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ABSTRACT 

 

This thesis reports a study which investigated how secondary school teacher practice might be 

transformed to bridge the gap between information literacy theory and practice.  The study 

consisted of a Participatory Action Research (PAR) multiple case study in an independent 

secondary school.  Its participants used Christine Bruceôs (2008) Informed Learning to explore 

ways that explicit attention might be brought to use of information for discipline learning.  It 

was found that the combined transformative processes of PAR and Informed Learning provided 

powerful professional development for these secondary teachers.   Participants changed their 

views of information literacy education (ILE) such that they saw it as a problem for their own 

practices and with that new approach they looked for ways to take on responsibility for its 

teaching.  This produced changes in ILE practice within the school.   

Teachers in the study experienced Informed Learning PAR as an effective and satisfying way 

of learning.  They developed new understandings about ways use of information and 

information and communication technologies (ICTs) in education can be approached 

differently.  They identified changes to their roles in the new blended learning environment.  

By working as reflective practitioners with colleagues and students they found they could more 

effectively draw attention to ways of critically selecting and using information for learning 

purposes.  The teachers identified a need for common understandings and cohesive approaches 

to ILE teaching and ICT use across the school for students to develop their own individual 

information strategies for future learning.  

Three key challenges were faced by the researcher.  The first was that of finding a methodology 

to facilitate a research project which combined two processes: professional development for 

teachers about the phenomena of information literacy, ILE and Informed Learning; and 

gathering data for the purpose of creating new knowledge.  The second was to ensure sustained 

engagement and participation longevity by 25 teachers in three case groups conducting 

practice-based research across a year while working as full -time classroom teachers.  The third 

challenge was lack of teacher familiarity with the terminology and understandings of 

information literacy and ILE, further compounded by a new set of complex terminology and 

understandings in Informed Learning.   
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These challenges were met by the combination of PAR and Informed Learning.  They gave 

time and process for the researcher and the case groups to develop communities of practice 

wherein they owned their learning and its transfer into new curriculum design.  These ongoing 

shared reflexive applications of co-constructed understandings about ILE demonstrate a way 

that teachers can bridge the gap between information literacy theory and practice.  This study 

fills a gap in ILE as it provides a practical example of a methodology to transform secondary 

teacher practice such that teachers take on the responsibility for teaching information literacy 

within their respective curricula.  An implication for future research lies in building teacher 

capacity to model and bring attention to information strategies integrated into the learning areas 

of the Australian Curriculum.   

Three models have resulted from using a problematised approach to ILE in this study. 

Benchmarks for Individual Repertoires of Information Strategies provides a framework for 

whole school information practice in which students might develop their own individual 

repertoires of information strategies.  A proposed Informed Learning Model for Secondary 

Schools suggests changes to Informed Learning constructs for easier incorporation into 

secondary school teacher practice.  The Informed Learning Praxis Model describes the 

practices developed when a learning community uses Informed Learning PAR to bring in a 

problematised approach to ILE in which teachers constantly question and make explicit the 

reasons for their choices of using information for learning.  
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1.0. CHAPTER ONE. INTRODUCTION  

 

1.1. Background 

 

Teacher librarians have long sought ways to incorporate information literacy into the 

knowledge-building pedagogy and learning experiences of subject curricula.  Various models 

describing the skills and literacies which come under the information literacy umbrella have 

been proposed, with digital literacies moving into the mix and evolving to new understandings.  

Incorporation of learning theories has helped integration of information strategies into research 

tasks, but the researcher, with many decades of teaching and teacher librarianship practice, had 

found that a clear and successful pedagogy for information literacy education (ILE) remained 

elusive.    

The publication of Christine Bruceôs (2008) Informed Learning provided a new way of looking 

at the problem.  It moved the library practitioner from a library-centric view, to a more holistic 

way of seeing information literacy from the different perspectives of those who design and 

teach the curriculum and those who experience that learning.  Informed Learning asks, how 

might the way information is used enhance both discipline learning and the development of 

expert information practice?  It combines two key aspects.  The first brings a focus to the 

learning which is to take place and the way information and ICTs will be used to achieve the 

stated learning intentions.  The second brings 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 that way, students can develop the relational 

understandings on which to base their own repertoires of information strategies for transfer to 

future learning contexts (Greater detail about Informed Learning and its problematised 

approach to ILE is presented in Section 2.2.3, while the genesis of the term órepertoires of 

information strategiesô, developed in the findings of this thesis and used to describe a personôs 

individual collection of expert information strategies, is explored in Section 6.3.2).   

Recognising that Informed Learning is a pedagogy initially designed for a tertiary situation, 

the researcher took up Bruceôs challenge to undertake further research on application of the 

approach, this time in a secondary school with teacher practice as the focus.  That meant finding 
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a methodology to enable teachers to reflectively explore and apply Informed Learning ideas.  

The researcher asked: what process of professional development for teachers might deliver the 

outcomes desired?  The first outcome sought was a process of co-operative, co-construction of 

new knowledge about use of information to learn.  The second was reflective transfer of those 

common understandings across discipline curricula so that students learned transferable expert 

information strategies as they learned discipline content.   

The author designed this study using the combined methodologies of Participatory Action 

Research (PAR) and multiple case study.  Twenty-five teachers in three case groups were led 

through a year-long project at a secondary school in Victoria, Australia. Titled ILARC: 

Informed Learning Action Research at C é (Name of School) the project used PAR as a way 

for case groups of teachers to learn about Informed Learning and to reflectively apply it to their 

practices. This project provides an example of how the development of information literacy 

pedagogies in schools can be approached in a new way. 

 

1.2. Research Aims and Questions 

 

The main aim of the study was to investigate how Informed Learning might provide a way for 

secondary teachers to develop a common understanding about information literacy and ILE so 

that it could become a consistent part of their practices, contextually embedded into curriculum 

design across a schoolôs blended learning environment.   

It was proposed that teachers might use the constructs of Informed Learning to explore ways 

of designing curriculum experiences in which students could learn about best practice 

information use as they learned discipline content.  Previous research by Bruce, Edwards and 

Lupton (2006) had suggested that variation of such experiences across the curriculum could 

provide students with contextual information expertise in their areas of discipline study.  It was 

proposed those experiences would lead to relational views of information use which 

transcended individual disciplines and could be applied to new contexts of information use in 

the future.   This study looked at how teachers might use Informed Learning ideas to change 

their practices to achieve that outcome. 

Related to that main aim were subsidiary considerations about how the investigation might be 

implemented.  The process needed to allow for the introduction and reflective exploration of 
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key Informed Learning ideas within the context of teacher practice as well as ways for them to 

articulate and demonstrate their changed understandings.  The researcher deliberately sought a 

process which might deliver a transformation of both understanding and practice of ILE.  There 

was also the intention to introduce an affordances approach to consideration of ways that ICTs 

might enhance both ILE and discipline learning.  For the purposes of producing results in a 

format which would fill the specified gap in the field of ILE research, it was important for the 

researcher to conduct the project in such a way that data might be gathered, analysed and 

reported in a manner consistent with PhD research. 

The main research question asked:  

¶ How might Informed Learning concepts provide a bridge between information literacy 

theory and practice in a blended learning environment?  

Within that were three research sub-questions: 

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

education using the conceptual model of Informed Learning? 

¶ Question Two: how might teacher practice provide students with discipline-based 

views and experiences of information literacy education? 

¶ Question Three: what affordances do teachers see in information and communication 

technologies (ICTs) to support teacher practice and student experiences of information 

literacy education?  

 

1.3. Overview of the Study 

 

The researcher decided to investigate the suitability of Informed Learning ideas to change 

teacher practice of ILE in a secondary school by conducting a multiple case study involving 

three case groups of secondary teachers, each at different year levels.  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 they undertook their own action 

research cycles.  The three cases were: Case 1: Year 8; Case 2: Year 10; and Case 3: Years 11 

and 12 IB (International Baccalaureate) teachers.   
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The project consisted of five phases, involving five meetings for each case group across the 

year, allowing for four action research cycles.  In the first and last phases, semi-structured 

interviews were conducted with each of the participants.  Interview questions were designed to 

discover pre-study and post-study perceptions and experiences about information literacy and 

the ideas of Informed Learning, action research and the affordances of ICT for ILE.  The 

researcher provided reading materials, managed meeting calendars and reminders, recorded the 

meetings and took notes for follow up. An important aspect of this role was to ensure 

the óambienceô of the meeting room was welcoming for people who had been teaching all day. 

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

and emails, and the researcherôs reflective memos.   

The interview questions, readings and discussion prompts were based on the first five chapters 

from Informed Learning (Bruce, 2008) which provided a deliberately constructivist learning 

process.  This material progressively prompted teachers to reflectively: 

¶ identify their own information use experiences and ways they might impact on their 

approaches to using information in curriculum design; to consider influences of broader 

discipline and educational information-use directions; and conversely, to identify their 

studentsô likely information-use experiences and possible impacts on their approaches 

to using information to learn; 

¶ investigate their own discipline practices for ways information was used for learning 

and how students might have experienced those learning activities; and  

¶ transfer those understandings to ways they might design new curriculum which brought 

student attention to reflective information-use practices as they learned discipline 

content such that students might develop their own repertoires of information strategies 

for use in future learning. 

The PAR project phases involved teachers undertaking the pre-reading and reflections; meeting 

to share ideas and plan actions; implementing the planned action in the intervening period 

between one meeting and the next; and reporting and reviewing the results with others in the 

case group. 

All but two teachers completed the five phases, and although not all were able to attend all 

meetings, they used a variety of ways to share their ideas and report their actions.  Findings 

emerging from analysis of the collected data are reported in Chapters Four and Five.  Together 
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they answer the research questions and lead to the claim discussed in Chapter Six that PAR 

and Informed Learning combined can provide transformative professional development about 

ILE in secondary schools.  

 

1.4. Significance of this Study 

 

The significance of this research study lies in the way it addresses the long-identified need to 

move from a view of information literacy as being a set of information skills or a research 

process model for particular secondary school curriculum tasks, to one which takes a holistic 

approach in which expert information use is developed as part of discipline teaching and 

learning across the curriculum and is seen as a whole school responsibility.  To achieve this, 

the gap between holistic ILE theory and teacher practice needed to be bridged, and Informed 

Learning PAR by teacher case groups was found to be a successful professional development 

process for that purpose.  The study presents another direction in the relational approach to ILE 

developed in the phenomenographic research field by Bruce (2008); Bruce and Hughes (2010); 

Bruce et al. (2006, 2007, 2012, 2014); and Gunton et al. (2014).  It progresses recent 

educational applications of Informed Learning in research by Maybee (2014), Maybee et al. 

(2018), and by Feekery (2013) who combined Informed Learning with PAR.  This study used 

PAR and multiple case study methodology to enable teachers to explore their perspectives of 

information use and how it might be used to improve discipline learning whilst also developing 

studentsô awareness of expert information strategies needed for lifelong learning in an evolving 

information environment.  As such it adds an important dimension to ways teacher librarians 

and teachers might work together to develop the capabilities required to model and teach expert 

information strategies across the whole school and provides the basis for further research using 

the models developed as a result of the findings.   

Bruce (2008) set out a research agenda which called for Informed Learning to be applied in 

contexts beyond tertiary education, and this project used multiple case study and PAR to apply 

an Informed Learning approach in a secondary education setting. Its overall aim was to 

investigate the potential of Informed Learning ideas to create common understandings amongst 

teachers about using information for learning in secondary schools so they might incorporate 

ILE into their practices.  The findings of the study show that PAR and Informed Learning was 

experienced as powerful ILE professional development by three case groups of secondary 
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school teachers and teacher librarians.  Participants transformed their views about ILE such 

that they identified development of studentsô independent information strategies as a problem 

for their own practices rather than as a set of skills to be developed in library-related research 

tasks.  They explored ways to use Informed Learning constructs to incorporate expert use of 

information into curriculum design for enhanced discipline information mastery and 

development of student repertoires of information strategies. In this way they showed that 

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

The field of practice and research for which this study has significance is in ILE professional 

development in schools.  Its significance for practice lies in providing an example of powerful 

professional development which delivers the transfer of ILE theory into reflexive practice long 

sought in this area. It is in this sense that ópowerfulô professional development is defined in this 

thesis: a process in which participants engage collaboratively with others in shared ownership 

of their own practice transformation such that new theories and ways of operating are 

reflexively transferred into long term changes.  The participants in the study drew attention to 

the school structures required for such transformation, recommending a whole school approach 

and time and structure for the reflexive processes involved.  It showed the success of combining 

Informed Learningôs holistic approach to ILE with reflexive and collegial case group PAR 

methodology to implement change.  This thesis presents an Informed Learning Praxis Model 

to describe the practices of teachers using this process, and Benchmarks for Repertoires of 

Information Strategies to guide a whole school framework for information practice within 

which teachers and students might develop such reflexive information use in teaching and 

learning. 

This study also adds to the existing literature about views of ICT tools which support Informed 

Learning approaches and experiences.  The findings show 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 content and expert information 

strategies.  This has significance for practice in secondary schools where, as identified in this 

study, the changing information environment is challenging traditional learning relationships 

and ways teachers might support studentsô independent use of ICTs for learning. 

There are four key implications for future research. 

The first is that there is a need for further research which uses Informed Learning PAR in 

secondary schools and which explores ways it might achieve longer term transfer of explicit 
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expert information use into teacher practice beyond the single year of this study.  Such long-

term transfer has long been the goal of ILE teacher professional development and this study 

provides a basis for continued research.   

Secondly, and associated with the first implication, research is needed which investigates 

whether such transformed and reflexive practice delivers two outcomes identified as important 

by teachers in this study: (a) the development by students of their own independent repertoires 

of information strategies, and (b) enhanced discipline information mastery.  Such research 

might use Benchmarks for Repertoires of Information Strategies as guiding criteria.   

Thirdly, there is a need for further research towards development of a new construct: an 

Informed Learning Model for Secondary Schools which would enable its easier understanding 

and use by teachers and teacher librarians in secondary education.   

Lastly, a need has been identified for professional development to build teacher capacity to 

incorporate information strategies as part of the general capabilities and cross-curriculum 

priorities recommended by international education bodies and mandated by national and State 

education frameworks for development of global competencies.  ILE strategies and skills have 

been integrated into the general capabilities, and thence into discipline learning, which, while 

achieving the goal of ILE does not provide a holistic model to guide teaching those strategies.  

There are two areas of possible future research.   

The first is to use the Benchmarks for Repertoires of Information Strategies to guide whole 

school development of the information practices required for students to develop their own sets 

of information strategies for study and future careers.  It would include development of explicit 

common understandings about information practices and strategies, and how they are to be 

modelled and taught.  This would overcome the lack of specific references within the 

frameworks to holistic understandings and approaches to ILE.  

The second is to use Informed Learning PAR to build capacity to teach information strategies 

as well as the general capabilities and cross-curriculum priorities. 

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

Chapter Six. Discussion and Implications.    

 

1.5. Thesis Organisation 
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The thesis is divided into four sections: Literature Review (Chapter Two), Methodology 

(Chapter Three), Findings (Chapters Four and Five) and Implications and Conclusions 

(Chapter Six).   

The Literature Review in Chapter Two examines key understandings and theories about the 

phenomena of information literacy, ILE and Informed Learning, including the learning theories 

involved in each. It explores a theme underpinning each of these areas: the idea of a 

transformation of practice to bring about common and collaborative approaches to ILE, and 

the cohesive and consistent integration of these approaches into discipline learning.  Literature 

related to professional development is explored, particularly professional development that 

produces the ongoing reflective changes in teacher practice required for such transformation.  

Informed Learning is a professional development approach designed for that purpose and the 

literature review covers its genesis, history and recent application in fields beyond its origins 

in tertiary education.  It shows that Informed Learning is finding power in its use for 

development of communities of practice by educators and information professionals who wish 

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

ways of embedding ILE into curriculum units.  

The literature review identifies and explores this latter field as the locale where this study sits: 

that is, combining PAR with Informed Learning to change practices of educators for improved 

student information literacy outcomes.  It explains how this study fills a gap in that field by 

demonstrating a way that teachersô views of ILE can be transformed such that they see it as 

being a problem of their own practice and in so doing they can build capacity to bring explicit 

attention to the information strategies to be developed within and across discipline learning 

contexts. 

