when teachers treat their

own classrooms and schooks sites for intentional investigation at the same time

that they treat the kndedge and theory produced by others as generative material

for interrogation and interpretation. In this sense, teachers learn when they generate

local knowledge of practice lworking within the contexts of inquiry communities

to theorize and constructdin work and to connect it to larger social, cultural, and
political issuegp.250)
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Hedegaard, (2005) sawy g o t s k yabsinginghe réle of social learning to educational
understandi ngs, establishing t he(ZPD)dwhiah o f a
focused on that area of learning which occurs in a social space to tdkartierfrom one

level of development to the next potential level. This gave rise to idead edmmunal

construction of knowledge which are applicable to teacher profesdsievelopment.

For McAteer(2013) these ideas of learning in social dialogue and of refletti@ction with
the intention of o6édoi ng ¢meseatdasmméethodologywhichh e i
provides a framework for intellectual rigoas well as for conversational rather than
operational action. It brings systemic structure to the daily reflection which is a normal part of
most teacher s 6 idesmsustairted progess, by whithdteaphers can deliberately
plan their researchctions, systematically collect and analyse data, test and generate theories
and publish the results in report formats which can be formally discussed and debated in the
field. 't requires of its partici pantiosonpracice t hey
and theonypractice conversation, but also it designates ongoing and evolving action as part of
the processo ( gdactioh 2epearch & sttinigpno stihteé onhi rd of F
tripartite typology of knowl edge, whi ch she
her meneutic (interpretive or explanatory) a
Macateer explainghat this is important becae in establishing critical knowledge as a valid
category, AHaber mas paved the way for those
paradigms did not fully address the need to either critique ideology, nor effectivelyithea
the practicdbased ko wl edge i ncorporated in the day to
action research into the critical knowledge category provides for its
inextricable practicgheory relationship and its acknowledged location of the
resarcher and the context rigat the centre of both the research and the practice
[where it] both explores and theorises practice, changes, evaluates and develops
practice, provides a platform from which to critique ideology, and in doing so
incorporates anoral as well as an epistefagical dimension to the research. In
its most simple form, it has i1ts roots I
practice? (p. 13)
Kemmis andMcTaggart(1988) and other@Kemmis,Wilkinson, Hardy & EdwardsGroves
201Q Macpherson, Arcodiagserman, Shepherd, & Trost, 1998 ve appliedhese ideas of
action research to education. They sought to estabtiskal groupsvho might own the
resolution of their own problems as they reflectivelycomstructd knowledgeto improve
practice Use ofaction research isxplored further in Chapt@ihree Kemmis suggested that

PAR in education can be used as a means of agtiented professional development,
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improving curricula and problem solving in a variety of waituations. PAR is a form of

acion research in which the researcher or researchers themselves are involved in an iterative
reflective process, usually involving cycles in which they research material related to the
problem to be investigated, plan andrgasut actions, report the ressil then in the light of
reflection about those results, they determine another round of action. This continues through

several action cycles, with the group@anstructing new understandings as they progress

Carr and Kemis (1986) proposed that commt@s of praxis can exist when ongoing
reflective practice takes place in social groups which have a common purpose and
understandings. PAR for professional development delivers such a process, in which there is
a transformation of understandings leading transfer of learning into ongoing reflective
practice. It brings to teacher communities a process for development of shared purpose and
understandingsvherebythey are united in and by the purpose and process of timnigand
application of theoryn their practices. Together the participant researchers reflect about the

learning and its application in practice and the impacts that has on student learning experiences.

In 2016 Morales published a literature revief?vRAR in teacher professionalwddopment to

plot the features of PAR and action research which enhanced creation of knowledge as well as
solving problems occurring in classroom settings. The review was framed within the UNESCO
(2015) Education 2030 Inaton Declaration and Framework foAction, which specified

guality teaching as central to the achievement of global 2030 education targets. Morales
identified preservice and ongoing teacher training as crucial to the quality required. Within
that, the rdective practices and andragoggpmmon to PAR and action research were
identified as notable characteristics in training programs most likely to lead to transfer of

learning into the practices which would produce quality in student learning.

These ideasf communities of praxis alsoaegnise that schools of necessity exist within larger
complexes of communities and organisations and schools of theory from which they draw ideas
and directives to put into practice (Senge, 2000). Anderson and Fre@@dd8ypointto the
critical role phyed by teachers as the interface between the larger systems and the educational
experiences of studentshere:
Educators, educational authorities and policymakers have become increasingly
convinced of the importance ohte t eacher 6s r redeach, i n educ
recognizing that standards of teaching and learning are unlikely to be improved
through the introduction of policies that do not relate directly to the classroom as a

work site for teachermrmgnitondmeigeddahe Wlehros €é Fr o
0t he -treseclaerc hel?2) (pp. 121
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A review of a decade of articles about teacher professional development by Avalos (2011)
noted the move away from traditional-service teacher training models to situations of
teaders as researchers, wherelearning can become a powerful way of bringing about

change She concluded thaithough there was no indication of what factors produced long
term changes of practice, fAit wathatprblonged f r om
interventions arenore effective than shorter ones, and that combinations of tools for learning

and reflective experiences serve the purpose

The reviewnoted that teacher learning and development is a complex priogessing many
different elemats and influenced by many factors external to the teachers and their practices
as identified bythe likes ofSengg2000)and Kemmisand his colleagues (2010} concluded

that teacher ctearning emerged as a particlyastrong theme, and that of tharious ways

such celearning might be facilitatedormal collaboration and joint projecise most effective.
Avalos (2011) pointed to the nature of teaching as being a mostly solitary activity, but that
teachers naturalltalk to each other, and effeat professional development takes place when
that talk can take on an educational purpose inlaaxming structure where observation and
feedback occur. Of significance also was mediation brought about by externathesear
working with teachers asoaesearchers to bring expertise in the theory and application of

formal research.

The use of PAR to enable teachedearning over a period of time can be seen in successful
educator professional development conducted yaya, Stewart, Adlington and tledyke

(2008). The research project was designed to renew curriculum for improved distance
education using an open source learning management system. They reported deep engagement
by participants and changesteachingand learning practices. ThroughAR i t became
matter of academic staff leading their own conceptual change through engagement of the

met hodol ogy and support from other stakehol d

Design thinking applied in educati@md researchased teaching alsovolves the processes

of reflectionfor-action, reflectioAn-action and reflectiomboutaction seen in teacher
professional development which uses action research as a way to achieve ongoing, reflective
change in practe . Ander son &hreviebdiapayingihe kidasof Rege@rgh
Based Design includkaction research projects involving a partnership of external researchers
and teachers, with the researcher bringing the research expertise and the teadnsys e

contextual knowledgand application of the intervention.
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Such external and internal partnerships can be seen in research exploring ideas of pedagogy,
education and praxis to further develop concepts of practice architectures into a notion of
ecologies of practicgkemmisea | ., 2010; LIl oyd, 2010a, 2014) .
(2005) concept of site ontologies, referencing the ways of operating which exist in social
contexts which are themselves part of broader systems. This vieesssitjiey are useful for
examinng the dynamics involved in ongoing transformation of practice, as distinct from

changed but static outcomes.