The Methodology section in Chapter Three explores the theoretical frameworks and parameters 

behind selection of qualitative research for this study as well as the rationale for the choice of 

PAR and case study methodologies.  The research design is described, as well as the context 

and process of selecting participants, and the data collection tools.   Management and operation 

of the multiple case groups is detailed, 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 three case groups of teachers across the year in which the data were 
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collected.  This provides context for the sections detailing data analysis and trustworthiness of 

the research. 

Chapters Four and Five present the two main groups of findings which show that PAR and 

Informed Learning combined can provide transformative professional development about ILE 

in secondary schools. Together they show the way that the main research question was 

answered, with sections in each illustrating how, for these case groups, Informed Learning PAR 

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.  They show how PAR was used by 

teachers to study and apply Informed Learning in a secondary school and answers the first 

research question: how might teachers examine their practice of information literacy using the 

Informed Learning ideas and constructs?  It is divided into two sections.  The first section 

consists of findings related to teachersô experiences of being in the ILARC Project itself.  The 

second presents findings related to their perceptions about use of PAR for professional 

development of teachers in a secondary school.   

The second main group of findings, in Chapter Five, shows how teachers in a secondary school 

used Informed Learning ideas to develop new understandings and practices for ILE.  They 

answer the second research question: how might teacher practice provide students with 

discipline-based views and experiences of information literacy? The stages by which 

participants gained and developed knowledge to transfer to creation of new discipline 

information literacy practices are shown to be those of awareness, application, and transfer.  A 

final section presents teacher reflection on the actions they took to trial use of Informed 

Learning, with a view to its future use, and includes description of barriers to its use and how 

they might be overcome.   

Chapter Six presents discussion about the findings and implications that arise.  It is presented 

from the stance of ILE being a problem of teacher practice, thus achieving the transformative 

intention of Informed Learning PAR.  The problem as posed by the main research question of 

this thesis is how to bridge the gap between ILE theory and teacher practice and the findings 

of this study show that it can be resolved when teachers take ownership of that problem for 

their own discipline and pedagogical contexts.  The chapter discusses how these findings show 

the impact of such a stance and the way this can lead to development of new benchmarks and 

models of practice in ILE.  It suggests new areas of research using Informed Learning PAR are 
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suggested, particularly where holistic approaches and cooperative processes are sought for 

professional development to enable cohesive curriculum integration and application of new 

educational initiatives across whole schools.  This study showed Informed Learning PARôs 

effectiveness for ILE professional development and it is suggested that it be explored for 

professional development to build capacity for explicit teaching of information strategies 

alongside general capabilities and cross-curriculum priorities as part of discipline practice.   

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

 

This chapter has four purposes, each related to reviewing different aspects of the way 

information literacy has been defined, theorised and taught.  While there is of necessity 

coverage of broader aspects of the term and its associated research agenda and practice, for the 

most part focus is on ILE, particularly in schools.  

The first purpose, addressed in Section 2.1, is to present the way that ILE has been understood 

and applied in teacher practice over time.  It shows development of information literacy 

definitions and statements from the early competency definitions to the more holistic 

information literacy learning theories resulting from research about the relationship between 

learning and information use.  The various models and frameworks developed to assist teaching 

and learning information literacy are examined, as well as the main learning theories which 

have been brought into ILE.   

Section 2.2 addresses the second purpose, which is to reveal three trends of relevance to this 

study. These trends run through the history of ILE and are related to the intent of changing 

teacher practice to integrate information literacy theory into discipline learning.  They are: calls 

for collaboration between educators and information professionals to achieve agreed and 

cohesive approaches to that integration; and the evolution of information literacy learning 

theory and the related research agenda.  These two show the path to development of the third 

trend: Bruceôs (2008) Informed Learning as a way to bridge the gap between ILE theory and 

practice.   

That in turn leads to the third purpose of the chapter, addressed in Section 2.3, which is to 

examine literature related to ways of delivering professional development which achieves 

ongoing changes in teacher practice, especially that for ILE.  It demonstrates how this study, 

with its combination of Informed Learning and PAR, fits into the field of professional 

development of teachers to achieve transformative changes in the practice of ILE.  It presents 

literature related to praxis as a model for powerful ongoing reflective practice.   

The fourth purpose of the chapter, addressed in Section 2.4, is to cover literature related to the 

way that ILE also involves the use of ICTs 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 teachers in this study for investigation of Informed Learning ideas is PAR.  

The reasons for its choice as a methodology are explained in Chapter Three.  However, it is 

also covered in this chapter (in part) to locate it within that field which explores theories about 

teacher professional development for ongoing changes in practice, particularly where there are 

combinations of Informed Learning with PAR.   The ideas of transfer and praxis involved in 

PAR are part of the transformative process sought in ófilling the gapô between information 

literacy theory and practice by use of Informed Learning.  These two have crossovers where 

professional development of teachers is related to ILE.  While the place of PAR in action 

research as a methodology is covered in Chapter Three, its role in the transfer of learning about 

Informed Learning ideas and its ongoing reflective practice are covered within this chapter. 

The literature review includes material published after the study was designed.  In the 

intervening period between the conduct of the study and thesis presentation much progress has 

been made in ILE research which has impacted on the researcherôs daily practice and her view 

of the findings.  Another significant development in that period has been the integration 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 learning relies do not have an explicit 

presence.  Research to identify ways to overcome that lack of visibility has commenced.  

Research addressing these two areas is referred to in Chapter Six to inform the discussion of 

the findings in terms of implications for research and practice, and some of the literature is 

included here to inform the historical context which structures this chapter. 

 

2.1.  History of Information Literacy Education Integration  

 

This section looks at literature related to the development of definitions and understandings of 

information literacy and where and how it should be taught and learned.  It shows growth of 

the view that ILE is best done when integrated into curriculum design as part of discipline 

learning.  Although these understandings have developed variously and iteratively across the 

years, the chronological order in which they are presented here is representative of the progress 
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and serves to illustrate the evolving view.  Reference is made to themes of relevance to this 

study which emerged during the period of focus, which are explored further in Sections 2.2 and 

2.3.   

The term óinformation literacyô arose in the 1970s within the context of the new information 

industry and the skills required for the free and open marketplace of ideas referred to by 

Zurkowski (1974) in his report óThe Information Service Environment, Relationships and 

Prioritiesô for the National Commission on Libraries & Information Science (Washington DC).  

Since then, internationally and nationally, the term has figured prominently in statements by 

organisations and governments as they sought to define the competencies required for success 

in rapidly changing information environments (Catts, 2008). They saw these as integral to 

development of well-informed and capable citizens able to contribute to the well-being of both 

developed and developing nations.  At the same time, educators and information professionals 

were investigating ways to best teach or train people in development of these competencies or 

skills, and research about the relationship between learning and information use has changed 

the way it is taught.    

A definition which established an important early understanding about information literacy was 

contained in the Final Report (ALA, 1989a) from the Presidential Committee on 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 use effectively 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 advantage 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 information, and how to use information 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 literacy researchers have been guided by this statement since its release.  Although 

the concepts of information literacy have been explained in many ways, it is a definition which 

still stands as relevant to this study, particularly in its emphasis on use of information to learn 

and the importance of embedding the concepts into learning programs. 
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2.1.1. 1900 ï 1970: óLibrary Skillsô and óInformation Skillsô  

Early definitions of information literacy primarily described it as a set of competencies or skills 

for what was seen as a new age of information.  From there statements, frameworks and models 

were developed to articulate a common set of understandings and policies to guide the 

processes by which people might attain them.  Increasingly there was application of cognitive, 

constructivist and sociocultural learning theory to development of pedagogies for ILE. 

Information literacy moved from the earlier behaviourist view which saw it as a set of steps or 

skills to be achieved, to being seen as a practice essential for lifelong learning and involving a 

broad range of processes and sub-sets of literacies related to critical and reflective use of 

information.   

While not explicitly called such, earlier understandings which became known as information 

literacy and ILE can be seen to have been part of school library programs before Zurkowskiôs 

(1974, 2013) definition (as above).  Variously known as library or information skills, their 

teaching was usually understood as the responsibility of the library, but from early last century 

there were calls for the skills to be integrated into curriculum practice by teachers.  An example 

of this can be seen in the work of Henne (Kester & Jones, 2004), an energetic activist in the 

development of school library programs who played a key role in publication of the 1945, 1960, 

and 1969 national standards for school libraries in the United States.  She and many others 

consistently advocated for a view of education about information use which was beyond the 

teaching of traditional library skills.  They had a vision of a future where there would be a close 

partnership between the school library and teachers as students were taught about expert 

information use within the context of their classroom learning.  This was important in the 

development of school library programs from the 1960s as federal funding in the United States 

led to large scale investment in school libraries.    

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

childrenôs learning.   Programs of library and information skills teaching mostly related to using 

the library and its resources, however, there was also a broader view where the intention was 

for students to learn to evaluate information and take notes.  During the 1960s this extended to 

more cognitive skills beyond the location of resources (Nimron, 2004). The Library 

Association of Australia (LAA) recognised the importance of school libraries in development 

of research and reading skills.  It undertook research (Fenwick, 1966) and lobbying (LAA, 

1966) for greater government funding to be devoted to library buildings and staffing with 
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qualified teacher librarians.  In 1968, Margaret Traskôs School Libraries: A Report to the 

Nation added to the lobbying, and in 1969, the States Grants Secondary School Libraries Act 

1969 saw Australian Government capital assistance extended to finance library facilities in 

both government and non-government secondary schools.  Importantly, 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. 

Kuhlthauôs (1995) coverage of the history of ILE in United States schools from the 1960s 

tracked development of understandings about finding and using information alongside the 

evolution of school libraries.  She reported a move from seeing libraries as repositories of 

curriculum and fiction resources to locales of increasingly active programs offering reading 

promotion as well 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 information-rich environment.  

The concept of information literacy encompasses lifelong learning and the 

application of information skills to everyday living. (p. 2) 

The 1969 Standards for School Media Programs, published by the American Library 

Association (ALA) and the National Education Association (NEA), also demonstrated a 

growing awareness that school libraries had a role to play in development of the information 

skills required for lifelong learning.  Evident too were calls for cooperative program planning 

and teaching (CCPT) where library staff and teachers worked together to plan research units in 

secondary schools, indicative of the broader view of learning about information use which later 

became known as information literacy (Haycock, 1995). 

 

2.1.2. 1970s: The Emergence of Information Literacy  

 

Definitions about information literacy education in the 1970s showed a purpose broader than 

the evolving library or information skills seen as necessary for research support in schools, and 

the research and user education programs in tertiary libraries.  Behrens (1994) documented a 

broader understanding of information literacy in the US as appearing in 1976, associated with 

social and political contexts.  She noted that towards the end of 1970s this broader social 

understanding became more focused on use of information to solve problems.  There was 
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attention to the conditions for its successful application, such as requiring knowledge of the 

variety of information sources and use of specific strategies, distinguishing between a 

continuous informing process and an occasional finding information purpose. Overall, Behrens 

felt that the ñdefinitions of the 1970s highlighted a number of requirements for information 

literacy but did not reach the point where they identified the actual skills and knowledge 

required for information handling at that time.ò (p. 312).  Her review of information literacy 

development showed that by the end of the 1970s the changing role of information, including 

its growth, storage, access and use, was seen as an important issue for which particular skills 

were required.    

In Australia in the 1970s, there was an exponential growth both in awareness about the crucial 

role of school libraries in education for information literacy, and the funding required to support 

their programs (Nimon, 2004).  The States Grants (Capital Assistance) Act 1971ï72 authorised 

$20 million for capital expenditure on government primary and secondary schools, extended 

in 1973 to non-government schools (House of Representatives, 1971).  The Karmel Report of 

1973 (McLaren, 2014) led to the Australian Schools Commission funding model which, 

importantly, included school libraries and funds for teacher librarianship training amongst its 

targeted grants. Books and Beyond: Guidelines for Library Resource Facilities and Services 

(Australian Schools Commission, 1977) outlined standards for the new school libraries.  

Included alongside details for the library building and its facilities, furniture and resources, 

were references to ñflexible and creative programs of resource usage [to] enhance personal 

educational experienceò (p. 3).  It also detailed staffing requirements, including qualified and 

experienced teacher librarians who were to be regarded as members of the school teaching 

team, and who would assist ñin the development and coordination of learning programs 

integrated with the use of resourcesò (p.5).  The decade of expenditure 1969-1980 resulted in 

about 1,200 new secondary school libraries and 3,500 qualified teacher librarians across 

Australia (Lundin, 1981), although that still fell short of the Australian Schools Commissionôs 

standards.   

Despite this funding for school libraries and teacher librarianship training through the 1970s, 

Clydeôs (1981) review of the history of school libraries in Australian found that the use of the 

facilities, collections and staff proved to be variable.  She reported that in some cases there was 

considerable positive impact on learning, but in others there was not as much as might have 

been anticipated.  This 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 research work across the discipline areas.   

 

2.1.3. 1980s: Approaches to Teaching Information Literacy  

 

Statements by international and national organisations and governments defining information 

literacy began appearing in the decade following its definition in the 1970s, along with models 

and programs to support its teaching.  The concept of cooperative program planning and 

teaching (CPPT) became a common term to describe the teacher librarianôs embedded role in 

integration of ILE. 

In Australia this occurred as part of a move by state and territory education departments 

towards developing the individual student and to implementing resource-based learning in 

curricula.  There was variation in the degree of detail provided.  Some listed skills and the 

activities by which they would be learned (Northern Territory.  Department of Education, 

1984).  Others also referred to the policy, approaches and pedagogies involved.  In Victoria 

that brought an inquiry approach: Teaching Information Skills (Hawkins, 1987) which stated 

that of the various approaches, an ñintegrated approach, where the skills are built into existing 

or planned curriculum areasò (p. 9) was most successful. It specified that the skills should be 

taught in combination with that approach. 

In NSW, Information skills in the school (Dawson & Kallenberger, 1989) followed a similar 

pattern to the Victorian document, adding instruction regarding roles and responsibilities of 

key stakeholders, including executive actions, and specified that the processes should be 

integrated across the curriculum. 

Kirkôs (1987) review of ILE described the combination of learner focus and resource-based 

learning as a promising progression:   

The shift in emphasis from the content of what students learn to the processes of 

learning how to learn depends on the use of information, and its sources é 

Information skills are information-based, rather than library-based. They are not 

specific to one school library, nor to one teacher-librarian's program nor to one 

collection. In addition to their broad scope they also draw on all levels of the 

cognitive processes of knowledge, comprehension, application, analysis, synthesis 

and evaluation as well as on effective processes.  (pp. 5-6) 
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She identified the crucial roles of teacher librarians as collaborative partners and of principals 

to ensure such collaboration occurred.  Her research pointed to the need for teacher professional 

development about information literacy integration and the active roles teacher librarians could 

play.  The review found that well-funded school libraries were crucial to providing quality 

material and support for resource-based learning. The increasing presence of ICTs in education 

was explored in terms of its impact on information literacy understandings, and she noted 

concern about a trend to view the skills associated with ICT use as embracing information 

literacy practice and strategies. 

Australian and New Zealand teacher librarians developed many versions of the information 

process, often describing distinct steps to assist their integration into curricula research tasks, 

seen in Gawithôs (1987, 2002) material. The considerable body of material and knowledge 

developed by practitioners in the field during 1970s and 1980s contributed to Learning for the 

Future by the Curriculum Corporation (Australia), Australian School Library Association 

(ASLA) and the Australian Library and Information Association (ALIA) in 1993.  

The United States National Commission on Excellence in Educationôs (1983) A Nation at Risk 

highlighted the need for 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 taught.  That resulted in Mancall, Aaron and 

Walkerôs (1986) Educating 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 might change their programs 

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

their learning.  

Kuhlthauôs influence in the United States in the 1980s brought an emphasis on the studentôs 

perspective in the constructive process of learning from a variety of sources.  She identified 

distinct steps to be followed in an information research process, accompanied by practical 

activities to guide students at each stage.  Her work (1985, 1987a, 1987b) did much to lead 

thinking about information literacy as a way of learning and 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 the process of 

learning from information. The information research process is a holistic learning 

process encompassing the affective experience of students as well as their intellect. 

Studentsô experience within the process must be clearly understood in order for 
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teachers and media specialists to design library assignments and plan instruction 

that encourage rather than impede learning. 

Her research result resulted in an information search process model, seen in Figure 2.1, which 

presented three domains of studentsô feelings, thoughts and actions to be considered in 

curriculum design requiring students to find and use information in learning tasks. 

 

Stages Task 

Initiation 

Topic 

Selection 

Prefocus 

Exploration 

Focus 

Formulation 

Information 

Collection 

Search 

Closure 

Start Writing 

Feelings uncertainty optimism Confusion/ 

frustration/ 

doubt 

clarity Sense of 

direction/ 

confidence 

relief satisfaction or 

dissatisfaction 

Thoughts  ambiguity       >              specificitity        >         increased interest                   > 

Actions seeking relevant information                >      seeking pertinent information 

 

Figure 2.1.  Kuhlthau Model of the Search Process (Kulthau, 1989) 

By the end of the 1980ôs, the US Presidential Committee on Information Literacy produced the 

Final Report (ALA, 1989a) as mentioned above, and 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 Six of Eisenberg and Berkowitz (1990) gave a formal 

name to the steps or process approaches being used in curriculum research tasks and 

increasingly these included references to the ICTs involved, as seen in Figure 2.2.  

The Big Six Activities Technology 

1. Task Definition Define the problem  

Identify the information needed 

(type, amount, format, etc.) 

E-mail, listervs, newsgroups 

2. Information-

seeking Strategies 

Brainstorm all possible sources.  

Select the best. 

Archie; gopher, Veronica, Jughead, hypermedia, 

WWW, Lynx, Mosaic/Netscape; WAIS 

3. Location and 

Access 

Locate sources.  Find information 

within sources. 

Same as above 

4. Use of 

Information 

Examine information in sources 

(read, hear, view). 

Extract relevant information 

Word processing, download/upload files 

5. Synthesis Organise information from 

multiple sources. 

Present the result 

Word processing, graphics, spreadsheets, desktop 

publishing, hypermedia 

6. Evaluation Judge the result (effectiveness). 

Judge the process (efficiency). 

E-mail, listservs, newsgroups 

 

Figure 2.2.  The Big Six (Eisenberg & Berkowitz, 1995) 
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2.1.4. 1990s: Information Literacy Learning Theory 

 

The information technology expansion in the 1990s brought new challenges and opportunities 

for schools, and school library programs altered to accommodate the increasing complexities 

of information use with ICTs, including changed views about learning with information.  

Models were developed for teaching information literacy.  For the most part, they presented 

information literacy as consisting of information skills to be learned and applied in linear or 

cyclic research tasks. 

In Australia, publication of Learning for the Future (Curriculum Corporation (Australia), 

ASLA & ALIA, 1993) addressed the development of information services in schools.  It 

provided quantitative and qualitative benchmarks for a vision which encapsulated the more 

holistic view of information literacy, where CPPT brought integration of information literacy 

into discipline research tasks for more effective contextual learning.  Toddôs (Todd et al., 1992, 

Todd, 1995) action research project in a secondary school demonstrated the effectiveness of 

using a collaborative approach for ILE integration and his use of collaborative planning and 

teaching (CPT) instead of CPPT to describe this approach became common parlance.   

In Seeking Meaning: A Process Approach to Library and Information Services, Kuhlthau 

(1993a) presented a research-based theoretical framework for a learning process approach to 

library and information services.  It aimed at dealing with the problem of finding a path to 

access and seek meaning in an educational environment often experienced as overloaded with 

information.  She identified a clear role for teacher librarians to assist students 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 a learning process approach in which students undertook ña process of using 

information to construct their own learningò (1995, p. 3).   She saw a close connection between 

information and learning in classroom practices.  There was an emphasis on structuring of tasks 

so that students would come to understand that learning is a process, and to see information 

literacy learning also as a process, taking place within the discipline learning of research tasks.  

Teachers using this approach brought attention to the role of affective, cognitive and physical 

learning as information was accessed and used.   
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Herringôs (1996a; 1996b) PLUS model brought a variation of the information process to UK 

schools and like Kuhlthau, he included the cognitive skills involved in information literacy 

learning. 

By 1995, Haycock was reporting positive correlation in research between the presence of well-

resourced school libraries (resource centres) and studentsô development of information skills.  

He also pointed to the need for well-staffed library teams which could work with teachers to 

integrate information literacy into the curriculum.  A corollary of this was that teachers and 

administrators needed to be aware of the potential of school libraries to enable this team 

teaching, and that the role of the principal was paramount.   

McKenzie (1998) also stressed the need for information literacy to be brought into discipline 

learning and criticised the roll out of information technology in schools across the United States 

in the 1990s without first determining the purpose of its use.  He claimed that information 

literacy provided a design framework for what he described as an ñinformation literate schoolò.  

He developed The Research Cycle model (2000) to integrated technology and information 

literacy skills within discipline research topics, involving seven steps that students worked 

through repeatedly on their research tasks.  

In the US, the ALA Presidential Committeeôs (1989b) Progress Report on Information Literacy 

updated the six main recommendations of the original report, and identified areas that needed 

more work, including the continued need for information literacy advocacy.  American 

Association of School Librarians (AASL) and American Association for Educational 

Communications in Technology (AECT) published Information Power: Guidelines for School 

Library Media Programs (1998b) and Information Power: Building Partnerships for Learning 

(1998a).   They provided clear statements and material to inform and guide ILE in schools, 

placing school libraries as central to the process.   The Committee on Information Technology 

Literacy (1999) published Being Fluent with Information Technology, which identified a need 

for computer fluency to use and adapt to ICT changes, as opposed to the technical competence 

of computer literacy. It reflected the growing awareness of the social impacts of ICTs.  Breivik 

(1998) saw key challenges for tertiary institutions as they adapted to the changing information 

environment and called for greater investment in libraries to enable a resource-based learning 

approach across disciplines.  The Society of College, National and University Libraries 

(Sconul) developed The Seven Pillars of Information Literacy (1999) model to promulgate 
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ideas about how ILE might be further developed in higher education and the ALA published 

Information Literacy Competency Standards for Higher Education (2000).  

In Australia, Langford (1998) identified broad confusion about meanings of information 

literacy and found a range of understandings.  While library staff had one set of views, often 

entirely different views were held by faculty and teachers, information technology staff and 

administrators, who frequently understood information literacy as a simple set of access and 

processing skills.  Like Kuhlthau (1995), Langford (1998) felt that information literacyôs 

increasing combination with educational theory and practice pointed to it being more 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 outcomes in an 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 may 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 information literacy, but it is a sad indictment that it is not an embedded 

practice in our learning institutions.  

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

literacy and the everyday classroom practice é there remains a real need to explore 

how the concept of information literacy becomes the natural or the basic practice 

of teachers. (n.p.) 

Carey (1998) used a problem-solving 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 two decades of the 20th century.  He identified views which saw library skills as being 

about knowledge and skills and the teacherôs role as teaching sets of skills for finding 

information in multiple sources, then manipulating, creating and reporting information in a 

variety of formats.  By comparison, information skills were viewed as being about tactics and 

strategies, with the teacherôs role being to teach library skills in a process where students were 

guided in their solution of information problems.  Carey felt that the models and processes 

being used for ILE at that time were underpinned by a combination of cognitive objectivism 

and cognitive constructivism.  He saw this as appropriate given learning environments which 

required students to demonstrate objective 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 (2009a-2009c) also tracked the way the instructional roles of school libraries and 

school librarians changed over the three decades from the 1970s. He identified three major 

movements in teaching and learning about information use.  The first was a move from teacher-

centred to student-centred learning in the incorporation of the creative learning processes of 

inquiry learning.  The next was a trend from library-focused to information-focused ILE as 

demonstrated by a change to instruction that emphasised information knowledge over just 

library knowledge.  The third trend he identified was from access-measured to evaluation-

measured, seen in changed views about how documentation of student use of information might 

measure growth of student learning. 

The move in ILE from a library to an information focus, and increasing incorporation of 

constructivist, relational and critical ways of thinking about learning can be seen in information 

literacy practice and research highlighted by Bruce (2000) and Bruce, Candy and Klaus (2000).  

Bruce applied constructivist and sociocultural learning theory to understandings about ILE, 

defining information literacy as a way of learning through engaging with information and 

locating ICTôs growing presence in education as part of information literacy learning.  Her 

research sought to discover more about the way information use was experienced to bring 

greater awareness about the relationship between information and learning. From those 

findings she developed a conceptual model, The Seven Faces of Information Literacy (1997).  

This described the views about information use likely to be brought by educators to their 

tertiary teaching, which in turn influenced the way information was used in learning activities 

they designed and therefor the aspects of information use which students experienced.  The 

model also identified the increased presence of ICTs in discipline learning experiences and 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 and approaches to ILE being developed towards 

the end of the 1990s, and recognition of the need to include ICT skills within the realm of ILE.  

 

2.1.5. 21st Century: Information Literacy Curriculum Integration 

 

The new millennium brought even more focus on the changing role of ICTs in 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 governments responded with reassessment of information literacy 
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competencies to cater for 21st century learning.  The revisions produced statements, 

benchmarks and models for ILE which incorporated ICTs for learning.  It often happened, 

however, that ICTs and their associated skills became confused with the broader 

understandings associated with information literacy.  Indeed, many national educational 

standards preferenced ICT skills over information literacy.  Despite that, the ILE practice and 

research agenda continued to evolve.  There was increased interest in ways that educatorsô 

practices might be transformed to enable explicit integration of ILE (and the associated ICT 

skills) into discipline curricula and pedagogies, with attention given also to pre-service teacher 

education.   

At the tertiary level, Informed Learning (2008) 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 educators and students.   It brings attention to the views 

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

curriculum. 

 

2.1.5.1.  Reassessment of 21st century information literacy education 

 

Recognition of the broader social importance of ILE and the school libraryôs role in its 

provision can be seen in The International Federation of Library Associations and Institutions 

(IFLA) and United Nations Educational, Scientific and Cultural Organisation (UNESCO) 

School Library Manifesto (1999) which stated that:  

The school library provides information and ideas that are fundamental to 

functioning successfully in todayôs society, which is increasingly information and 

knowledge based. The school library equips students with lifelong learning skills 

and develops the imagination, enabling them to live as responsible citizens.  

Similarly, The Prague Declaration. Towards an Information Literate Society (2003) defined 

information literacy in terms of the basic principles required to create an information 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 and economic development.   It asked what 

educational processes might produce more advanced information-use strategies so people 

could utilise new opportunities for participation in changing economies to overcome poverty.  
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Their recommendations included promotion of learner-centred education, creating national 

standards and developing a consistent multilevel approach across government and education 

stakeholders. Bruce (2004) also identified new understandings about information use as a 

catalyst for educational change to 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 development of these 

broader understandings of information literacy, and to support CPT to enable their integration 

into school curricula.  The new edition of Learning for the Future (ASLA, ALIA  & Curriculum 

Corporation (Australia), 2001), highlighted ICT skills as an essential 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 indicators for their development, a planning structure, as well as 

an outline of staffing needs and expertise.  ALIA and ASLA (2004) established Standards for 

Professional Excellence by Teacher Librarians. 

The Information Literacy Planning Organiser (ILPO) (Ryan & Capra, 2001), Burgess and 

Melissasôs Making a Difference CD ROM (2002), and Hallôs (2005) Researching Together CD 

ROM were designed by teacher librarians to enable collaborative work with teachers to 

integrate information literacy into the curriculum.  Their statements and definitions were 

mostly presented in terms of the six elements of the information search process described 

earlier in The Big Six (Eisenberg & Berkowitz, 1990, 1995) and in Learning 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 criteria, and in the case of ILPO, in a developmental continuum 

through the years of primary and secondary education.  

This idea of a developmental continuum found expression also in Willison and OôReganôs 

(2005) RSD (Research Skills Development) framework which had the intention of enabling 

integration of ILE into curriculum as a vertical and lateral transition with associated 

pedagogies.  Presented from a teacher practice perspective, it provided a conceptual model of 

information literacy as a lifelong endeavour in which all participants undertook responsibility 

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

researchers.  Its six facets of research operations (like the steps in the information process 



46 

 

model) sit in a matrix with levels of student autonomy describing their progression to become 

independent researchers.   Andretta (2005) also looked at how teachers might incorporate a 

broader understanding of information literacy into their teaching, providing examples of ways 

to integrate ILE into programs of study using two models: SCONULôs Seven Pillars of 

Information Skills and the IL competencies identified by the ALA. 

Taylor (2004) investigated ways that professional development in a primary school might 

engender better awareness about the information and technology expertise of teacher librarians 

and thus improve collaboration for improved student outcomes.  This researcher (Whisken, 

2005) also continued earlier practice-based research to explore ways that teachers might be 

scaffolded to incorporate ILE into their teaching practices, culminating in a series of 

professional development workshops with an external facilitator. 

In New Zealand, Moore (2006) used the constructs of Bruceôs (1997) The Seven Faces of 

Information Literacy as a framework to review national policies, teacher education, curriculum 

integration and assessment related to information literacy and ICTs, and lifelong learning.  She 

identified that while clear ILE policies and curriculum statements were in place, they had not 

been uniformly translated into practice, with teacher education and professional development 

nominated as a key causal factor.  Similarly, Kaplan (2010) found that the positive results of 

US school library impact studies, conducted in the period 1993 to 2005, had produced little 

influence on school decision making about funding and structures to support school library 

programs.   

Many tertiary institutions looked at how teacher education courses might provide 

understandings about how to work collaboratively to integrate ILE into their future practices.  

Shinew and Walter (2003), for example, saw this as having three dimensions: the information 

literate student, the information literate teacher, and the instructional collaborator.  Although 

not expressed in the terminology of the later-developed Informed Learning constructs, in 

common with that approach it identified a need for: 

¶ a clear information literacy framework to be in operation with common terminology 

and understandings; 

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

library;  
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¶ consistent integration and modelling of the framework within and across discipline 

teaching and learning to enable the variational experiences required for relational 

understandings of information use; and 

¶ a reflective relationship between teachers and students as they developed the 

information strategies required for future learning with information.  

Lipuôs (2008) description of pre-service training in ILE integration at University of 

Wollongong demonstrated ways that academic staff collaborated with the education faculty to 

ensure the students experienced a planned, comprehensive approach as part of their own 

learning. This had the intention of modelling practices to students which they might then take 

to their own teaching after graduation.  

Academic librarians recognised that collaborative information use competencies for new ways 

of working required understandings that transcended technological skills (Li, 2007).  They 

developed frameworks to guide integration of information literacy into the curriculum (Bundy, 

2004; Cochrane, 2009; Consortium of National and University Libraries (CONUL), 2004).  

Some, such as Andretta, Pope and Walton (2008), brought focus to the respective perspectives 

of all stakeholders for improved independent learning. 

Information literacy was included as a key competency by AASL in Standards for the 21st-

Century Learner (2006), Learning4Life Plan (2008), Standards for the 21st-Century Learner 

in Action (2009b, 2013) and Guidelines for School Library Media Programs (2009a).  The 

National Forum on Information Literacy (2008) provided key leadership in promoting the 

importance of ILE, highlighting research evidence to influence decision-makers.    

Standards for the 21st-Century Learner (AASL, 2006) addressed the increasing complexity 

required in a definition of information literacy which incorporated changing resources and 

technologies.  It integrated the multiple literacies involved in using ever-larger amounts of 

digital, visual, textual and technological resources as well as the thinking skills involved in 

their critical and ethical use.  It specified crucial skills for learning in social contexts involving 

sharing and learning with others face-to-face as well as via technology.  To achieve this 

learning, it advised that, ñSchool librarians collaborate with others to provide instruction, 

learning strategies, and practice in using the essential learning skills needed in the 21st centuryò 

(p. 3).   

Standards for the 21st-Century Learner in Action (AASL, 2009b) looked at the teaching and 

learning required for students to achieve the learning goals set by each standard, where:  



48 

 

The standards and indicators will serve as guideposts for school librarians and other 

educators in their teaching because these skills and dispositions are most 

effectively taught as 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 highly-qualified school 

librarian, equitable access to up-to-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 these competencies, although there was little suggested to 

guide that process.    