The distinction between é6transformation6 as
for this study ad resonates with Mat e e(20EBxdistinction between the product orientation

of poesis and the ongoing reflective 6doingo
transformation and praxis as ongoing reflective communitiggasftice Such a concept is
relevantfor this studywhichexploredwaysinformed Learning PAR could be usiedransform

teacher practice. It can be represented as an epistemic ontology of information practice,
suggested by Budd and Lloyd (2014), whée épistemiobject Brockmeier & Olson, 2009

is Informed Learning and the ontology is the community of practice using PAR to engage in a
praxis of continual learning, application and revie@droome (1998)eferred to an epistemic
ontologyinthe contexo f Chr i st i an Rel i g onmustiesbofipiactiaet i o n
which involved a continuous reflective-construction of understandings about what it means

to daily live the principles which they sought to teach to their students, and how thogggsinci

are enacted both in their lived actioas individuals and in the pedagogies used to design

learning experiences for their students.

Ways of addressing the complexity of both the elements involved in teacher learning and the
impact of external facts, including practice architectures, haverexplored by Kemmis and
colleagues(EdwardsGroves & Kemmis, 2016)n the Pedagogy, Education and Praxis
Researchaninternational investigatiowhich employsPAR as a central methodology. Such
influences nght be explicit directives from the largerganisations and structures within
which they operate, or explicit theories which they are choosing to explore as a means of
improving their educational practices. Other influences might be implicit ways kirtyiand
operating which they implement withtheir practices without realising the impact, for good

or bad, upon the learning experiences they are designing for their students.

This resonates with I nformed Learenencasgpbs f oc

information literacy and informetn use which secondary teachers, as discipline experts, bring
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into their teaching practice. Informed Learning sits well within the field of successful
transformative practitioner research and application innconities of practice in that it
provides a rady model for professional development about information literacy pedagogy. It
provides both the theory and the process for its learning and application in practice by educators
themselves. It arises from threes about social construction of learningvasll as from
research about the individuality of each per
information use; and recognition that information use experiences can vary across time and
context, withmany different combinations of informatiuse elements present in those
experiences. Along with the learning and action research theories described above, it sees
learning as influenced by the larger social contexts within which individuals operfaendd
Learning aims to develop awarenesshaf explicit and implicit influences of those factors on
views about information use. It is designed to bring educators to explicit understanding of
their own views and experiences of information use, whatrflaenced their development,

and how theirown views in turn influence the discipline curriculum they design and the
learning activities their students experience. It also has the intention of helping educators
consider the views and experiences thatrtetudents mighibring to discipline learmg and

information use, and how that influences the approaches they take.

2.3.3. Combining PAR andihformed Learnindor Transformation ofLE Practices

Action research projects such as those by ViZ#7) andGibsonLangford (2009) pvided
relevant profesenal development modets inform the design of the ILARC project which
provided the research settifgy this study. The collaborative teamworkn thoseprojects
delivered improved understandings and fpicas of information literacy This present stuygl
soughta wayto extendsuchcollaborative modelso thatteachers themselves migiake on
ILE as part of their own discipline teaching practider delivery of student learning
experiences which enabled development of both discipline and informagoexpertise.
Severalesearchers have shown that this caadigeved by combininbpformed Learningnd
PAR. Most notabké for this studyis thework reportedoy Hughes (208) and Feekery (2013)
Both showed thalnformed Learningand PAR can be succésdy combined to deliver the
ongoing reflective changes in practice sought. These changes involve enabling educators to be
everattentive to andjuerying abouthow the views brought to use of information for learning
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can be influenced by prior experienbow the design of learning activities which incorporate
use of information to learn needs to change according to learning puapolskow studa
attention needs to be drawn to the different aspects of information use in play in different

learning expeences.

F e e k g20)3)dactoral research, for example, shovtkdt usinginformed Learningand

PAR to embed information literacy developmaerib a fouryearuniversitycourse proved to

be an effective strategy I n essenpap academia g st
competenciesinformed Learningrelocated the focus fro library to classroom and PAR

fiallowed a dual focus on both acti(io support staff to change pedagogy) and research (to
under st and t he pKpold)eEhes problémadddrasoiee By thé research was
student so |l ow research and writinigfornsedi | | s,
Learningd s  h o | wssambuldcenable exucators to move from previous approaches of
information search and retrighskills and produebased assessment. By embeddirigrmed
Learninggs hol i stic view, i t  waentred, process dxpediende® b r i
which stessed reflective approaches to information use as part of discipline ledfemigery

found that while the intgentions proved successful ;mup por t i n the reseachni ng,
revealed that more idepth conversation with academics, librarians andestisdon how
information impacts on learning is needed to encourage students to make considered

information choiceand become i nf20l8Bmé)d | earners. 0

Li ke Feekeeapsesesstudys e k ¢ c t b bhforlBed lLeammidgspproachHor use

in PAR cycles with the intention of transforming educatérE practices, except in this case,
the localewassecondgy rather than tertiary education, and it involved multiple case stiidy.
sought to usénformed Learning sransformative aneétmancipatory potentigb empower
teachers t o ad dlcEanstte expdrientiabcpntextdof teemdwn edching a
their student s 0 ,theseforegeiontaddressitieigap idengfisdebyaBruceh
(2014) between research cants application \Wwich she felt might beovercome by

contextualizing and building praxis IbE.

2.4. Learning Management SystemAffordances for Information Literacy

Education
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An affordance view of learning technologies is relevant to the possibility of teachers realising

and using the potential of a learning management system for learning, and in this case,
embeddindLE in course design and teaching practide.this study,he t er m oOigaf f or d a
used to describe those qualities of ICTs which are explicitly recognisadibglividual teacher

as being useful for their defined teaching and learning pur@@seingan ICT as bing useful

for a purposé its affordance is different tothe utilities of the ICTwhich are designed to

make it useful for a purpogBoyle & Cook, 2004) The wuser 6s perceptions

determining whether it is used and applied.

In an expbration of digital literacy, Mifsud(2006) examined user perceptions of the
affordances of technology and how that 1| mpac
(1986)t hat what we see when we | ook astqualities obj ec
- affordances being those propestwe perceive as determining how an object can be used.

Nor mgleaB)® c on st r ai ntddefinetheveaysehat pastieutar featuresperations

and culturaluse conventionsf the technology may impaon its use Kennavell (2001)

describest h e t the attdbstes 6f the setting which provide potential for action; the
constraints are the conditions and relationships amongst attributes which provide structure and
guidance for the course of actiéng. 106) Oliver (2005) challenges the use of the
terminology of affordance, saying its application to learning technologies is too far from the
original ecological context used by Gibgd®86) but as a term which has current parlance it

is used here.