Australian library organisations similarly revised their statements to reflect the changing 

information environment.  Australiaôs key library and information professional bodies, ALIA 

and ASLA developed joint statements to guide information literacy for the 21st century (2009a-

2009c).  They recognised evolving means of information access and use, as well as bringing 

evaluation and reflection to the process.   

Information Skills in the School: Engaging Learners in Constructing Knowledge (NSW.  

Department of Education, 2015) updated the previous Information Skills in the School by 

Dawson & Kallenberger (1989).  It reveals the move from bibliographic and sources 

approaches of library skills teaching in the previous century to the more holistic approach of 

information skills and information process teaching developed during the 1990ôs and in the 

first decade of the 21st century. A framework was provided for explicit teaching and learning 

of information skills across the curriculum in NSW schools along with the teaching of literacy 

and ICT skills.  It directed use of the Departmentôs Quality Teaching Model and its Library 

Policy as part of the process.  Figure 2.3 demonstrates the distinction made between 

information skills and information attitudes in the information process, and Figure 2.4 presents 

the Information Skills Process (ISP) to be followed in NSW schools. The publication also 

detailed the responsibilities and procedures to be followed to ensure that teachers and teacher 

librarians work together to integrate the process, that teachers receive appropriate professional 

development to do so, and resources and facilities are provided to support teachers and learners 

as they develop expert information use skills.  
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Information skills 

Information skills fall into two groups: 

ω ǎƪƛƭƭǎ ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ ƭƻŎŀǘƛƴƎ ƛƴŦƻǊƳŀǘƛƻƴΥ  

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

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

- finding information within sources e.g. using an index, guide words, map key, electronic menu  

ω ǎƪƛƭƭǎ ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀƴŘ ǳǎƛƴƎ information:  

- asking questions  

- selecting, evaluating and, if necessary, discarding information  

- combining information from different sources  

- presenting the most relevant information  

- presenting information according to the audience  

- gauging the success of the presentation.  

Information attitudes and values 

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

ω ǊŜŎƻƎƴƛǎƛƴƎ ǘƘŀǘ ƭŜŀǊƴƛƴƎ ƛǎ ƭƛŦŜƭƻƴƎ  

ω ǾŀƭǳƛƴƎ ŎƻƳǇŜǘŜƴŎȅ ƛƴ ƛƴŦormation skills as an instrument in learning  

ω ǾŀƭǳƛƴƎ ŎǊŜŀǘƛǾŜ ŀƴŘ ŎǊƛǘƛŎŀƭ ǘƘƛƴƪƛƴƎ ƛƴ ǘƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ǇǊƻŎŜǎǎ  

ω ǾŀƭǳƛƴƎ ǘǊǳǘƘ ŀƴŘ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜ ƻŦ ǎŎƘƻƭŀǊǎƘƛǇ  

ω ǊŜŎƻƎƴƛǎƛƴƎ ǘƘŀǘ ƛƴŦƻǊƳŀǘƛƻƴ ƛǎ ƴŜŜŘŜŘ ŦƻǊ ǇŜǊǎƻƴŀƭΣ ŎǳƭǘǳǊŀƭ, recreational and vocational 
purposes  

ω ǊŜŎƻƎƴƛǎƛƴƎ ŀ ǇŜǊǎƻƴŀƭ ƴŜŜŘ ǘƻ ōŜŎƻƳŜ ŎƻƳǇŜǘŜƴǘ ƛƴ ǘƘŜ ƛƴŦƻǊƳŀǘƛƻƴ ǇǊƻŎŜǎǎ ŀƴŘ ǘƻ ŜȄǇŜǊƛƳŜƴǘ 
with new techniques and skills as information technology and social institutions change  

ω ǾŀƭǳƛƴƎ ǇŜǊǎƻƴŀƭ ǇŜǊŦƻǊƳŀƴŎŜ ŀs an information user with a repertoire of skills and developing 
independence.  

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

 

Figure 2.3.  Information Skills and Attitudes. (NSW, Department of Education, 2015, p. 7) 
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Figure 2.4.  The Information Skills Process (ISP).  (NSW, Department of Education, 2015, p. 

8) 

Further distinctions were made to ways that information literacy might be taught and learned 

as part of discipline learning by researchers at QUT, Bruce et al. (2006, 2007), who used 

variation theory and relational understandings about information literacy to develop The Six 

Frames for Information Literacy Education.  Bruce combined this work with her earlier The 

Seven Faces of Information Literacy (1997) to produce Informed learning (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 Learning drew 

attention to the experiences of users of information and 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 information might be used to enhance the 

experience of discipline learning (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 way that ILE 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 school libraries in 
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Australia and the way their roles in ILE were perceived (ALIA, 2010; The Hub: Campaign for 

Quality School Libraries in Australia, 2010).  In Canada, Coishôs (2005) research found a 

similar situation to that being experienced in Australia, concluding: ña common belief is that 

recent technological advances result in less need for librarians in schools, given that more 

information can now be obtained through the Internetò (p. 7).  He pointed out that it was an 

attitude contrary to findings which indicated that principals felt their teachers were unprepared 

for the use of ICTs to enhance student learning and that ñTeacher-librarians often serve as 

resource people in transferring knowledge of ICT and its utility in research, teaching and 

learningò (p. 8).  He reported Gibson and Obergôs (2004) study of educators who felt that ñthe 

Internet was being used mostly to increase access to information é Few respondents reported 

using the collaboration, creation and dissemination capabilities of the Internetò (p. 8). 

Although school curricula increasingly operated in blended learning environments, where 

educators needed to use the capacities of learning management systems to present interactive 

courses (Ministerial Council on Education, Employment, Training and Youth Affairs 

(Australia and New Zealand) (MCEETYA), 2005, 2008)), many failed to utilise the 

affordances of these environments (Bower, 2008).  There remained a tendency for basic fluency 

with ICT to be seen by many as the defining feature of information access and use rather than 

the broader set of competencies required for 21st century learning.  

Shannonôs (2009) survey research found that although the participating school principals gave 

high ratings to a question about competency of teacher librarians to collaborate with teachers 

to integrate information literacy skills into the curriculum, they rarely used the term 

information literacy skills in open-ended responses.  They referred instead to óresearchô and 

ófinding information on the Internetô as important tasks.  

The inadequacies and consequences of this continued skewed view of development of ICT 

skills without the information literacy context were highlighted by Bundy (2003) and Gavin 

(2008).  Additionally, the information and knowledge management expertise of teacher 

librarians were often underutilised in blended learning curriculum design where critical 

information and digital literacies are best embedded (Bell & Shank, 2007).  This is explored 

further in Section 2.2.3.  In Australia, the Digital Education Revolution (Rudd, Smith & 

Conroy, 2007) specified use of ICT for personalised learning as a policy direction, however, 

there was little about information literacy development.  That was despite the earlier advice of 

the key organisations in the field, ASLA, ALIA  and the Curriculum Corporation in their 
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publication of the second edition of Learning for the Future (2001) and associated publications 

to guide its use (Wall, 2004).   

As a teacher and teacher librarian in five secondary schools over three decades, the researcher, 

like Langford (1998) had 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 itself as well as within and across schools 

and school 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 understandings of teacher librarians on the one hand and the 

education department-advised pedagogical constructs for the learning associated with 

information literacy on the other. Information literacy skills were distributed across the VELS 

domains of ICT, communication and personal development (Todd, 2006, 2008) rather than 

identified as a significant cross-curriculum literacy deserving of specific attention and 

reporting.  Manning (2006) found support for an inquiry approach in the VELS philosophy, 

with the skills of information literacy distributed across 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.  Unfortunately, information literacy as a 

distinct literacy had little reference and thus was not brought to studentsô attention as a trans-

disciplinary literacy, nor were the associated pedagogies addressed. 

Bruce and her colleagues at QUT conducted extensive research to bring focus to educatorsô 

and studentsô experiences of information.  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 strategies (Bruce et al., 2006; Partridge, Edwards, Baker 

& McAllister, 2008).  Bruceôs (1997) earlier The Seven Faces of Information Literacy had 

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

at the margins or periphery of the information-use experience.  The óFacesô represented 

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 

information literacy and learning often makes ñan assumption about peoplesô experience that 

may not be appropriate. é [and] starting with the digital may not be the best way to understand 

peoplesô information literacy experience.ò (2014, p. 17).   
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Informed Learning provided clarity about information literacy and 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 was used to make it 

easier for educators to incorporate 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 and ICTs might enhance that learning whilst 

also building 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 both within 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 to discussion of the 

findingsô significance for practice and implications for future research.  Its inclusion here 

continues the literature reviewôs structure of using an historical context to present the evolution 

of understandings about ILE.  

By 2010 the information literacy research agenda had broadened to accommodate ways that 

consistency 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 use might be 

transformed to create new learning activities for students in which they might experience and 

develop their own repertoires of 21st century information strategies. There was also further 

research into the different forms information might take in different contexts, and into the 

nature of the information use experience itself (Bruce, 2011, 2014; Bruce, Davis, Hughes, 

Partridge & Stoodley, 2014;  Bruce, Hughes, & Somerville, 2012; Lloyd, 2010a).   

Todd (2010) noted that there were still differing views about 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 knowledge creation, some still viewed it as a set of 

mostly information-seeking competencies. Todd distinguished three challenges ahead for ILE.   
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The first was development of more research-based models for ILE such as Kuhlthauôs (1989) 

Information Search Process which had provided a diagnostic tool to enable understanding of 

the way the information 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 knowledge-based standards 

which in turn required giving attention to the complex cognitive processes underpinning 

knowledge construction.  In this was recognition of the fact that different disciplines have 

different structures of knowledge and ways of arriving at that knowledge, and as such their 

approaches to the way information is used for learning also differs.  This was earlier determined 

by Bruceôs (1997, 2008) research.  Todd said that the AASL Standards 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, responsibilities and self-assessment strategies required to inquire, think critically and 

gain knowledge to apply to new situations, and 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 for institutions to review their mission statements and 

policy documents to ensure alignment of instructional practices for information literacy to 

overcome areas of contradiction and bring about greater cohesion of approaches and practices.  

This supported the 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 on Information Literacy (2011).  It saw the need to update its earlier 

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 

a generic ócoreô model for Higher Education, to which a series of ólensesô, representing 

different groups of learners, might be applied.  Similarly, there were moves to incorporate and 

specify various literacies alongside information literacy, seen in the grouping of information 

literacy and media literacy, such as UNESCOôS Media and Information Literacy Curriculum 

for Teachers (Wilson, Grizzle, Tuazon, Akyempong, & Cheung, 2011) and increasing 

references to digital literacies (AASL, 2006; Bell & Shank, 2007; Gavin, 2008; Mifsud, 2006).    



55 

 

Guided Inquiry (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 learning.   Part of Guided Inquiry is development 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 Learning which emphasises the design of curriculum 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 transfer and 

application in the ever-evolving 21st 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 learning to 

be information literate: experiencing 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 brought into the meta-analysis 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 under-researched area:   

Despite a substantial growth in both research and professional literature 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 library media, studies of information literacy 

teaching, information literacy models, and studentsô attitudes to information 

literacy appear to have assumed that students will transfer information literacy 

practices. Evidence of transfer or lack of transfer in schools is largely anecdotal, 

and there is 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, implies that students engage in a range of 

information-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 retrieval or information evaluation) 

mechanically, and 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 teachers becoming reflective practitioners (Schon, 1983) as they bring 

awareness to the way they use information in design of discipline learning and how it impacts 
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on studentsô experiences of those learning activities. Additionally, Informed Learningôs 

constructs provide for ways that students themselves might become reflective practitioners, 

transferring their wise and relational understanding of information use to new learning 

situations.   

Many descriptions of information literacy increasingly saw it, like Herring (2011a) as a 

reflective practice rather than a set of skills (Lloyd 2007, 2010a, 2010b) and that distinctions 

could be made between the idea of information practice by educators and that by students as 

part of their learning.  The continuing research by Bruce and her colleagues has focused 

increasingly on reflective expert information use as a practice by both educators and students, 

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

Bruce (2014) distinguished two alternative orientations in the development of the information 

literacy agenda since the earlier statements.  

The first of the following two directions aims to shape others, while the second 

aims to understand and enhance othersô experiences: 

¶ Educating or training people so that they conform to professional norms 

embedded in established systems and processes; or 

¶ Deepening our understanding of people, so that peoplesô experiences of 

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 interpretations of information literacy that recognize the transformative and 

emancipatory potential of using information to learn.  Such approaches are not 

focused on information or technology skills, but rather consider peopleôs 

information and learning experiences; interpreting these from the perspective of 

ordinary people using information as part of their everyday lives. (pp. 13-14) 

This second direction references understanding information literacy as an experience applying 

to fields beyond the realm of education and the associated research taking place in broader 

fields (Bruce, 2014; Bruce, Davis, et al., 2014; Bruce, Demasson, Hughes, Lupton, Sayyad 

Abdi, Maybee, Somerville, & Mirijamdotter, 2017).   

Those two directions represent the key drivers of the study presented in this thesis.  The 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.  Consisting primarily of definitions and optimal statements of 

competencies and skills and the processes required to achieve their attainment, their history is 

canvased above (Sections 2.1.1 - 2.1.4) to provide a background to the development of this 
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study.  Even in 2014, Luptonôs review of the current Australian Curriculum indicated that there 

was still no clear set of statements and descriptions about the information skills involved in 

inquiry learning, further compounded by inconsistent application of critical information use 

learning within discipline standards. 

Bruceôs second direction described an evolving attitudinal change which provided a way 

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 of the theory involved in 

this evolution.  Section 2.2.3 presents the information literacy 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 Themes for Information Literacy Integration  

 

As demonstrated in literature covered in Section 2.1, from early in the previous century 

information professionals sought the integration of information literacy into discipline 

learning, with many standards, models and pedagogies suggested.  This section draws out 

literature related to three key elements in the history of ILE which have emerged to support 

such a process.  The first is the theme of calls for collaborative planning and teaching by 

information professionals and educators.  The second theme involves research for development 

of information literacy learning theory which would align more easily with educational 

directions.  The third element of relevance for this study is Informed Learning, which brings 

together the two other themes to provide a bridge between theory and the collaborative practice 

sought to incorporate information-use expertise into discipline learning.    

 

2.2.1. Information Literacy Education Collaboration 

 

A major theme in research and statements about ILE in schools is the need for cohesive 

approaches by those responsible for its implementation so that information literacy learning 

can be experienced as a practice consisting of commonly understood strategies.   Collaboration 

by teachers and teacher librarians has been found to be the best way to achieve that integration 

into the context of discipline learning.  This section looks at research about the key stakeholders 
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involved in ensuring such collaboration takes place and the strategies developed for 

collaborative integration of cohesive approaches to ILE into curriculum learning.   

 

2.2.1.1.  Key stakeholders in collaboration for information literacy integration 

 

Although lobbying in the 1970ôs produced increased funding for school library facilities and 

staff training across Australia, the impacts were not as great as intended.  Lack of collaboration 

between library and teaching staff was identified as one of the reasons for that.  Research 

showed that teacher perceptions had not changed sufficiently to allow them to see the 

collaborative teaching and learning opportunities presented by the new or expanded library 

services (Clyde, 1981).   

Increasingly, research showed that collaboration between library and teaching staff was a key 

factor in the integration of ILE into subject curricula in such a way that students experienced 

cohesive approaches to its teaching and learning.   Haycockôs (1995, 1997) review of research 

revealed that while there was a positive relationship between the presence of school libraries 

and studentsô research outcomes, there was need for improved promotion of CPT if integration 

of ILE was to become a whole school practice.  In the US, identification of the crucial role of 

collaboration resulted in publication of Information Power: Guidelines for School Library 

Media Programs (AASL & AECT, 1998b), and the accompanying Information Power: 

Building Partnerships for Learning (AASL & AECT, 1998a) which produced a strong body 

of material to inform and guide implementation of the programs with a focus on the 

collaborative element.  The importance of structures to ensure collaboration between teachers 

and teacher librarians was emphasised in the IFLA/UNESCO School Library Manifesto (1999) 

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

In Australia, ILE collaboration amongst educators and information professionals has been a 

repeating theme in national and state school library association websites, journals and 

conferences.  Prominent amongst conference presenters has been Todd (2000, 2006, 2008, 

2014), whose material emphasised expanded ownership of ILE by teachers as a tool to aid 

moves towards a holistic view of stakeholder responsibility for integration of critical literacy 

learning, and information literacy inclusion in VELS.  He promoted use of the models of guided 

inquiry and Vygotskyôs (Hedegaard, 2005) zones of proximal development (ZPD) seen in the 

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

& Archibald 2009, 2010) similarly pointed to a need for teacher and teacher librarian 

collaboration to structure research tasks in such a way that information literacy becomes a 

learning experience with limited opportunities for cheating.  Loertscher (2006, 2008) provided 

overviews of literature from the 1980ôs onwards which had promoted collaboration between 

teachers and teacher librarians.  Gibson-Langford (2007, 2008) explored notions and 

characteristics of collaboration and learning to call for partnerships between teacher librarians 

and teachers to develop a knowledge-oriented culture.  Hay and Foley (2009) outlined effective 

library programs and information literacy development which included the importance of 

collaboration. 