To assist the determination of the pedagogical poteritifll Ts, arangeof models habeen
designed Conole and Dyk¢2004)explored andleveloped a taxonomy of the affordances of
technologies to faciiate particulareducational practices, and Malghlin and Lee (2007)
investigated the affordances of Web 2.0 and social software and the choices and constraints
they offer to educators andalmers. Bower (2008) used an affordance analysis to match
learning tasks to learning technologie® he process of consciously identifying affordances of
eLearningools, so that they can be then considered in the light of thelaffoe requirements

of the tasko(p.8). Partridgeet al. (2008 developed arlLearnirg tool to foster development

of student skill and knowledge within disciplinentexts in a study wbh used case studies or
problembased | earning to guide | ear nnisreevanceise of
to this study is its use of aspeotdnformed Learningo examine the affordances of technology

for information literacylearning.
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This is relevant to the study presented in this thesis, in that an affordancee@steachers
asking what tools in a learning management system can betag®ovideexperiences in
which students learn information strategies whilst alsanleg discipline content and how

using information might enhance discipline learning.

Recognising the importance attachedest use of learning technologies in blended learning
environments, thistudybringscertain understandings about learning technologssecially

the use of learning management systems:

1 that just as people bring different views to learning and infooméiteracy, so too do
they bring different views to ways technology can be usel¢&oning

1 that an affordances view of technology provides a theoretical background and
conceptual model for educators to engage with the ways technology can be used for
learning (Bower, 2008; Conole & Dyke, 2004; McLoughlin & Lee, 2007; Mifsud,
2006; Oliver, 2005; Partridge et al., 200@&nd

1 thatinformed Learningncorporates use of learning technologies within its conceptual
models and can provide the mechanism éachers to examine the use of a learning

management system within their practicérddbrmed LearnindBruce, 2008)

A 21 century learning environemt uses technology to empower the learn€he study
reported in this thesiavestigated how learningamagement system tools can support the use
of information for learning as conceptualisednformed Learning The researché¥Vhisken,
2007)used heown years oBlackboardearning management system expertise and experience
and the researdf others{asbelow), to identifytools in the system for teachers in case groups
to explore. The intention was that they would use Informed Learning cosstouconsider
the tool sb af FooexampleaSk Branfesapproach - would aski fl students

are to have aelational view about the practice of using information for learning in their
discipline 1 its access and location, competent selection and constructive use, personally
relevant and socially responsible applicatiomhichtoolsof the learmmg management system
will support that® A Seven Facespproach would askfifl students are taexperience
communicative, controlled, critical, intuitive and transformative use of information for learning

- whichtoolsof the learning management system wilpport that®.

A learning management system camable an appreciation of the affordances of its tfmols
ILE by presenting themwithin the online context of the curriculumAs Eisenlerg (2009

argued filn real estate, they talk about the three Keynents: location, location, and location.
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In education we can say a similar thing about implementing a meaningful information literacy
progam cont ext, c o(p.40 doint (2003)reconumeridehat {prondotion of
higher levels of informatio literacy ina digital learning environment needed to be done in
such a way that it used the strengths of the format, integrating information literacy as part of a
suite ofdigital literacies that were leardelongside each other as part of curriculuamiang.
Studies into the ways that a learning management system can support information literacy
(Bradford,Porciello, Balkon& Backus,2007; Florea, 2008) shadthat it is the very fact of

its basic capagit to provide24/7 accessibility to the studelds cour ses and r es
learning, with embedded information literacy paths and scaffddme of its most powerful
affordances. Added to that is its capacity to respond to the individualised prafderdbgin,

which means that the student candresented with the tools most suited to her or his learning
needs.

Standards developed by instructional designers moving into the blended learning environments
of learning management systems provide indicaof features for good learnirfBasserini,

2008). Corbitt, Holt and Segrav008)referedto ways of creatinglesarning environments

of enduring value for teachers and learngrduding stakeholder contribution to collaborative
learningenhancema, automated customisation, persoraien am individudisation, sharing

of learning resources, development of virtual practices supportive of grounded professional
learning that motivates and engages studentglearningenvironments that are ecologically
responsive to teaching and learning nesmus$ opportunities.

Various authors investigating use of Web 2.0 technologies have provided guidelines, strategies
and checklists to follow in establishing collaborative spawtews feeds, content creation and
gathering locales for education and librarg r v i ¢ e 2008) irBgstigatien®fshe views

of library staff towarddVeb 2.0 technologiegresentedn expanded view of the affordances

of a learing management systerRagaing2008) reporteduse of Web 2.0 tools such as blogs,

wikis, and social networking sites to promote interaction, collalboratard sharing of
information.Thec hec k!l i st used to measure success aga
(2008)report of project management utilisiag onlinecollaborativevork and meeting space,
informedconsideration of affordances in professiomalkspaces L u c @2@08)onwser k

of Web 2.0 technologies in schools used reflective exploration of their information literacy

affordances.
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Given the presergtudytook place ina schoolusingBlackboardfor its learning management
system(a Learning Maagement System used widely in the tertiary sectiomplings of
research in educational settings beyond the school sector were also useful in informing the
study Forexample, amalysis of the usefulness Bfackboardfor higher education learning in
online courses as well as blended learning environments (Bradford et al, 2007) dtemtchp
benefitsto be availability, quick feedback, improved communication, trackamy skill
building. WeetmanDaCosta and Jones (2007) found similar benefits wheninkegtigated

ways thatBlackboardmi g ht be used to develop students?o
university, with higher levels of engagement and motivationrtegdo arise from the constant
availability of learning materialsSpecific researcfocusing orthe affordances of a learning
management system for information literacy by Florea (2008), which incivaddCT(since
combined with Blackboard found that their online learning toolgprovided significant

advantagefor information literacy intgration.

The present studproposed that a teacher who could see the affordances of the learning
management system flmformed Learningouldtailor use of the appropriate ICT applications

for information literacyeducatiori whether it be foteachepractice orstudenexperiene. In
thatway, students mighéxperience constructivist learning in a developmental continuum of

information practices within individual disciplines across the curriculum.

2.5. Literature Review Conclusion

Literature covered irthis chaptershowswherethe presenstudy sits in the field ofILE,
specifically in terms of bridginthe gap between information literacy theory and practite.
preserd thehistory ofILE, revealing that its integration into teacher practice is recemoled
by many resaahersas themost effectivavay todevelopinformation literacycapabilities and
that collaboration by teaching teams, including a teacher librarian, is regarded as the best way
to achieve that integration. Of the research underta@eachieve this imgration by
collaborative teams, those usitiggories involving constructivist and sociocultural learning
approaches and the arising from phenomenograpbrpvidedthe most likely models for this
study. From those)nformed Learningvas chosen and thedtory of its development and
research application in an increasingly broad range of fieldsrevéeswed The literature
reviewshows howthis studyand its findingsre groundeth prior Informed Learningesearch
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and practice particubrly that which combinefnformed Learningwith PAR for ILE. The
review of literature concerning transfer of ideas into practice by tealchgrshowrthat PAR

is well suited to the longer, reflective processes required for successful prakssion
developnent. It has explored the concept pfaxis and demonstrated that badtifiormed
Learningand PAR have an action orientation towards the continual reflective transformation
of practice seen in the epistemic ontology sought in bridging the gaedrethe ieory and
practice ofILE. The greater detail involving the choice of methodology for shisly is
covered in the following chaptefThis chapter alsaddressed the use of ICTs in education,
especially learning management systems and thays an affordances view might be

incorporated intdnformed Learnind?AR.