School library associations in Australia (ASLA & ALIA , 2009a-2009c) have been active in 

developing statements to promote and guide the collaboration which leads to successful 

integration of ILE.  Similarly, in the U.S, AASL developed Learning4Life (2008), a national 

plan for implementation of Standards for the 21st-Century Learner (2006) and Empowering 

Learners: Guidelines for School Library Media Programs (2009a).  It aimed to create a 

committed group of stakeholders with a shared voice and understanding for the collaboration 

seen as integral to those programs.   

Perceptions of key stakeholders has been identified by researchers as playing an important role 

in bringing about the culture and structures in schools which encourage and enable ILE 

collaboration between teacher librarians and teachers.  Haycockôs (1995, 1997) research found 

the relationship between the principal and Head of Library as especially influential.  Horton 

(2007) and Catts (2008) identified the degree of key stakeholder engagement as important 

elements in the success of information literacy integration.  Positive perceptions about the 

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

by Hay and Foley, (2009), Henri, Hay, and Oberg (2002a, 2002b), Lance, Rodney, and Russell 

(2007) and Todd et al. (2011) as major factors in gaining support and funding for library 

programs, including collaboration.  Shannonôs (2009) review of research found that despite the 

demonstrated positive outcomes for students of collaborative integration of ILE, and the way 

proactive principal leadership enabled flourishing library programs which enabled such 

collaboration, administrators generally saw little value in creating such a culture.  This was 

supported by Kaplanôs (2010) research which indicated that the documented benefits of well-

resourced library programs seemed not to have reached decision-makers.   
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Hay (2010) documented the changing and conflicting perceptions of school libraries and their 

programs, noting significant differences between perceptions of students, teachers and library 

staff.  Those libraries seen to be relevant to learning tended to be those which were adapting 

quickly to changes in the learning environment.  This way of operating ensured that library 

expertise and service was of a type valued by teachers and students such that it was integrated 

into classroom learning and sought independently by students.   The influence of perceptions 

was further affirmed by a Gold Coast study of school library impact on learning outcomes 

(Hughes, Leigh, Osborne, Fraser, Kahl, & Reynolds, 2013) which showed that views held by 

school principals were a significant factor in the degree of impact achieved. 

The IFLA stressed the importance of the relationships between key-stakeholders in 2015, 

stating that for an 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 classroom teachers, 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 

teachers to design instruction based on those resources, the improvements 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 elements in bringing about the culture and structures required for collaborative 

integration of ILE into curriculum learning across the school.  Professional development to 

change understandings about ILE and to develop collaborative and collegial relationships for 

its integration is explored in Section 2.3.  

 

2.2.1.2. Strategies for collaborative integration of information literacy  

 

Research about integration of ILE into discipline learning by collaborative partnerships 

between teacher librarians and teachers at P-12 schools, or between library staff and 

educators at tertiary levels, has brought changes in understanding about information 

literacy, new ways and terminology to describe it and development of a range of strategies 

to achieve it.  Of relevance for this study are reports about ways teaching and library staff 

might work together to co-construct common understandings about ILE such that students 
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might experience contextual development of cohesive approaches to information practices 

and strategies as part of their discipline learning. 

Haycockôs (1995) review of research in school librarianship had revealed that:    

The development of student competence is most effective when integrated with 

classroom instruction through cooperative program planning and team teaching by 

two equal partners - the classroom teacher and the teacher-librarian - yet 

communication is often lacking. (p.1) 

He found that researchers recommended improvement in training of both teachers and teacher 

librarians so that they might work better with each other to do the cooperative work required 

for integration of ILE.  This echoed the increasing realisation throughout the 1980ôs and 1990ôs 

that ILE required understanding of the learning that is involved in the development of expert 

information use practices, and incorporation of pedagogies to achieve that 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 1998, Langford identified the gap between 

information literacy theory and everyday classroom practice and called for greater research 

about ways to bridge it.  

As explained by Carey (1998), strategies to achieve information literacy integration in the K-

12 area tended to see information literacy as a process rather than a tick-box of skills.  They 

included promotion in schools of models such as those described above in Section 2.2.1, 

including Kuhlthauôs (1989, 1993a, 1993b, 1995) Information Search Process, Eisenbergôs 

and Berkowitzôs (1990) Big6, Herringôs (1996a) Plus model and McKenzieôs (1999) Research 

Cycle, just to name a few.   All provided ancillary processes and guidance to assist integration 

of information literacy strategies into curriculum design where they would be learned in the 

context of discipline learning across each year level as students progressed through their 

education. While collaboration between teachers and teacher librarians was the model sought, 

in practice it tended to be limited to collaborative teaching of research tasks. 

Shayneôs (2002) review of collaboration between teachers and teacher librarians through the 

previous decades identified key features to its structure: shared vision and goals and a climate 

of trust and respect in which each partner fulfils a carefully defined role.  The teacherôs role 

was to bring specialist knowledge about the studentsô learning capabilities and the content to 

be taught.  The teacher librarianôs role was to bring specialist understanding of information 

skills, and to work with the teacher to integrate them into resource-based units.  As a process, 



62 

 

it required comprehensive planning, shared leadership, resources, risk and control.  Along with 

Haycockôs (2003) research, Shayneôs work showed that reported results of test scores indicated 

that the 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 to produce more positive relationships between the partners.  

Lonsdaleôs (2003) analysis of studies about the impact of school libraries in Australia from the 

1990ôs onwards found amongst the factors contributing to positive outcomes for students were 

those schools with collaborative relationships between classroom teachers and teacher 

librarians.  This was especially so in relation to planning of instructional units, resource 

collection development and the provision of professional development for teachers.  Where 

this collaboration resulted in integration of ILE into the curriculum there was improvement in 

studentsô mastery of both content and information seeking skills.   

The Information Literacy Planning Organiser (ILPO) (Ryan & Capra, 2001) was influential in 

providing a support mechanism for collaborative ILE by teachers and teacher librarians.  

Burgess and Melissasôs (2002) Making a Difference CD ROM gave teacher librarians access 

to electronic scaffolds to use in their work with teachers.  Reality Bytes by La Marca and 

Manning (2004) provided instructive views of the information literacy situation, including 

collaboration as a key theme.  Hallôs (2005) Researching Together CD ROM (2005) gave a 

powerful collaborative integrative framework and scaffolding resource.   The researcher had 

herself used these models in work with many library and teacher teams to develop and describe 

a developmental continuum of information literacy skills and processes which included ICTs.  

These sat as descriptive outcomes statements for easy integration into criterion-referenced 

rubrics for assessment task feedback.     

Research by Montiel-Overall (2005) sought a theoretical understanding and definition of the 

collaboration by teachers and teacher librarians considered essential to support teachers and 

students as they operated in educational environments of increasing complexity.  She pointed 

out that although such collaboration was identified as necessary for student development of 

high-level inquiry skills, there was little data about how and where it was being done.  Four 

models were developed to represent the levels on which this collaboration might operate: 

coordination, operation/partnerships, integrated instruction, and integrated curriculum. It was 

proposed that their use in research might provide the data to inform choices by stakeholders to 

ensure the most effective collaboration was taking place.   
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The Guided Inquiry (Kuhlthau et al., 2007) model, which was developed from Kuhlthauôs 

(1991) original information search process, sought to create collaborative expert teams which 

would use a variety of strategies to guide students through six stages of inquiry which were 

integrated into curriculum learning.  Herring (2011a, 2011b) recommended that there be 

increased professional development to bring about such collaborative and reflective practices 

to enable teachers to help students develop improved information use expertise.  

Research to investigate methodologies that teachers and teacher librarians might use to 

overcome the gap between information literacy theory and practice was taken up by Visser in 

2007 and Gibson-Langford in 2009.  Both showed the effectiveness of teachers and teacher 

librarians together undertaking collaborative action research to incorporate ILE into student 

learning and teacher practice. Gibson-Langford (2009) made a distinction between cooperative 

planning and collaboration, where: ñCollaboration should not be dismissed as something that 

happens as an outcome of working togetherò, pointing out that it was a particular working 

relationship which has a ñdeep intellectual and emotional edgeò (p. 2), in which innovative 

thinking produces change.  She emphasised the importance of the quality of the relationship in 

collaboration, as it provides the practice environment in which implicit tacit knowledge is made 

explicit, and where new knowledge is reflectively created.    

Like Avalos (2011), Gibson-Langfordôs (2009) study identified the wish by teachers to talk 

and communicate at a deeper level than cooperative planning, 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 and for feedback and reflection 

to occur. ñRelationships centre on people - the one commonality across any interpretation of 

collaboration, and relationships need to be nurtured. Time, a valuable asset in the teaching 

world, is needed for such nurturingò (p. 2).  But teachers tend to operate as sole practitioners 

in classrooms, so ñIronically, teachers learn best in a social context, yet have limited 

opportunities to learn togetherò (p. 2).   

This resonates with Deweyôs (1916) idea of having teachers engaged in their own learning 

journey as they teach, bringing a deep and academic reflection to the context of their immediate 

practice situations.  Macateer (2013) points to the difficulty of achieving this in the óbusy-nessô 

of the rituals and routines of schools, where their practice can be seen: 

as sources of 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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é without such a questioning approach, our engagement with concepts and 

processes can remain at a relatively superficial level. (p. 8) 

As presented in Section 2.2.3, Informed Learning, especially when used with PAR, can bring 

a structure of theory, time and processes for ILE professional development of teachers, in 

which they can reflexively explore new theories and how they might be integrated into teaching 

practice.  It can overcome concerns about limited opportunities for the collaboration required 

for K-12 teachers to learn in a collegial fashion.  Informed Learning has the advantage of 

addressing both teacher practice and student learning experiences in the contexts of school 

curriculum studies.   

Many at the university level have promoted faculty/library dialogue and consultation as a way 

to bring about the collaboration which leads to embedded information literacy in university 

courses.  Hine, Gollin, Ozols, Hill and Scoufis (2002) took a multifaceted approach to ILE 

integration into scaffolded academic tasks, collaborating with a universityôs academic teaching 

staff, professional developers, academic learning skills advisors and librarians.  Prucha, Stout 

and Jurkowitz (2005) reported the success of an information literacy team approach in learning 

outcomes for ESL (English as a Second Language) students, while Andrews and Patil (2007) 

found embedded information literacy skill development effective for first year engineering 

students.  Kraemer, Lombardo and Lepkowski (2007) worked with faculty to trial varieties of 

information literacy instruction and in a call for óblended librarianshipô Bell and Shank (2007) 

encouraged academic librarians 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 is taken by librarians to 

use Web 2.0 capacities to engage educators in use of online resources for enhanced discipline 

learning.  Gavin (2008) proposed a concept-based approach in which librarians would work 

collaboratively with faculty to guide students through intellectual stages of building 

knowledge.  Gilbert and Gilbert (2010) investigated ways to assess the information literacy 

strategies integrated into discipline learning units.   

To create better understandings upon which to build collaborative approaches to ILE, Lupton 

(2008) used a phenomenographic approach in her PhD to investigate the ways that academics 

view and approach information literacy.  This idea of seeking to understand the stakeholder 

view of information use had been introduced by Bruce in her PhD studies about academicsô 

information experiences which produced The Seven Faces of Information Literacy (1997).  

Consideration of the collaborative 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 (2006) who examined 

teachersô experiences of teaching information literacy and linked it to developing theories 

of information behaviour. Luptonôs (2008) work revealed that academics varied as to whether 

they viewed information literacy skills as separate from, or related to, disciplinary studies.   

Attitudes about whose responsibility it was to teach information literacy ranged from seeing it 

as outside the discipline area and therefore not part of the teaching, to being intrinsic to 

discipline teaching.  She posited the idea of GeST windows of information literacy learning - 

Generic, Situated or Transformational - as a model for creating understanding and bringing 

about changed views for incorporation of information literacy as part of discipline learning. In 

the Generic view, models of information literacy comprise the what of learning, but not the 

how - that is, the content and outcome.  Such models list what information skills are to be 

learned and how they will be demonstrated.  Seen through the Situated window, information 

literacy uses the generic skills but they are socially situated and their use and meaning is 

determined by the context of their use.  Information literacy is a process taught within the 

practices of a discipline or particular community and adds the how to the what of learning   ï 

as is seen in the standards and process models of information literacy. The Transformative 

window uses both the Generic skills and the Situated context learning and queries the way 

society uses information, with a view to transformation and improvement.   Lupton proposed 

that all three windows should be present in curriculum learning experiences, and that the GeST 

windows provided a framework to use for examining existing curricula and designing new  

curricula.   

Another direction at the tertiary level was to examine library-faculty collaboration within 

existing course design to reach agreed assessment outcomes.  In Collaborative Information 

Literacy Assessments: Strategies for Evaluating Teaching and Learning, Mackey and 

Jacobson (2010) brought together research where attention was given to outcomes of 

integration of information literacy across tertiary levels by faculty-librarian teams, with the 

focus on how the success of such integration might be measured.  Eight innovative models 

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 integration of ILE by collaborative teams 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 (2013) explored ways that beginning students at Massey University (New Zealand) 

might develop more sophisticated information strategies for improved discipline learning 

outcomes throughout their studies.  Her use of the transformative processes of Informed 

Learning and PAR enabled academic and library staff to incorporate learning about information 

use as part of their discipline teaching and learning.  She nominated collaborative and collegial 

conversations as key implications for future research about integrating information strategies 

into curriculum design for improved learning outcomes. The relevance of Feekeryôs work for 

this study is discussed further in Section 2.3.  

The Association of College and Research Libraries (ACRL, 2011) has developed a cohesive 

holistic and process approach to ILE, in which information is seen as having a value and 

its authority is viewed as constructed and contextual; research is seen as inquiry, and 

searching is seen as strategic exploration; scholarship is seen as conversation, and 

information creation is described as a process.  These process definitions, when clearly 

owned and understood across an organisation, are designed to make it easier for teams of 

discipline curriculum designers and information professionals to build 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 research.  Different and productive 

directions are being followed.  Of particular relevance to this study are those involving 

phenomenographic and sociocultural constructivist approaches (Bruce, 2014; Gunton, 

Bruce, & Davis, 2014; Gunton, Bruce, & Stoodley, 2012) and those using action research to 

enable continuous, contextual and reflective construction of common understandings by 

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

Of special note is research such as that by Ireland, Watters, Browlee and Lupton (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 curriculum design.  Dhiem and Lupton (2014) also used a 

phenomenographic approach to examine tertiary studentsô experiences of the learning 

involved in ILE experiences.  It was proposed that, equipped with information about the 

variation of the learning that occurred in such experiences, collaborative teams of librarians 

and academics might better tailor discipline teaching to incorporate activities which 

provided for the differences revealed in the study. Zhakarov and Maybee (2018) used 
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Informed Learning to enable students to develop perceptions and awareness about library 

programs which might assist their online learning.  