3.0. CHAPTER THREE. METHODOLOGY

This chapter presents the methodology selected fattidganddescribeshe way it was used
to investigate research questions about ways to bridge the gagebeitvformation literacy
theory and practice in a secondary school. It begins with an owenfighe theoretical
frameworks and parameters for selection which glittee choice of methodolgg The
research design is presented, including reawr®mbning PAR with amultiple case siiy,

the context of thetudy, the participant selectioprocessand data collectioproceduresised
The operation of this study is presented from two perspecfilesfirst details its management
in terms ofthe struatire of case groups artlde respective rolesf participants and researcher
along with their respective expectations and goltldetailstimelines meeting structures and
challengedaced The secongbrovidesa chronological narrative abotlite phasesfahe PAR
project across the yearlt coves introductionof the projectto the school; invitatiorand
enrolment of participants; formation of case groups; and the structure, processes and data
collection in the four action cycles as they proceede€lis providesthe bigger picturdor
explanatio of how data were analysedThe chapter concludes with the steps followed to

ensure trustworthiness in tratudy.

3.1. Theoretical Frameworks
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This studyreflects an ontological conception of the social world ol social realities are
constructed by the participants, and an epistemological assumption that knowledge is personal,
subjective and unique and created as individuals interact with their emaras(Cohen,

Manion & Morrison, 2007) It looks at the eperience of participants and involves an
interpretive, naturalistic approach to its subject mafWilliamson, 2007 Williamson,
Burstein & McKemmish, 2002 wherein the qualitativeesearcher studies phenomena in their
natural settings and interpret®tmeanings people bring or give to their experiences of those

phenomena.

An interpretivist ather than a positivigtpproachwas chosen for this studyAs explained by
Bryman (2008, a positive approackwvould see objective testing of a hypothesis toval
explanations of laws to be assesaed facts gathered to provide the basis of lalsontrast,
the seeking of the subjective meaning of social action brought bytempretivistapproach
was better suited to this study which sougiderstandingfchow teachersnightengage with

anew @ncept to change their practices

The philosophical assumptionbrought to the studincluded those highlighted by Creswell
(1998)

1 the ontological issue of the multiple realities involviedor the researcher, thes

researched, and those who read and use the research findings

1 the epistemological s&ie of recognition of the relationship of researcher to those being
studiedi that in qualitative research there is interaction and there is need to narrow the

distancebetween the two to enhance understanding

1 the axiological issue of admitting the vallaelen nature of the study and explicitly

stating those held by the researcher and those within the data gathered

1 the rhetorical issue of use of a narrative style as®&laf terms and definitions which
emerge during the study rather than at the beginaimg)

1 the methodological issue of use of inductive logicyworking with particulars rather
than generalizationghe contextualised study of the topic, and revisiorgoéstions

arising from experience in the field

Thi s st udy 6 s explaretasaotial anad humangobléragap between theory and
practice of ILE-T where the researcher, as described by Cregh@93) Abuil ds a co
holistic picture, angses words, reports detailed views of informants, and conducts the study
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inamtural (s¥WLti ngought to bring emphasis to
processes and meanings that are not experimentally examined or measured (if naeafiyred

in terms of quantity, amount ,n 2003tpeldsi ty, or

3.2 Methodologies Considered

Qualitative research is suited to a study like this which requires exploration and where many
variables arenvolved, and theoriesare not necessarily available. It was chosen because it
provides for a detail ed vi &matulfsetting)andheeause i ci p
the researcher i s an active | earner who tell]l

as an expert who passes judgement on partici

Choice of an appropriate qualitative researchha@ology was based on its ability to provide
design structure and methods for exploration of a social protAeiditionally, it was required

to facilitate a process of investigation of a phenomenon by groups of teachers with a view to
bringing about a cdnge in practiceThe data collected about and from this process of reflexive
practice was intended to answer the research guesdind provide grounds for claims of new

knowledge.

The researcher set out to study the understandings and practices prasaltiple social
situations when three groups of teachers investigated their own practices of the phenomenon
of usingInformed Learningconstructs folLE, with a view to changing those practices. A
methodology was needed to manage the project so that several groups could conduct reflective
practice about the same phenomersargbservations could be made and data collected about
the phenomenon and the pess; andothe datanight beanalysed and findings reportetihe

g atudy

methodologies considered were grounded theory, ethnography, narrative resa

and action researchand within thatPAR - Particpatory Action Resarch

3.2.1. Grounded Theory

Grounded theory design was considered becausss the capacity to explain a process of

events, activities, actions and interactions that occur over (@marmaz, 1996, 2003;
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Creswell, 2008) Beingb gr ound e d 6 iratherthanebeirg an ethashelftheory,

it is likely to better explain #hprocess being studiells design provides a stdyy-step process
of data collection and analysis which has rigour andcselection. Grounded theory was
initially seen & agood fit for thisstudy, as it provides for study of an action with atesteps

over a period of time and givetear guidelines for data collection, managenaemt analysis

However, despitenany similarities, including the use of similar processegfounded data
collection and analysis, the purpose of tisisidywas different. It had educational praxis as a
process and intent, which pointedRAR (Kemmis & McTaggart 2005)with multiple case
study (Stake, 2006)to manage the data colleatioand analysis across and within the

investigative groups.

3.2.2. Ethnography

Ethnography was considered for its capacity to providéeae w o f a s odiscowdr si t u:
and represent faithfully teue nature of social phenme n a 0 a sto gettlosarte soialb | e A
real ity t hanHawmmemslkey 2002Ereswell (200B)points to its usefulness for
understanding the patterns of a cultaharing group wére the researcher spends time in the

field interviewing, obsrving and gathering documenabout the group to understand their

behaviours, beliefs and languagtressing the centrality ofilture to its definition.

However, this study did not seek to under st e
intent was to focus on the digmics present in a singdéuation and contextvhereEisenhardt

(2002)sawcase study aseinga suitable approach

Additiondly, the purpose of this study was to bring about change in a situation, with the
researcher as an active change agent inptbeess as well as observer. As such, the
methodology of PAR came into relevance as a process which could be used by pariicipants
multiple case study examination of the phenoomef usinginformed Learningonstructs for

ILE.

3.2.3. Narrative Research
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Nar ati ve research, the telling of the story
or action, was considered for tlsmidyabout experiences of participants involved in an action

to reflect about practice and bring about char@eswell(2008)points to its ability to provide

personal insights about experiences and its capacity to follow the natural chronology of an
action. It provides for identification of themes or categories of information, and collaboration

with participants, and ithe reporting gives illustration for a wider audience with interest in

the issue experienced.

However, thistudyhad a broader participation and different intent than the telling and analysis

of a story about an expewiewd itinwlvel several geoups i ndi v
of individuals who were to be involved in a process of reflective action in which they directed

and evaluated the exploration of a phenomenon involving their practice. Narrative research
could be an aspect or outcometlnit research as a study which asked a participant to tell the

story of he or his participation, but it veanot theapproackchaosen for this study.

3.3. Methodologies &lected

PAR and multiple case study were selected for this project whickived the resarcher
facilitating reflective practice by collaborative groups of teachers to bring about dhahge
practice of ILE. The refletive cycles of PAR wersuited to a social situation where the
intention was for groups to be empowetedbring about cange(Kemmis & McTaggart

2005). Multiple case study was chosen because its design provides for collection of data about
a phenomenon being investigated by PAR groups (caB®siontextual data about the
particularities of the phenomenon mastfag in each cagtake, 2006)and metadata about

the PAR processlt also provided structure for management, analysis and interpretation of the
data. Discussion about PAR within the context of its use in lakqg its combination with
Informed Learmig for teacher professional development, takes place in Chapter Two, while

this Chapter discusses it as a research methodology.

3.3.1. Case Study
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Case study was suited to tbisdybecause its design provided fovastigation andescription

of a contemporgr phenomean within its reatlife situation (Darke & Shanks,2002.
Eisenhardt (2002) suggesicase study as a suitable methodology for research which requires
a focused investigation of the dynamics present in single settigs. research topic or
phenomenon being investigatéd this studywas use ofnformed Learnindgor ILE in its real

life setting of a school learning environmenithe study involved three groups of teachers at
different year levels, with each interdisciplinary year level casepgoamnducting its own
investigation of how they might integrate th#ormed Learningdeasinto their respective

discipline practices.

Of the several ways of doing social science reseatioh(2009)advises that case st the

preferred method when
@) 6éhowdé or Owhyd questions are being pos
overevents, and (c) the focus is on a contemporary phenomenon within a real life

context. This situation distinguishes case study research from ypksrdf social
science researciip. 2

Another reason for its suitability wdsecause th@henomenon beingtudiedis relatively
emergent. Usef Informed Learningas away to developlLE understanding and practice by
teachers in secondary schools is new, and the usamiimhg management systems to support

suchpractice in secondary schools has received little exploration.

Darke and Shank$2002) and Flyvherg (2007) see case study research providing rich
description and explanation to enable others to understandakedsense of the phenomenon

and its contetx Casebased and contextependent knowledge from thesudy will provide

insight to others seeking to engage teachebgiag responsiblefarh ei r st udent sd i
literacy learning, and for understandioigthe ways school learning managemeistems can

support that learning. The accounts of stisdy, using a commonly understood basithe

information literacy strategieswhich are a part of 2% century competencies, and the
increasingly familiar cotext of learning managemesystems in saolsi will be understood

by others in the fieldFlyvbjerg, 2007. Additionally, it provides a narrative describing and
interpreting pasrtwhkii planElsyYyviejxeprg i faamieas §fmo
and more interesting fos o ci a l t heory t han ei t heavel f actu

generalizations of theoryo (p. 397).
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3.3.1.1. Multiple case study

Multiple case study or muttase research was well suited to this study in wihigde groups
of teachers use PAR cycles to examaghenomenofi use ofInformed Learningonstructs
for ILE practice It provided a structure for organising, data gathering and reporting of the
individual casestudiesas well as the process of data analysis which adsedevelopment

of understanding of the phenomenon being studied within and across the case contexts.

While a case study expects to capture the complexity of a singletcasebe used to examine
something which has lots of cases or parts or men{B¢a&e, 2006).The individual cases
each have their own contextual stories, but it isetti@bition of the phenomenon across those
caseswvhich is of interest in a muile case study. Stake refersthis collection 6 instances

as t he Jhirluis sormethingivée want to understand by studying it through multiple

cases.

A multiple case studlias the advantage of allowing fmosscase analysis and comparisun
investigation of gphenomenon iparticular situations, providing for explanation ratkiean
generalizability(Darke & Shanks, 200Zlyvbjerg, 2007 Punch, 199B8and giving stronger

grounds for theory building (Bryman, 2008) starts with identification of the concept or idea

that bindshe cases togethétake, 2006)In this studythe binding conceptvga t e aldEh er s 6
practice usingnformed Learning The cases are selected to provide for examination of how

the phenomenoperforns in different case environment how t hey rel ate to
provision of diversity across contsxand opportunity to learn about complexities and contexts.

In this study, three cases were selected, involving respectively, teatarents in Year 8,

Year 10 and Years 11 and [2. The decision to guap teachers by year level rather than by
discipline wasto provide relevance, diversity and opportunities for exploration of complexity

and contexacross the disciplinesinformed Learning s hol i sti ¢c approach
consistent approaches to using information to learn within and atiszgslines. Year level

groupings of teachers with many different disciplim@evided a common elemerfor
comparisonabouthow each disciplinevas teaching informatiorstrategiesand about how

consistency of approaches and experiences might be achieved.
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3.3.2. Action Research

Action researchi specifically PAR- was the methodology used by teachers in the case groups
to investigatelnformed Learningdeas Action researchs well suited to investigation by
teachers of their own practice with a view to finginew ways of viewing information literacy
practice andxperience. Herr and Anders(@005)seeit as a very successful method to use

in education, providing for both individual professional development as well as collaborative

institutional change.

The work of social psychologist Kurt Lewin and the Tan&tInstitute in the early tmid-part

of the20" centuryis usually referred to as being the genesis of action research, a social research
method since taken up in many disciplii€surr & Kemmis, 986). It is seen as having four

core themes: integratioof theory with practice in social research, designing research by
framing the whole then differentiating the parts, the idea of the researcher as intervenor, and
the democratising role of socetience research. e w i cangept of action research invetl

change experiments on real problems in social systems, with iterative cycles of identifying a
problem, planning, acting and evaluating. lt®deicative intention involved the participants
owningthe process of changing established patterns of thlgrda acting, thus challenging

the status quo. It emphasized the importance of both high standards for developing theory as

well as relation to practicgoghlan & Brannick, 2005).

Use of &tion regarchevolvedto providing practitioners withiaeans of researching their own
practice problems and became a participatory and emancipatory approach for individuals and
groups to change their social circumstances. The group research process of patinomg,
observing and reflecting introduced bywin became the modern action research steps
characterised by participation, democracy and social chgKgenmis, 1988) The
emancipatory focus ofvork by South American Paulo Freid998) and German dical

theorist Jurgen HabermadluencedKemmis aml his colleagueKemmis, 2007; Kemmis &
McTaggart 2005)in Australia. They applied action researtthemancipation of individuals in
educationandhave further developed the notion of the powepraiis as a way of knowing
(Kemmis, 2009). It has found practice also in the investigation of library and information

managemeniOosthuizen, 2002)nd information system®askerville, 1999).