Universities offering teacher education courses have also implemented models of integrated 

information literacy and collegial consultation in curriculum design in an effort to enable 

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 

Klebansky and Fraserôs (2013) conceptual model of information literacy integration for 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 information literacy capabilities across entire teacher education course 

structures, thereby facilitating teacher education students to graduate as critical 

thinkers, problem solvers, informed decision makers and independent, self-directed 

lifelong learners. As education professionals, these graduates have the potential of 

developing these capabilities in the children they teach. (p. 103, abstract) 

Teacher education to bring more holistic approaches to ILE in teacher practice was addressed 

by the Association of College and Research Libraries (ACRL), which produced Information 

Literacy Standards for Teacher Education (2011) to prepare students in teaching courses for 

curriculum design and teaching which incorporated information literacy.  It stated that:  

Teachers play a key role in providing students with diverse opportunities to learn 

how to use information wisely. Those preparing to become pre-kindergarten to 

twelfth grade (PK-12) teachers require a comprehensive understanding of 

information literacy to guide their own knowledge creation activities that will 

ultimately affect their future students. (p.1) 

The standards presented the fuller understanding of curriculum integration and clear 

benchmarks for performance indicators and outcomes similar to practices sought in this present 

study.  Its main purpose was to: 

¶ Guide teacher education faculty and instruction librarians in developing 

information literacy instruction for teacher education students.  

¶ Enable the evaluation and assessment of such instruction and curricula 

through benchmarking outcomes. (p.1) 

Additional aims of these standards were to outline information literacy knowledge and skills 

expected of teacher education students in their studies and pre-service teaching, and to guide 

them in consideration of ways they might integrate information literacy into their future 

teaching practices. Of note was the requirement that teachers bring explicit attention to the 
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purposes, modes, processes and impacts involved in the information being used, and of the 

need for educators and librarians to work collaboratively.   

Reflective collaborative teamwork by K-12 educator teams to bring about information literacy 

learning can be seen in evolving applications of pedagogies such as inquiry learning, which 

seeks to incorporate information literacy within a broader inquiry model used in discipline 

curriculum design rather than as a discrete concept.  Its active learning orientation encourages 

students to discover answers for themselves through engagement in new experiences designed 

by teachers.   Lupton (2014) describes inquiry learning as a pedagogy with three main 

elements: questioning frameworks, information literacy and the research cycle. Students 

ask a range of different questions throughout the inquiry process, reflecting the main 

purposes of generating focus questions, evaluating information and data, and evaluation of 

the process itself. 

There remain frustrations about take-up of both the inquiry learning model and the concepts 

of information literacy learning within it.  For example, Lupton (2014) examined the new 

Australian Curriculum to discover how well the inquiry learning elements of questioning 

frameworks and information literacy were covered.  She found that, as in the past, there 

continued to be a lack of consistency and cohesion in their incorporation into discipline 

learning.  Her research juxtaposed the inquiry skills strands in scope and sequence 

statements of science, history, geography, economics and business, and civics and 

citizenship with the general capabilities of critical and creative thinking and ICT.   

Analysis of the similarities and differences between subject areas, general 

capabilities and year levels é revealed a number of misaligned skills and some 

significant omissions. These findings raise questions concerning the aspects of the 

inquiry process that are regarded as generic, that is, applicable across disciplines, 

versus those aspects that are discipline-specific (particular disciplinary information 

practices). (p. 11) 

Of concern was lack of consistency across the frameworks regarding discipline approaches to 

evaluation of information and acknowledgement of sources, discussed further in Chapter Six, 

Section 6.2.  

 IFLA guidelines (2015) recommended that whatever approach was taken to the teaching of 

information strategies, the model selected should have sound theoretical 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 developmental continuum. It 

recommended the process approach of inquiry learning 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 the process of a search for information as well as the product 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 as the cognitive domains. (p.43) 

The importance of educating the educators to bring about greater ownership and collaboration 

in media and information literacy (MIL) education was addressed by Bruce when prefacing 

Media and Information Literacy in Higher Education (2017).  She states that: 

Overall, powerful educational 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 and workplace 

context.  We continue to need to understand that colleagues working together do 

not always share the same view of teaching, learning, or indeed of information 

literacy.  As a consequence, they do not always share the same understanding of 

desired learning outcomes or assessment processes.  Overcoming these challenges 

is always critical in moving forward in any learning design process.  (p. xv) 

In her career as a teacher librarian, the author of this thesis constantly sought strategies for 

collaborative professional development to bring about changes in teacher practice of ILE.  That 

shaped design of the ILARC project which had to be done as part of the busy daily practice of 

teaching while employing a structure for formal research and reflection.  Action research 

projects such as Visserôs (2007) showed particular promise because it demonstrated 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 theory (Marton & 

Booth, 1997) and relational views of learning (Bruce et al.,  2006, 2007) seen in Informed 

Learning. 

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

intent and its application, it provides a structure for dialogue with teachers in the ózoneô of their 

discipline expertise and in secondary schools that tends to be the area where teacher focus still 

lies.  By meeting a teacher within this ózoneô it was hypothesised that Langfordôs (1998) ógap 

between theory and practice of information literacyô might be closed, so that teachers and 

teacher librarians in communities of practice might collaboratively construct common 

understandings about ILE for application in the contextual locale of their discipline practices.  

The fuller detail of this search for a professional development process which might enable 

teachers to apply Informed Learning is explored in 2.2.3 below. 
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2.2.2. Information Literacy Learning Theories 

 

Learning and phenomenographic theory has been brought into ILE research to produce theory 

and pedagogies better matched to evolving educational curricula.  It has provided common 

understandings to underpin the collaborative work required for integration of information 

literacy into subject curriculum teaching and learning.  As presented above in Section 2.1 in 

the context of their development over time, earlier definitions and statements about information 

literacy and their associated pedagogies described a set of behavioural skills or steps, which 

limited its broader interpretation and application.  That evolved over the decades to incorporate 

learning theory and development of an information literacy research agenda.  Education about 

information literacy and its attainment became a more cognitive process, and constructivist 

theories provided increased ownership and reflection for learners.  Sociocultural learning 

theory brought awareness of the role of social context in construction of knowledge, and a more 

holistic view came about with use of phenomenographic perspectives to develop relational 

models for information literacy practice.   

The matter of how individuals construct knowledge is an obvious focus for educators, and how 

information is used in the process is of relevance as information content, forms, access, and 

uses changes and expands exponentially.  Learning theories related to the development of 

information literacy cover behaviourism, cognitivism, constructivism and sociocultural 

learning. Each is covered briefly below. 

 

2.2.2.1. Behaviourist learning theory 

 

Behaviourist learning theory has a focus on objectively observable behaviours in a sequence 

of carefully planned steps (Woollard, 2010), where learning is defined as acquisition of new 

behaviours (Pritchard, 2008). Information literacy from such a perspective would see it as the 

skills associated with óinformation seekingô and óselectingô common to most research tasks.  

As explored in 2.1, such learning activities were usually undertaken in a library with library 

staff undertaking a support role as they worked with teachers.  In its earlier form it was seen in 

the traditional library skills classes, and then as information skills.  Bruce described this 

óinformation skillsô approach as ñthe building blocks that make information literacy possible, 

in the same way that the ability to read and write makes literate practice possibleò (2008, p. 6).  
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In its various forms this set of skills also usually involves defining the key information needed 

to satisfy an assessment taskôs requirements, determining the best sources for that information, 

critically selecting the most relevant information, then synthesising those notes into the format 

required.  When Lupton (2004) explored the ways students experience using information to 

learn, the information seeking involved in research tasks which followed this style was 

experienced by students as linear learning, where they see themselves as firstly acquiring 

information then later learning from it (Bruce, 2008, p. 63).  The history of ILE (Section 2.1) 

shows that even many methods which contained a process approach to teaching information 

literacy tended towards seeing it via a behaviourist model.  This reflects the tendency by 

educators to mostly view information literacy as a set of library or research skills taught by 

library staff rather than incorporated into the curricula of subject content, with resultant failure 

to provide the structure and team approach required for its contextual and relational learning 

across the curriculum. 

 

2.2.2.2. Cognitive learning theory 

 

From the perspective 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 approach, information literacy involves acquiring or 

reorganising cognitive structures to process and store information.   Introduced increasingly in 

the 1980ôs and 1990ôs, as seen in Sections 2.1 and 2.2.1.2 (above), ILE which takes a problem-

based or inquiry approach tends to fall into this view, emphasising:  

thinking about information and using information within a problem-solving 

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 developed through inquiry within the teaching of thinking and 

problem solving (IFLA, 2015, p. 38) 

Lupton (2004) reported that students whose research tasks are structured in this way tend to 

have a cyclic information use experience.  Students develop knowledge in 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. Constructivist learning theory 

 

Constructivist learning theory brings to ILE a philosophy of learning based on the premise that 

we construct our own understanding of the world we live in by reflecting on our experiences 

of information use, making sense of that world by generating our own rules and mental models 

about information and the knowledge created about and by its use (Phillips, 1994; 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.  This can be seen in Luptonôs (2004) finding that some students 

experience information use and learning as concurrent, inseparable activities.  Such students 

do not distinguish between the actions of finding information and using it in their discipline 

learning activities ï they happen simultaneously. The educator bringing this perspective of 

information literacy to students would incorporate information use as part of discipline 

learning, encouraging reflection about the different approaches and aspects of using 

information to learn discipline content, as we see in Informed Learning (Bruce, 2008, p.64).  

  

2.2.2.4. Sociocultural learning theory 

 

Sociocultural learning theorists such as Vygotsky (Hedegaard, 2005) see learning constructed 

by the individual with reference to the social and cultural context within which it takes place. 

With reference to information literacy, Wang (2007) explained:  

According to sociocultural learning theories, a collaborative learning activity is 

critical in teaching. A well-designed learning activity will engage and motivate 

students in learning and develop their critical thinking and lifelong learning skills. 

Sociocultural learning theories provide us with excellent models for developing 

collaborative learning activities that enable students to actively engage in the 

learning process, help teachers and librarians create an information literacy 

community-of-learners where students interact with each other, and help teachers 

and librarians understand ZPD so to help students reach their full potential 

developmental level (p. 156).  

Relational learning theory has a sociocultural basis.  A teacher bringing such a perspective to 

ILE would incorporate a social dimension into the learning experience, such as interaction in 

groups to provide for co-construction of meaning and bring in discipline and information 

experts so that students can be helped to take their understandings and skills to new levels.  
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2.2.2.5. Theoretical platforms for broader exploration of information literacy 

understandings 

 

There has been a determined effort by researchers to build a theoretical platform for the 

exploration of information literacy understandings to enable its application in broader fields 

and to enable its adaptation to encompass the rapid expansion of information technology and 

its ubiquitous impact on peopleôs information experiences.  Increasingly, theories focus on the 

different ways people interact with information, the influences on those experiences, and the 

ways people in different social situations use information to 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 being brought to information literacy as it could impact on both educative and 

research processes.  They explored three theories which they saw as representing alternatives 

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

perspective and Foucauldian discourse analysis.    

The phenomenographic approach was explained as involving recognition of peopleôs ways of 

experiencing information and viewed learning as constructing meaning in variation of 

experiences rather than as knowledge being transferred from teacher to student.  Information 

literacy from this perspective involves consideration of variation in factors such subject 

content, discipline and professional practice and the patterns that arise in the way these are 

experienced.  They described a strong link between information use and learning in 

phenomenographic theories about information literacy, referring to Bruceôs (2008) Informed 

Learning approach as being typical of such a view.  

The sociocultural perspective was presented as seeing learning as a relationship between 

individuals and various forms of collective practices, and of seeing the tools of information use 

as closely integrated with those social practices.  Such relational learning theory brings to ILE 

a perspective of developing critical and reflective awareness about information use and its tools 

and their social context. Informed Learning also incorporates such a perspective, using the Six 

Frames construct (Bruce et al., 2006) to provide a set of curriculum design approaches to 

accommodate the different relationships educators bring to their practices.   
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Discourse analytical approaches were described as having been used to explore understandings 

of information and literacy practices from a broader historical and sociological perspective, 

where all ñthree theoretical approaches conceive of information literacy not as a stand-alone 

discipline or specialty, but as a field of research where theoretical understandings of 

information, learning and knowledge are fundamentalò (p. 95).  

Budd and 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 possible directions.  The first was 

metacognition about information literacy, wherein students would learn to bring awareness to 

information need, evaluation of the information sourced to meet the need, and attentive 

integration of new information into their existing knowledge base.  The second direction was 

information literacy as a practice, involving explicit attention to the epistemology and ontology 

of information literacy such that it is approached as a cycle of teaching and learning by both 

teacher and student.  Teaching from such a view would involve bringing constant reflective 

attention to the enablers and constraints of the cultural, social, communication and knowledge 

architecture dimensions involved in knowledge creation in a site, such as might be achieved 

via praxis.    

The third direction involved a sociocultural perspective, which brought several theories into a 

broad grouping in which literacies were seen as situated practices.  In relation to information 

literacy such a view would bring students to query the 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 fourth possibility saw information literacy as individualised, in the sense that it exists as 

one of several literacies that enable an individual to operate successfully across many domains.  

In the case of information literacy, as in earlier statements, it would mean students are able to 

engage the skills required for critical use of information to build new knowledge.  However, it 

moved from the older understandings of those statements in the sense that it was defined as a 

boundary literacy, i.e., that literacy which enables an individual to cross the boundary of the 

way information is known and presented in one culture or format to the way it is known and 

presented in another.  Free from constructs which would limit information literacy to specific 

information formats (books, journals, databases, multi-media, 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 praxis view of information literacy has been referred to also as an essential reflective practice 

for librarians (Doherty, 2005) and in the context of the practices of information professionals 

in tertiary (Jacobs, 2008) and public libraries (Hall, 2010). Jacobs proposed a critical practice 

of librarianship ï a theoretically informed praxis ï and looked at ways that might be engendered 

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

For the study presented in this thesis, Informed Learning provided an approach which offered 

a synthesis of theories suited to application of ILE in teacher practice to bridge the gap between 

the two.  From phenomenography it brought attention to the real-world contexts and 

experiences of teachers and students.  It provided variational processes (Marton & Booth, 1997) 

of constructivist and socio-cultural learning and its transformational direction addressed the 

action intention of a praxis approach.  Section 2.2.3 provides finer detail about Informed 

Learning, while Section 2.3 presents literature related to finding a professional development 

process suited to bringing the ideas of Informed Learning to teachers in such a way that they 

might reflectively apply them to their own practices. 

 

2.2.3. Informed Learning 

 

This section presents the third trend identified in research seeking effective ways to integrate 

ILE teaching into discipline learning.  It takes a more holistic and transformative approach, 

drawing together ideas about collaboration between information professionals and educators 

and the development of information literacy learning theories to support that process.  This 

includes the work which has led to Informed Learning.  A holistic view of the links between 

learning and information is defined by Informed Learning as using information to learn and 

information literacy as experiencing different ways of using information to learn. While it 

recognises developmental skills and processes outlined in the more traditional views of ILE, it 

takes them into learning theory which brings information and discipline learning together as 

interrelated phenomena (Bruce, 2008). It demonstrates a powerful integration of information 

expertise into the daily practice and learning environments of teachers and students.  
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 Informed Learningôs problematised approach to ILE asks ñWhat might happen when we pay 

attention to the way information can be used to enhance discipline learning?ò (Bruce, 2008, p. 

viii).   The ideas of information literacy are taken into the contexts of the practitioners, providing 

an overarching understanding, language and structure for teams of information and educational 

professionals to have conversations about their respective experiences of using information for 

learning in their disciplines.  From there they can take action to design curriculum which 

incorporates and brings attention to the many different ways that information can be used for 

learning and the practices that lead to expert information use within and across disciplines.   

The background to Informed Learning lies in the phenomenological research by Bruce in the 

1990ôs, which sought a different approach to overcoming the problems of integration of 

information literacy practices 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 categories are developed to describe them.  Her research examined the different ways 

academics experienced information use in their disciplines.  She proposed that there are three 

core elements in the phenomenon of learning with information and developed a series of seven 

óFacesô to represent the most common ways these elements are combined in such learning-

with-information experiences: The Seven Faces of Information Literacy (1997). 

Each Face contains three elements: information, discipline content and ICTs.  The elements 

are variously sited at the focus of attention, at the margin or on the periphery depending on 

which aspect of learning-with-information is taking place.  The name given to each Face helps 

understand where each element is sited in each experience.  The Faces are respectively: the 

Information Awareness and Communications Experience (First Face); the Sourcing 

Information Experience (Second Face); the Information Process Experience (Third Face); the 

Information Control Experience (Fourth Face); the Knowledge Construction Experience (Fifth 

Face; the Knowledge Extension Experience (Sixth Face); and the Wisdom Experience (Seventh 

Face).  For example, the First Face, the Information Awareness and Communications 

Experience, represents an aspect of the experience of using information in which the focus is 

on how we can use  ICTs collaboratively with others to gain awareness of relevant information, 

and on the margins are ways we might successfully share and scan and select information in 

that social form for better learning. A simple version of the Seven Faces used as a construct in 

Informed Learning is presented in Figure 2.5 below, with greater detail in Appendix A.  
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Figure 2.5.  The Seven Faces of Informed Learning 

Following on from the work associated with The Seven Faces of Information Literacy (1997) 

Bruce and her colleagues at Queensland University of Technology (QUT) used variation and 

relational learning theories to produce strategies for faculty and information professionals to 

design curriculum which developed student experiences of using information for learning 

(Bruce et al., 2006).  Variation learning theory (Marton & Booth, 1997) sees learning as a 

change in awareness or understanding about some aspect of the world as a result of 

experiencing it in different contexts.  Applied in phenomenographic research about information 

use, it provides for the exploration of variation in peopleôs experiences of their information 

worlds.  Such a relational understanding of their varying perspectives can then be applied to 

ILE, and professional development about ILE, enabling a user-focus rather than the more usual 

scholarly approaches of traditional ILE research.   

Bruce and her colleagues looked at research which showed a clear relationship between ways 

in which university teachers saw teaching and learning and their approaches to teaching 

graduate capacities, of which information literacy is one. Accordingly, they developed a óSix 

Framesô conceptual model to accommodate the variation in ways educators approach ILE and 

to encourage reflection and analysis about the implicit and explicit theoretical influences on 

ILE practice (Bruce, Edwards, & Lupton, 2007).  Each of the Six Frames provides a specific 
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view of information literacy, information, curriculum focus, learning and teaching, content, 

and assessment.  They are: Content (First Frame), Competency (Second Frame), Learn to Learn 

(Third Frame), Personal Relevance (Fourth Frame), Social Impact (Fifth Frame) and Relational 

(Sixth Frame). A simple representation of the way these Six Frames are used as constructs in 

Informed Learning to provide for different approaches to curriculum design is shown in Figure 

2.6 below, with greater explanation in Appendix B.  

 

Figure 2.6. Six Frames for Informed Learning 

Gibson-Langford (2007, 2008) had looked at teacher practice and asked, ñWhat is to be learned 

from the way teachers build knowledge?ò  Bruce (2008) looked at both teacher practice and 

student experience, asking, ñWhat learning is taking place as discipline information is accessed, 

managed, synthesized and new knowledge created?ò and ñHow can we design and teach 

curricula so that the use of subject content information is a learning experience in itself, so that 

subject content and information expertise are learned at the same time?ò  

Lupton (2008) also investigated the different ways of experiencing the relationship between 

information use and learning, which revealed three patterns, each more powerful, explained 

within the context of information literacy learning theories (as per Section 2.2.2).  In sequential 

learning, people follow a linear pattern as they identify useful information then learn from it. 

In cyclic learning, people operate in repeating cycles of identifying and using information and 

learning from it then progress to another cycle of finding, using and learning.  In simultaneous 

learning, information use and learning happen at the same time - shown to be most 
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transformative approach. The implications of this are clear for an approach such as Informed 

Learning, in which attentive information use occurs at the same time as discipline learning ï 

is, in fact, part of the discipline learning 

These two conceptual constructs, the Seven Faces and Six Frames together form the structure 

of Informed Learning.  It can be used by teams to develop common understandings about 

information use for learning and incorporate them into their discipline curriculum design so 

that students can learn about information practices as they learn discipline content. The learning 

is contextual and by variation across the curriculum, students experience the many different 

relational aspects of its use.   

Bruce (2008) uses the term Informed Learning to emphasize an orientation towards using 

information to learn instead of information literacy (2008) which traditionally limits 

information use to attainment of progressively more sophisticated skillsets.  It also marks a 

move away from the confusion often surrounding that latter term - sometimes used 

interchangeably with the narrower óinformation skillsô or óinformation processô or the even 

more narrow óinformation and communications technologiesô (ICT) skills, as defined in 

Sections 2.2.1 and 2.2.2 respectively.  She establishes clear distinctions, with those most 

relevant to this research summarised here: 

¶ Informed Learning is using information to learn; 

¶ Information is anything we experience as informing; 

¶ Learning is coming to experience the world in new ways; 

¶ Information literacy is the experience of different ways of using 

information to learn; 

¶ Information skills are the building blocks that make information literacy 

possible in the same way that the ability to read and write makes literate 

practice possible;  

¶ Information practices are the processes and contexts within which 

information is used; and 

¶ ICTôs or information and communication technology refers to the systems 

or infrastructure that enable different forms of information use.  

Bruce and her colleagues developed concepts of ILE which provide for its inclusion in 

discipline education as part of the epistemology and ontology of expert practice in the 

discipline.  They proposed that just as there is a difference between science and science 
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education, history and history education, there is a difference between information literacy and 

ILE.  ILE is ñenabling students to work with different ways of using information to learn; the 

educational framework that makes it possible for students to experience information literacy in 

new waysò (Bruce, 2008, p. 184). 

Informed Learning emphasises that it is important to understand the experiences of participants 

in the process of using information to learn.  As 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 information practices 

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 content as they work with information.  Students should be 

learning about something (discipline content) as they engage in learning to use 

information; coming to see both the content and the information use in more 

powerful ways (pp. 12-13).  

The Six Frames for Informed Learning construct provides six Frames, each representing an 

approach to curriculum design which builds discipline information mastery.  The construct of 

The Seven Faces of Informed Learning presents seven different ways to bring reflective 

attention to information strategies and ICT uses that enhance discipline learning.  Informed 

Learning combines the Six Frames and Seven Faces constructs as a way to design curriculum 

to provide discipline learning experiences for students in which they become aware of different 

Frames or approaches to information use, and in which they encounter certain Faces of 

information and ICT uses as part of the learning experiences across the curriculum.  If teachers 

can design curriculum to provide variation of experiences of these different Frames and Faces 

of information use in their subjects across the curriculum, the students will learn them as part 

of their transferable strategies to apply in future learning contexts.  

Informed Learning: 

envisages that learners in social, workplace and academic contexts will experience 

different information concepts and practices, thereby learning about and learning 

with information. Through a reflective process, they explicitly turn their attention 

towards their learning about those practices, and so become able to transfer their 

learning to new contexts. Rather than focussing on separate information skills, 

informed learning aims to promote critical and strategic approaches to solving 

complex problems in differing contexts. Informed learning is therefore integral to 

the learning process, rather than simply proposing an additional set of information 

skills to be mastered. (Bruce & Hughes, 2010) 
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Its foundation in phenomenography brings a focus on the information experience which is 

finding application in many areas within and beyond education (Andretta, 2012; Bruce, 2017; 

Bruce, Demasson, et al., 2017; Bruce, Somerville, Stoodley, & Partridge 2014; Wang, Bruce, 

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

Within the field of education, Informed Learning has brought about many transformations in 

organisational practices, particularly in bringing teams of tertiary educators to undertake major 

changes in programs.  In her doctoral work, Hughes (2011, 2013) explored the potential of 

Informed Learning to deliver better results for her international students, and later worked with 

Bruce to embed Informed Learning into units of study at QUT (Hughes & Bruce, 2012a, 

2012b).  From this they developed an update of Informed Learning, with twelve characteristics 

to both describe its nature and to provide a framework for its implementation in different 

educational contexts.  Informed Learning is seen as:  

¶ expansive in that it seeks to expand studentsô awareness, experiences and 

repertoire of different ways of using information to learn  

¶ grounded in that it is founded on academic and professional practices; engages 

students in information practices which reflect the disciplinary or professional 

experience relevant in their field, usually tasks/engagements that bring together 

the learning of discipline content and information experience  

¶ active in that it underpins collaborative and independent learning, problem-

solving, evidence-based practice, research and innovation  

¶ reflective in that it enables learners to draw on their intuition and previous 

experiences and extend their understanding/awareness through reflection  

¶ 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  

¶ eclectic in that it engages students with information in diverse forms of 

information, sources and media  

¶ contextualised in that it develops studentsô familiarity with information 

pertinent to particular disciplines and contexts (formal and informal)  

¶ inclusive in that it promotes social and cultural awareness, community 

engagement and shared learning among diverse student populations  

¶ balanced in that it promotes a holistic approach to using information to learn, 

that emphasises the development of a critical, ethical, reflective and creative 

approach to information use rather than discrete digital competencies  

¶ socially responsible in that it promotes ethical and wise information use, that 

respects the information rights, safety and privacy of all information users, and 

enables informed decision-making and activity  

¶ collaborative in that it is a shared responsibility of educators, researchers and 

practitioners in particular disciplines, information and ICT professionals, 

industry and the community  
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¶ transformative in that it can bring about change in ways learners understand 

themselves, their discipline and their professional practice; consequently, it can 

bring about personal and social development (Hughes & Bruce, 2012b, p.256) 

Maybee (2014) applied Informed Learning ideas to a first-year university unit to examine 

whether studentsô experiences matched those intended.  His finding about the emergence of 

different ways of experiencing the lesson confirmed the theories of variation by Marton and 

Booth (1997) which underpin Informed Learning and also research by Andretta (2012) which 

reported a higher level of sophistication in learning about information use when it is done 

through a variational context of discipline learning. 

This researcher saw opportunities for future research in the ideas identified above about the 

transformational possibilities of using Informed Learning to take ILE theories into the different 

practice contexts of discipline learning. She identified Informed Learning as suited to 

application in a secondary school to explore ways to bridge the gap between information 

literacy theory and practice. The search for a professional development process to utilise in 

application of that approach by the case groups of teachers in the ILARC project is explored in 

Section 2.3. 

 

2.3. Informed Learning and PAR for Transformation of Teacher 

Information Literacy Education Practices 

 

The challenges associated with bringing about the collaborative processes required to bridge 

the gap between ILE theory and practice are covered above in 2.2.2.  As explained in 2.2.3, the 

researcher found in Informed Learning a theory and set of professional development learning 

materials which offered a path to bridging that gap.  That in turn gave rise to the question of 

what process of professional development might be used to enable teachers to gain 

understanding about Informed Learning ideas and constructs for application to their practices.  

This section expands the material and understandings developed in Sections 2.2.2 and 2.2.3 

and explains the process by which PAR was chosen as the methodology for professional 

development about Informed Learning.  Chapter Three discusses the choice of PAR within the 

broader presentation about the projectôs methodology. 

Both Informed Learning and PAR contain the structures by which group understandings about 

theory might be developed, applied and transferred into transformative action ï in this case, 
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teacher practice of ILE. Of importance to this study was literature which explored the processes 

in teacher professional development which lead to successful transformation of practice.  

Transfer of learning into ongoing reflective practice in communities of practice emerged as a 

key element in successful professional development of and by teachers.    

This section presents the results of that investigation of theories of learning relevant to teacher 

professional development.   It also explores reports of methodologies shown to be successful 

in transformation of teacher practice, particularly any with proven success in ILE. There are 

three themes within the research field of professional development for teachers which align 

most closely to the focus of this study. They are: the role of transfer in learning and the way it 

can be used by teachers to transform practices; the power of social construction of meaning by 

groups of collegial peers and its relevance for teacher professional development; and the ways 

that a praxis model of professional development implicitly calls for groups to put theory into 

reflective and ongoing action.  Crucially, this section presents and discusses literature 

underpinning three specific focus areas of the study: PAR for professional development in 

education, Informed Learning to bridge the gap between theory and practice of ILE, and finally, 

the combination of the two, Informed Learning PAR. 

2.3.1. Transfer and Transformation of Practice 

This section presents literature which explores understandings about transfer in learning.  It 

then focuses on literature related to elements existing in professional development processes 

which bring about transfer of new knowledge about teaching and learning into ongoing 

reflective practice by teachers.  Lastly, it looks at where that has been applied to professional 

development to bring about a transformation of teacher practice of ILE. 

Perkins and Salomon (1992) defined transfer of learning as occurring when:  

learning in one context enhances (positive transfer) or undermines (negative 

transfer) a related performance in another context. Transfer includes near transfer 

(to closely related contexts and performances) and far transfer (to rather different 

contexts and performances). Transfer is crucial to education, which generally 

aspires to impact on contexts quite different from the context of learning. Research 

on transfer argues that very often transfer does not occur, especially ófarô transfer 

(p. 2)   

They explained that two rather different mechanisms are involved in transfer:  

Reflexive or low road transfer involves the triggering of well-practiced routines by 

stimulus conditions similar to those in the learning context. Mindful or high road 

transfer involves deliberate effortful abstraction and 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 Day (2012) looked at factors crucial to transfer of learning to new situations, 

explaining that learning without transfer of what has been learned is almost always 

unproductive and inefficient, and that measuring learning outcomes in terms of speed and 

retention of knowledge overlooks the more important component involved in the 

generalisability and applicability of acquired knowledge.  A review of articles collected to 

address this issue showed three themes: ñ(a) the importance of the perspective/stance of the 

learner for achieving robust transfer, (b) the neglected role of motivation in determining 

transfer, and (c) the existence of specific, validated techniques for teaching with an eye toward 

facilitating studentsô transfer of their learning.ò (p. 149).   

John Dewey (1903, 1916) saw the need for teachers to be equipped with the academic learning 

appropriate for teaching as a profession, which ensured they had the skills for ongoing learning 

and reflection about their practice.  His idea of teachers themselves as learners and students of 

learning is that pursued by teacher professional development which seeks ongoing transfer of 

new knowledge about disciplines and pedagogy into creation of new learning experiences for 

students (Troen & Boles, 2008).  It would imply that introduction of ideas without the ongoing 

reflective application of them does not produce the desired changes in teaching practice.    

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

of transfer in professional development of and by teachers.  He said that ñto teach is not to 

transfer knowledge but to create the possibilities for the production or construction of 

knowledgeò (p.30).  He proposed a new pedagogy in which students, teachers and the 

community jointly construct knowledge, its power activated when it is implemented in action 

within communities of common understandings and practice ï as communities of praxis. 

Macateer (2013) explained reflexive practice in terms of distinguishing between the 

Aristotelian concepts of poesis, praxis and phronesis.   She described the difference between 

poesis and praxis as being that whereas poesis has emphasis on a product or result, praxis is 

seen as a ódoingô not necessarily involving a product: its defining feature is the process of 

deliberating on the situation, of interpreting in context.  Further, that it is a process which 

involves a moral context, quoting Carr (2006), ñthe end of praxis is not to make or produce 

some object or artefact, but progressively to realise the idea of the ógoodô constitutive of a 

morally worthwhile form of human lifeò (p.42). She referred to MacIntyreôs (1981) contention 
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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 be asked is: ñWhat conditions bring about this crucial critically 

reflective process by teachers in which there is both transfer and creation of new learning 

opportunities for students to themselves produce and construct knowledge?ò 

Garet, Porter, Desimone, Birman and Yoon (2001) reported common elements which emerged 

from a national U.S. sample of teachers which asked what makes professional development 

effective in terms of having positive impacts on teachersô knowledge and skills and changed 

practice. In terms of content, they were: (a) focus on content knowledge; (b) opportunities for 

active learning; and (c) coherence with other learning activities.  Structural features which 

affected teacher learning were: (a) the form of the activity ï for example, a study 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 and Yoon (2009) of analysis of teacher professional development studies for the 

U.S. Department of Education in terms of their effectiveness in producing improved student 

outcomes. Firstly, workshops were found to be useful only when they were part of long-term 

professional development and gave teachers opportunities to reflexively adapt new practices to 

their own classroom situations. Use of outside expertise was shown to be effective but only 

when it was brought into the context of the school with someone to facilitate implementation 

of the new ideas over a period of time. Time was a crucial factor, with 30 or more hours of 

contact and action required for transfer of ideas into new practice, but ñthat time must be well 

organized, carefully structured, purposefully directed, and focused on content or pedagogy or 

bothò (p. 497).  Presentation of external and theoretical óbest practiceô pedagogies and content 

were not effective unless the project enabled teachers to adapt and transfer recommended 

practices to their own specific content, processes, and context. Finally, the studies all showed 

that best results were achieved when the professional development ñcentered directly on 

enhancing teachersô content knowledge and their pedagogic content knowledge é[where] é 

activities were designed to help teachers better understand both what they teach and how 

students acquire specific content knowledge and skill.ò (p. 497). 
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These elements are important in consideration of ways to bring about improved collaboration 

between teacher librarians and teachers for CPT.  Effective professional development to bring 

about such collaboration was explored by Haycock (1995) in his review of research about 

factors contributing to positive outcomes from school library programs.  It showed that 

professional development programs which occur over time are most likely to bring success in 

achieving the changes required.  Those most effective in achieving staff development 

recognised that change is both gradual and difficult and they provided time for demonstrable 

results, using strategies which delivered both short and long-term benefits.  While brief 

presentations were useful for purposes of staff awareness and decision-making, longer 

programs were required for changed practice to occur.  These longer programs included 

presentation of theory, modelling the change required, opportunities to practice and provide 

feedback, along with structures that provided technical assistance, coaching and/or peer 

support.  Collegiality in groups was identified as being particularly successful. 