There is a consensus that the basic principles of acgeaneh are about focus on simultaneous
actionand research in a collaborative mannkemphasises careful observation and study of
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the effects of behaviour on human systemsstheir members manage chan§hani and
Pasmorg1985)saw it bringingan emegent inquiry process to organisational chandpere

new knowledge is integrated with organisational knowledg®lve organisational problems.
They emphasisethe way it sought to equip organisational members with the skills to solve

their own problems i@ collaborative manner whilst also addingttentific knowledge.

Researchersaw social purpose as centrad action researcHReason & Bradbury, 2006;
Sankara, Dick& Passfield2001L ZuberSkerritt,2001)producing practical knowledge useful
to pele in their everyday livesKkemmis andMcTaggart(2005)emphasiseits collegial and
collaborative naturend Ladkin (2006) sawit as grounded in the belief that research with

people should be participative and democratic.

Heron and Reasof2001) sawinclusion of multiple ways of knowing as integral to action
research, with exploration of propositional, experiential, practeadl presentational
knowledge. For Ladkin (2006) the epistemology of action research rests in its name, where
the natureof knowing is based in the experience of dgiagd that there are multiple ways to

that knowing

Of the various methods within action research, the researcher found relevance for this
project in appreciative inquiry, action learning;@oerativeinquiry and PAR selecting
the latter for its prowion of the role of participants in ownership of the research process

and outcomes.

3.3.2.1.Participatory Action Research (PAR)

From theepistemologyof PAR comes an emphasis on the empowermenmtdifiduals via
attainment and application of knowledge in refiee action cycles by groupsKemmis and
McTaggart(2005)s aw empower ment and emancipation as
shared ownership armmmunitybased analysis and sahut of social prolems

The emancipatory focus was actualised in ttigdy by providing empowering contexts for
Informed Learningconversations by teachers and teacher librarians, and in its intended
outcome ofchanging teacher practice to integrit& theory into practie so that students

mightin turn be empowered levelopnent oftheir own repertoires of information strategies.
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The project was intentionallgmancipatory in itause of aconstructdesigned to prompt
reflection by teachers and teacher librarians atvbat it means to possess and develgpert
information strategiedt was structured to release these two educsutrgroups from the
constrictions of classroom and library, from discipline knowledge and information
management knowledge and confusions alhat is meant by information literacgigital
literacy, informationand communication technology skills, tking skills, research skills,
information process, inquiry learning skills and who is responsible for whidie project
respected and validat@¢eachers as discipline experts and teacher librariabsthgeachers
and information and knowledge managerhe&xperts It created interdisciplinary groups
whosemembers would plan and undertake PAR cycles to explore and develop curriculum
design forways of viewing and experiencing information use in a blended learning
environment. The intended outcome was tlevelopment of shared understandings in the
school abouthow discipline practices might change to integrate teaching amcirigaof

information strategies: a new pedagogy for ILE.

The study f practiceofestabliskingBlégsal, collaborative cycles of reflective

research in action by participaritscreatdong lasting changdas an organisation It purswed

its social traditionof emancipatingparticipants from ways of viewing and behaving which

limited their capacitis to operate fully in creating an information literadenmunity. Ways

of knowing and beingvere included and explordxy use ofB r u q20@Bnformed Learning
approachwhich providedconstructs for participants to discovke waytheirowmnand ot her s @
experiences of information might have influenced their views and in turn impacted on their

approaches to curriculum design and students

An integrative approach to research was taken by incorporating three voices arntesidi
first, second and third pers¢@oghlan & Brannick, 2005; Reason & Bradbury, 2008)e
researcher continuously evaluated her own theories, views and actions; gaupeflective
joint action on issues of mutual concern; and therefeedback bout theimpact on the larger

community and organisational structures within which the participants operated.

3.3.3. Multiple Case PAR

PAR and case study methodologies were anasea \ay for teachers to investigatgormed

Learningbecause together theyoprded the required design structure and methods to facilitate
107



a process of investigation of a phenomenon by several groups in an organiZatimm
research has a histoag a very successful method to use in education, as it supports individual
profesional development as well as collaborative institutional change. Within that field, PAR
was selected because it is well suited to an investigation by teachers of thpnaotige. The
author, as both researcher and participant, facilitated the PA&sayfcreflective practice by

collaborative groups of teachers.

Examinatiorof literature about use of multiple case st{idgrke & Shanks, 2002; Eisenhardt,
2002; Flyvherg, 2007; Stake, 2006; Yin, 200%howed that itwould enable consistent
collection of data about the phenomenon being investigated by the PAR groups (cases);
contextual data about the particularities of the phenomenon manifesting in each case; and
metadata laout the PAR proces®dditionally, it would give structure for management,
analysis, and interpretation of the data.

The implementation of thetudyfollowedthe cyclic model (Kemmis &VcTaggart 2005) of

action researchwhereina problem is idetified, reading or research is undertaken to gain
knowledgeabouthow the problem might be resolved, a resolution is planned, action is taken,
its impact is reported, reviewed, and then another cycle implemented and so on. In this study,
multiple (three)case groups each conducted four action cycleginh they applie® r uc e 6 s
(2008) Informed Learningapproachas a way of integrating information literacy theory into
their practices Participants in each case collaboratively undertook thestae ofreading
aboutInformed Learningdeas,framing theirinvestigative actions and determining context

and purpose, theplanned, toolaction reportedandreviewedtheir actiors before moving on

to the next cycle Figure 3.1represents one clgcof the four inthe study.

Research Methodology
A combination of case study and action research

Multiple case study: Action research:

* formalised data read plan * cycles of reflective
collection and practice
analysis * self manage

* within and across a * contemporaneous
number of groups review action data collection and

analysis processes
report

Figure 3.1 Multiple Case Study PAR

108



The complexity of researcher positionality in PAR was addressts study. When PAR is
conducted by a participant researcher who is a member of the organisation being studied, there
are particular coneas to be addressed, invimg the perspectives of first person (researcher),
second person (research participants) and third person (organisation in which the research is
conducted) (Coghlan & Brannick, 2005; Reason & Bradbury, 20@&er, 200Y. In this

study, multiple sourcesf evidence were gathered to provide for the triangulation med|to

ensure all perspectives mecovered

1 The firstperson researcher voice was built in by contemporaneous notes and memos
explicitly acknowledging and refleag upon theparticipantr e sear cher 6 s wor
and interactions with the cageoupsas they progressed through the research cycles.

An example is provided iAppendixC.

1 Evidence of individual second person participant voice was gathered in recasged c
group meetings as well as via interviews and online reflextidn example can be
seen inAppendixD.

1 The third person organisatial group voice was gained by recordings of case group
meetings in which discussions directly addressed organisatiorradulum goals and
pedagogies

Ther esearcher s role in the PARwiththeaddtionstas t he
respansibility of facilitating the project which included theverall framing conduct, data

collection and analysis dheresearchinviting participationof teachersand attending to the
organisational matters of running niegs and providig feedback and encouragement; and
theimportant role of reportingthe r oj ect 6 s progress to the Scho
of Resource Centrén the 712 campus of the school, the reséar held a senior position in
curriculum decisionrmaking, butheld no administrative authority apart from that involving

library staff and operationsThe two other teacher librarians involvedtire projectwere

volunteers andaw itas a exciting way to build oexisting programs of workingosely with

teachers across the curriculum on ways to incorporate ILE into teaching and learning

3.3.4. Praxis

The choice ofPAR for thisstudywasbased on itg€apacity to enable a group of people to
achieve a state of praxis wiee they control the means of their own learning, and can together
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researcltheir own practice in reflexe cycles of action, socially constructing understandings

of a particular phenonmen. As explained above iSectiors 2.3 and 3.4.2, se of the term

praxis in the context of action research in education has long been explored by Kemmis and
his peergCarr & Kemmis, 1986in the field, and bringsertainunderstandings

PAR is about fading new knowledge but also about participantsraciice advancing their
own learning through practideit is learning through experience as well as learning through
practice, and so is a social construction and a learning at the saan€oghlan & Bannick,
2005) The same understanding was usedemwecently in reference to information literacy
as a site ontology of information practice (Lloyd, 2012214 and in reference to information
literacy praxis @Bruce, 2014 Budd & Lloyd, 2014. It fits well with the very particular
intention of this resarchi teachers togetheeflexively investigatinghe phenomenon aising
Informed Learningor ILE within the context of their own discipline practices to construct

common crossliscipline understandgs about using information to learn.

The praxis resulting fronthis study was intended to lmentinuous refleive application of

these understandings in curriculum design @radtice. It followed the Arisbtelian ideas and
distinctions of gnosis, phresis and praxis in which gnosis is tkeowledge; praxis is the

practical and ongoing application of that knowledge; amamesis incorporates the idea of

action for gooddiscussed earlier iBections 2.3.2.3.3) Thisstudy is framed in a restatement

of Sir Philip Sd n ey 6 s omgdirg actiom ffor good to implement knowled@€or, as
Aristotle saith, it is (mpotaxd s )l andi@8&K).Mewltenckg e
this study, vhile the gnosis of the study was theisgpmology and ontology ahformed

LearningPAR, praxiswas its fruit.

3.4. Research Design

This sectiondetails the design of tHeARC Project It commence$y explainingthe waythe
PAR methodology was combined witmultiple case studylesignto devdop a workable
research project involvinifpree groups of fultime teachersasho would usénformed Learning

to investigate their practices BfE. It covers the secondary schaaintext of the research,
selection of participants and concludes with thec®n and design of the data collection tools

used in the mject
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3.4.1. Combining Case Studyand PAR to Explore Informed Learning for Professional

Development about Information Literacy Education

The combination of multiple case study and PAR was chtusewestigate the phenomenon

of usingInformed Learnindgor ILE. Multiple case study provided for differentevis of the
phenomenon being studied aRAR gave the groupsclearprocesdor reflexive action over

time as they conducted their investigatidhis desigrenabledmanagement of the sometimes
messy nature of qualitative data collection, coding and asalgseswell, 2007 Darke &
Shanks2002. It gave structure also fonalysis of the way the phenomenon was viewed and
experienced across theseg giving greater strength to emergent themes and knowledge claims
(Bryman, 2008

It was decided to have threseparatecase groupf secondary teachenssing PAR in
simultaneougyclesacross a yedo investigatevhetherinformed Learningvould provie a
way tointegratelLE theory into discipline practic®ifferent year levels were chosen for each
groupto accommodatéhe variety ofapproachesisedto cater for learning at different stages
of ¢ hidevdlopmenticeoss a secondary schodt wasfelt that this wouldproduce a

morerepresentative view of the suitability mfformed Learnindgor secondary school ILE.

It was determined that halifour interviews would be conducted with each of the 25
participating €achers drawn from different yeawvels and disciplines at the start and end of
the project, five twehour meetings would be held with each of the three geseps,and
participants would also be required to undertake reading and action cycles between
meetings. Additionally, it was detenined that the meetings would include time to cover

reading reflections and action plans and reports by group members.
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ILARC Research project Four action cycles over one year: 25 teacher participants: three cases x 5 meetings

Phase One Phase Two Phase Three Phase Four Phase Five

Read -
Read ’ > ch.5 Meeting

ch.2 Meeting Five report
Read Four report review
CE?E& = review
Entry Interviews Meeting \
Three report review o Discuss
. ISCUSS
Read action ch.a Ch.5
Ch.

;o \
Meeting N o /
Read Two report review action Dlacuss Exit Interviews
Ch.1 \ \ /
Meeting plan
. Discuss
One  pjscuss ™= | action Ch. 2 .
ch.1 plan Data collection

\ / *  Recording of:
\ plan .

3 case groups x 5 (2 hr) meetings
=15 (2 hr) meetings >30 hrs
action *  2x25(30 min) entry/exit interviews
= 50 (30 min) interviews > 25 hrs

\ / * Discussion and reporting of actions in online spaces & emails
.

Researcher memos

Figure 3.2ILARC Project Phases

The researcher chose to structure the four PAdResyvithin five phases of therpject, with

the first and final phases involvirgdditionalactivitiesbeyond reading, reflecting and taking
actions as shown in Figure 3.Zhe first phase involvenhterviews, a meeting fasrientation
and startinghe firstaction cycle;the middle phasesoosisted othreemeetings andction
cycles;and the fifth phase involveal meeting taeport the foutt action cycleand review the
projectand an interview Each of the five phases had a spedifiormed Learningchapter
reading and response questions which vaiseussed in each of the meetings, with the first
and fifth having respectively an introduction and review purpose. The use of these five phases
meant that all five chaptersould be accommodated. The first four operategrompts for
action cycles, anthe fifth as an overall prompt for reflection abdotormed Learningits
impact on their views about their own discipline information practiced, i@snplace in a

secondary school.

Thelnformed LearningBruce, 2008pook is designed much as a textbodikhas a teaching

and learningpurpose ands aimed at educators in tertiary education. It does not assume a
detailed knowledge of informatiortéracy noiLE andis structured to lead the reader chapter

by chapter to an umdstanding of hovinformedLearningcan be used fdLE. As a teaching

device, its chapters are presented as operating within an overall narrative about characters in a

tertiary environment as tlydearn and apply the ideas loformed Learningo their practices,
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with the intentbn of providing readers with real life examples for better relatedness and

learning. The question prompts at the end of each chagdest this process by constantly

refering readers to reflection about their own information experiendes's and praees.

Only the first five of the chapters in the book were selected for the project as the remaining

chapters refer to applications of the Informed Learning model in areas not relevant to the

context of the research project. Further lletaout use othe chapters in each phase of the

project are detailed in Section 3.5.2 and related Appendices.

3.4.2. Context

The location forthis studywas the secondary campuseoprivate schooin Melbourne The
campus consisted of 1,300 students aad divided into Midle School (Years 7 to 9) and

Senior School (Years 10 to 12). Class sizes varied, with larger classes of approximately 22

students in Middle School and smaller classes in Senior School, depending on theBatiect.
campushad its own Director of Curriclum and Leaders of Learning who headed subject
departmentswith an overall Deputy Principal who directed whole school curriculimthe
Senior Schoolthere wereCurriculum Heads for Year 10/CE (Victorian Certificate of
Educationand IB. Teachers ithe stiool mostly taught across both Middle School and Senior

School, although some were allocated to one or the.other

The researcher wa$ead of Resource Centfeibrary) at the 712 campus. Before her arrival

in 2008, there were rldrary programs oéither reading promotion or information literacy. In
the 18 months before tHeARC project, programs of research skills had been introduced for
the Senior School and Information Process skills for the Middle Schibel researcher
understood that whileeachers with experience at other schools were likebg tamiliarwith

such programdeachers with longstanding employment at the School weatld

Blackboard software providedhe learning management system foree s chool 0s

learning environmet, called ClassEEach cotse had a site, and it wasndated that it include

bl

course outline, activities, assessment details and resource documents, with constant use of

announcements to encourage interaction.

The Stoolb Bliddle Schoohad an engagingucriculum withenergetic teachers and stundis.
Senior Years curriculum vgadominated by the structure of VCE and IB. AllZ assignments
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were required to havdear task guidance and include an assessment critbria. At the time
of the esearchUnderstanding by Desigiwiggins & McTighe, 2005)vas being implemented
for curriculum design -12. There was a strong incentive for teachers to devébep
understandings and skills to guidge of newpedagogies.

T h e S clivalycahdbéescouraging progsional developmentulture supportedn-house
programs as well asxternallyprovidedstudy. Participating teachers recely@ofessimal
development points which werewarded with pay bonusesnd irhouse providers received
additional points The chdlenge wa& for in-house program provideto develop attractive

professional development offerings to entice participation.

An in-houseProfessional Reading Group program alreag@grated in which prdessional
development points were given Yoluntary participants who preead selected material and
engaged in a single session of professional discussion. It provafedtture to helpeachers
understand the expected commitmerthigir initial oriertation engagement with theformed
Learningmaterial There was also a Professional Learning Team structure where teachers
voluntarily engaged in reflective praceé over a period of time. Thgave a basis for the
formation of the PAR case groups.

Although the researcher had very limited experienceditititing PAR, an extensive review

of the literature and consultation with Stephen Kemmis informed the design of the PAR
multiple case studysed. The project was appredby Charl es Sturt Uni ve
Human Research Committee (EHR@PO07) ard the School gave permission for it to run as

a yearlong, in-house professional development program.

After consultation with School leadersears 8, 10 and IB were selected for the case groups
because at those levels it was felt there was less pressigacbers caused by the particularly
complex nature of Years 7, 9 and VCEear 7, as the first year of secondary school for
Victorian studerd requireonsiderable focus by teachers and students on transitional issues,
andthe Ehool administration felit unsuited for the study. Year 9 at the school involved a
particularly broad range of experiences to ensure students are sufficiently familiar with all
disciplines to enable knowledgeable subject choices in senior school,aanditagas seen as

lesssuitable for the study.

Year 8 was seen as suitable because bystuelentsverefirmly in their Middle School mode,
exploring the full range of subjects available and taking increasing responsibility for their

independent opetian across disciplinemimany different spaces. At that level, teachers
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expecedstudents to be relatively independent researchers, making frequent online searches in
the classrooms for ready reference, with use of the library and its staff limitedearch

assessment taskead wide reading sessions

Year 10 was selected because iswast udent sé6 f i rod,tandwhkila theiri n Se
workloads were increasing, theresastill time for new disciplines to be tried before tigavy

weight of VCEor IB calledfor completefocus on a narrowed group of subjects to enable
highest university entry scores te &chieved. At this level, it waassumed that studemtsuld

have the research skills requiréor success, and again thereswieequent use obnline

searching in thelassroom, with visits to the library for research assessment daskwide

reading sessions

TheIB Diplomarather than VCHEn yearsl1 and 12 waselectedor teacher inclusionVCE

is the certificate that most students in tdrea receive on satisfeary completion of their

secondary educatioriB Diploma Progranis a twayear preuniversity course which leads to
examinations recognised by universities in Australia and internation@llyudent s6 r es u
both IB and VCE & used to determine théiustralian Tertiary Admissions Ranking (ATAR)

which in turn is used by tertiary institutions for admission to COUKSEE is very structured,

with little time for anything beyond learning a strict set of discipline content and skills, whereas

IB expectsthat students will demonstrategeeater capacity for inquiryand teacher®ok to

the library staff for assistance to hetpdents learn higher levels of research and referencing.

It was felt that teachers of VCE would feel too pressured to trial eelagogies.

3.4.3. Patrticipant Selection

In discussion about the project with the resear@®tepherKemmispointedout that PAR mst

be participatory for all parties, including the community ihich it takes placéPersonal
Communication, July2009). He asked, Is fihis community sufficiently interested in the
qguestion t o wa iittsnatjost apnattet of thei invaveneert and interest of the

researcher the participants must ®mmitted tahe PAR purpose.

The contextual material above prave s an over vi ew of-i ntdheby nthea
organisation and volunteer parpants. Additional reasons for enrolment in the PAR project

included the Sc h o cclrricwlum vision and the mandated actions required to support it:
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chiefly, use ofUnderstanding by Desigfor course design and use of tearning management
system ClaskE (Blackboard) which provided 24/7 access to curriculum and resource
materials Informed LearningPAR provided a clear process of pedagogical structures and
professiomal development to assist that vision achievement. The projsced participants
time andsupport todevelop their understanding and use of the affordanc&dassEfor
Informed Leaning as well as the incentive of a salary bonus for the professiemalapment

points gained

The researcher established a proposed timeline for the ILARC project (Apignalix the

concept was introduced to teachers in the school community eérlgie s ch ool -year .
ind process was Vv oithtions extemdgd ai lange and snalbstaf§ neeetings, i n v
and by individual approachg#\ppendix F). This was followed up by individual form
distribution inviting participation irone of thethreeyearlevel case groups: Year 8, Year 10

and IB (AppendixG).

The initial invitation was followed up by professional reading group orientation eEpokng
and discussion, with the process explain&tie ILARC project was explained as welledkics
and timeline detailsThoseunable to attend had an individuméeting with the researcher.

Intending participants were asked to commiatgearlong projectinvolving case groups and
action cycles It was explained they would need to make tiimeinterviews at the start and
end of the project, as well as for éimeetings after hourand reading and actions between
meetings.As shown inFigure 3.3 the project case group operation was explained in terms of
the tean development stages of Tumla n Boem, Storm, Normand PerformRickards&
Moger, 2000; Bonebrigt) 2010. Translated into the steps within each action cycle in Figure
3.2above, it means that in each consecutive ¢yee information was added to the group by
way of new readings and partici palDicssionr eport
about that new information (Storf@iscus3 enabled new common understandings to be
established for implementation (PJan action cycles (Action)lt also provided understanding
for participants that in terms of the whole ILARC Project they nesealéatm as case groups,

and that any time changes were made;famaing was required.
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Figure 3.3 Action Research Praje Timeline
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