Montiel-Overall and Grimes (2013) undertook a longitudinal study to integrate information 

literacy into primary curriculum units and identified the need for significant professional 

development to equip teachers and teacher librarians with skills for the collaboration required. 

They incorporated expert instruction and guidance over time to assist identification of the 

discipline content and skills to be developed, the information literacy strategies to be 

incorporated, and the pedagogies to be used.   Additionally, high-end collaboration strategies 

needed to be learned.  McKeever, Bates and Reilly (2017) reviewed research about teacher 

preparedness for the collaboration required, and found similar reports, and their further 

research discovered that teachers largely lacked the self-efficacy for working with library staff 

for improved information literacy practices and outcomes.   

The idea of a reflective educational community co-constructing new understandings and 

reflectively applying them in their practices, with a common purpose of achieving improved 

student learning, resonates with the identification of cohesion and collaboration as crucial 

elements for successful ILE in Section 2.2.1 above.  It locates it within the understandings of 

educational praxis and helps identify the field within which this study sits.    

2.3.2. Social Construction of Meaning in the óDoingô of Praxis 

This section builds on coverage of literature exploring understandings about transfer presented 

in 2.3.1.  It presents ideas about how working in collegial groups contributes to development 

of the common understandings important 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 particularly to teacher professional development, and especially to development where 

changes in ILE practices are sought. 

John Deweyôs (1916) philosophy of learning, which sees meaning constructed within social 

exchanges, where learning is reflective application of knowledge in experiences of 

communication with others, is frequently referred to in professional development for teachers 

which stresses the involvement of the teacher-as-researcher in a community of practice.   

He contended that humans are social beings, and our learning from birth is done via highly 

honed reflective communication with the many elements of the learning experience.  In other 

words, we learn in constant reference of our understandings to those of others in our social 

group.  Dewey described the skill of deliberate and constant attention to and querying of those 

many elements as requiring sustained effort but that the fruit of such rigour was the 

development of a specific way of learning: a will to undertake reflection while in action.  The 

idea of reflection-in-action by teachers was developed by Schon (1983) as a defining feature 

of óthe reflective practitionerô, in which professionals undertake continuous learning and 

problem-solving throughout their careers. There is a distinction between reflection in action 

and reflection on action.  In reflection-in-action: 

The practitioner allows himself to experience surprise, puzzlement, or confusion in 

a situation which he finds uncertain or unique. He reflects on the phenomenon 

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 

understanding of the phenomenon and a change in the situation (p. 68) 

Reflection on action occurs 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, Cochran-Smith and Lytle (1999) made distinctions between teachersô óknowledge-

for-practiceô, óknowledge-in-practiceô and óknowledge-of-practiceô where: 

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

own classrooms and schools as sites for intentional investigation at the same time 

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

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

local knowledge of practice by working within the contexts of inquiry communities 

to theorize and construct their work and to connect it to larger social, cultural, and 

political issues (p.250) 
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Hedegaard, (2005) saw Vygotskyôs work as bringing the role of social learning to educational 

understandings, establishing the idea of a ózone of proximal developmentô (ZPD) which 

focused on that area of learning which occurs in a social space to take the learner from one 

level of development to the next potential level.  This gave rise to ideas about communal 

construction of knowledge which are applicable to teacher professional development.  

For McAteer (2013), these ideas of learning in social dialogue and of reflection-in-action with 

the intention of ódoing goodô point to the importance of action research as a methodology which 

provides a framework for intellectual rigour as well as for conversational rather than 

operational action.  It brings systemic structure to the daily reflection which is a normal part of 

most teachersô operations, and provides a sustained process by which teachers can deliberately 

plan their research actions, 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.  It requires of its participants that they not only undertake ñcritical reflection on practice 

and theory-practice conversation, but also it designates ongoing and evolving action as part of 

the processò (p. 12). She positioned action research as sitting in the third of Habermasôs 

tripartite typology of knowledge, which she describes as being ñempirical and analytical; 

hermeneutic (interpretive or explanatory) and historical; and critical knowledgeò (p. 13).  

Macateer explains that this is important because in establishing critical knowledge as a valid 

category, ñHabermas paved the way for those researchers and theorists who felt that other 

paradigms did not fully address the need to either critique ideology, nor effectively deal with 

the practice-based knowledge incorporated in the day to day lives of peopleò (p. 13). Fitting 

action research into the critical knowledge category provides for its:  

inextricable practice-theory relationship and its acknowledged location of the 

researcher and the context right at 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 a moral as well as an epistemological dimension to the research.  In 

its most simple form, it has its roots in the question óHow can I improve my 

practice?  (p. 13)  

Kemmis and McTaggart (1988) and others (Kemmis, Wilkinson, Hardy, & Edwards-Groves, 

2010; Macpherson, Arcodia, German, Shepherd, & Trost, 1998) have applied these ideas of 

action research to education.  They sought to establish social groups who might own the 

resolution of their own problems as they reflectively co-constructed knowledge to improve 

practice.  Use of action research is explored further in Chapter Three.  Kemmis suggested that 

PAR in education can be used as a means of action-oriented professional development, 
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improving curricula and problem solving in a variety of work situations. PAR is a form of 

action 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 and carry out actions, report the results, then in the light of 

reflection about those results, they determine another round of action.  This continues through 

several action cycles, with the group co-constructing new understandings as they progress. 

Carr and Kemmis (1986) proposed that communities 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 to transfer of learning into ongoing reflective 

practice.  It brings to teacher communities a process for development of shared purpose and 

understandings, whereby they are united in and by the purpose and process of the learning and 

application of theory in 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 review of PAR in teacher professional development 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 Incheon Declaration and Framework for Action, which specified 

quality teaching as central to the achievement of global 2030 education targets.  Morales 

identified pre-service and ongoing teacher training as crucial to the quality required.  Within 

that, the reflective practices and andragogy common 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 ideas of communities of praxis also recognise 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 Freebody (2013) point to the 

critical role played by teachers as the interface between the larger systems and the educational 

experiences of students, where:   

Educators, educational authorities and policymakers have become increasingly 

convinced of the importance of the teacherôs role in educational research, 

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 teachers and learners é From this recognition emerged the idea of 

óthe teacher- researcherô (pp. 121-122) 
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A review of a decade of articles about teacher professional development by Avalos (2011) 

noted the move away from traditional in-service teacher training models to situations of 

teachers as researchers, where co-learning can become a powerful way of bringing about 

change.  She concluded that although there was no indication of what factors produced long 

term changes of practice, ñit was clear from the successful experiences narrated, that prolonged 

interventions are more effective than shorter ones, and that combinations of tools for learning 

and reflective experiences serve the purpose in a better way.ò (p. 17) 

The review noted that teacher learning and development is a complex process involving many 

different elements and influenced by many factors external to the teachers and their practices, 

as identified by the likes of Senge (2000) and Kemmis and his colleagues (2010).  It concluded 

that teacher co-learning emerged as a particularly strong theme, and that of the various ways 

such co-learning might be facilitated, formal collaboration and joint projects are most effective. 

Avalos (2011) pointed to the nature of teaching as being a mostly solitary activity, but that 

teachers naturally talk to each other, and effective professional development takes place when 

that talk can take on an educational purpose in a co-learning structure where observation and 

feedback occur.  Of significance also was mediation brought about by external researchers 

working with teachers as co-researchers to bring expertise in the theory and application of 

formal research. 

The use of PAR to enable teacher co-learning over a period of time can be seen in successful 

educator professional development conducted by Tynan, Stewart, Adlington and Littledyke 

(2008).  Their 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 changes in teaching and learning practices. Through PAR it became ña 

matter of academic staff leading their own conceptual change through engagement of the 

methodology and support from other stakeholders who can support changeò (p. 164). 

Design thinking applied in education and research-based teaching also involves the processes 

of reflection-for-action, reflection-in-action and reflection-about-action seen in teacher 

professional development which uses action research as a way to achieve ongoing, reflective 

change in practice.  Anderson and Shattuckôs (2012) review of applying the ideas of Research 

Based Design included action research projects involving a partnership of external researchers 

and teachers, with the researcher bringing the research expertise and the teachers bringing the 

contextual knowledge and 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 practice (Kemmis et al., 2010; Lloyd, 2010a, 2014).  These are based on Schatzkiôs 

(2005) concept of site ontologies, referencing the ways of operating which exist in social 

contexts which are themselves part of broader systems. This view suggests they are useful for 

examining the dynamics involved in ongoing transformation of practice, as distinct from 

changed but static outcomes.  

The distinction between ótransformationô as opposed to óchanged but staticô is an important one 

for this study and resonates with Macateerôs (2013) distinction between the product orientation 

of poesis and the ongoing reflective ódoingô of praxis.   It brings together the ideas of transfer, 

transformation and praxis as ongoing reflective communities of practice.  Such a concept is 

relevant for this study which explored ways Informed Learning PAR could be used to transform 

teacher practice.  It can be represented as an epistemic ontology of information practice, 

suggested by Budd and Lloyd (2014), where the epistemic object (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 review.  Groome (1998) referred to an epistemic 

ontology in the context of Christian Religious Education teachersô communities of practice 

which involved a continuous reflective co-construction of understandings about what it means 

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

are enacted both in their lived actions as 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 factors, including practice architectures, have been explored by Kemmis and 

colleagues (Edwards-Groves & Kemmis, 2016) in the Pedagogy, Education and Praxis 

Research, an international investigation which employs PAR as a central methodology.  Such 

influences might be explicit directives from the larger organisations 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 of thinking and 

operating which they implement within their practices without realising the impact, for good 

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

This resonates with Informed Learningôs focus on the implicit views and experiences of 

information literacy and information use which secondary teachers, as discipline experts, bring 



92 

 

into their teaching practice. Informed Learning sits well within the field of successful 

transformative practitioner research and application in communities of practice in that it 

provides a ready 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 theories about social construction of learning as well as from 

research about the individuality of each personôs views and experiences of the phenomenon of 

information use; and recognition that information use experiences can vary across time and 

context, with many different combinations of information-use 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 operate.  Informed 

Learning aims to develop awareness of the 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, what has influenced their development, 

and how their own 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 that their students might bring to discipline learning and 

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

 

2.3.3. Combining PAR and Informed Learning for Transformation of ILE Practices 

 

Action research projects such as those by Visser (2007) and Gibson-Langford (2009) provided 

relevant professional development models to inform the design of the ILARC project which 

provided the research setting for this study.  The collaborative teamwork in those projects 

delivered improved understandings and practices of information literacy.  This present study 

sought a way to extend such collaborative models so that teachers themselves might take on 

ILE as part of their own discipline teaching practices for delivery of student learning 

experiences which enabled development of both discipline and information use expertise.  

Several researchers have shown that this can be achieved by combining Informed Learning and 

PAR.  Most notable for this study is the work reported by Hughes (2015) and Feekery (2013).  

Both showed that Informed Learning and PAR can be successfully combined to deliver the 

ongoing reflective changes in practice sought.  These changes involve enabling educators to be 

ever-attentive to and querying about: how the views brought to use of information for learning 
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can be influenced by prior experience; how the design of learning activities which incorporate 

use of information to learn needs to change according to learning purpose; and how student 

attention needs to be drawn to the different aspects of information use in play in different 

learning experiences.    

Feekeryôs (2013) doctoral research, for example, showed that using Informed Learning and 

PAR to embed information literacy development into a four-year university course proved to 

be an effective strategy in supporting studentsô development of essential academic 

competencies. Informed Learning relocated the focus from library to classroom and PAR 

ñallowed a dual focus on both action (to support staff to change pedagogy) and research (to 

understand the process of change).ò (p. 11).  The problem to be resolved by the research was 

studentsô low research and writing skills, and it was proposed that PAR and Informed 

Learningôs holistic views would enable educators to move from previous approaches of 

information search and retrieval skills and product-based assessment. By embedding Informed 

Learningôs holistic view, it was intended to bring about learner-centred, process experiences 

which stressed reflective approaches to information use as part of discipline learning.  Feekery 

found that while the interventions proved successful in supporting learning, ñthe research 

revealed that more in-depth conversation with academics, librarians and students on how 

information impacts on learning is needed to encourage students to make considered 

information choices and become informed learners.ò (2013, p. ii). 

Like Feekeryôs work, the present study selected Bruceôs Informed Learning approach for use 

in PAR cycles with the intention of transforming educatorsô ILE practices, except in this case, 

the locale was secondary rather than tertiary education, and it involved multiple case study.  It 

sought to use Informed Learningôs transformative and emancipatory potential to empower 

teachers to address the óproblemô of ILE in the experiential contexts of their own teaching and 

their studentsô learning.  This research, therefore, set out to address the gap identified by Bruce 

(2014) between research and its application which she felt might be overcome by 

contextualizing and building praxis in ILE.   

 

2.4. Learning Management System Affordances 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, 

embedding ILE in course design and teaching practice.  In this study, the term óaffordancesô is 

used to describe those qualities of ICTs which are explicitly recognised by an individual teacher 

as being useful for their defined teaching and learning purpose.  Seeing an ICT as being useful 

for a purpose ï its affordance - is different to the utilities of the ICT which are designed to 

make it useful for a purpose (Boyle & Cook, 2004).  The userôs perceptions are paramount in 

determining whether it is used and applied.   

In an exploration of digital literacy, Mifsud (2006) examined user perceptions of the 

affordances of technology and how that impacts on its use in learning.  She took Gibsonôs view 

(1986) that what we see when we look at an object is its óaffordancesô rather than its qualities 

- affordances being those properties we perceive as determining how an object can be used.  

Normanôs (1998) óconstraintsô were used to define the ways that particular features, operations 

and cultural use conventions of the technology may impact on its use.   Kennewell (2001) 

describes the two as óthe attributes of 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 actionsô (p. 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 Gibson (1986), but as a term which has current parlance it 

is used here.   

To assist the determination of the pedagogical potential of ICTs, a range of models has been 

designed.  Conole and Dyke (2004) explored and developed a taxonomy of the affordances of 

technologies to facilitate particular educational practices, and McLoughlin and Lee (2007) 

investigated the affordances of Web 2.0 and social software and the choices and constraints 

they offer to educators and learners.  Bower (2008) used an affordance analysis to match 

learning tasks to learning technologies: óThe process of consciously identifying affordances of 

eLearning tools, so that they can be then considered in the light of the affordance requirements 

of the task.ô (p.8).  Partridge et al. (2008) developed an eLearning tool to foster development 

of student skill and knowledge within discipline contexts in a study which used case studies or 

problem-based learning to guide learnersô use of information literacy concepts.  Its relevance 

to this study is its use of aspects of Informed Learning to examine the affordances of technology 

for information literacy learning. 
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This is relevant to the study presented in this thesis, in that an affordance view means teachers 

asking what tools in a learning management system can be used to provide experiences in 

which students learn information strategies whilst also learning discipline content and how 

using information might enhance discipline learning.   

Recognising the importance attached to best use of learning technologies in blended learning 

environments, this study brings certain understandings about learning technologies, especially 

the use of learning management systems: 

¶ that just as people bring different views to learning and information literacy, so too do 

they bring different views to ways technology can be used for learning;  

¶ 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., 2008); and  

¶ that Informed Learning incorporates use of learning technologies within its conceptual 

models and can provide the mechanism for teachers to examine the use of a learning 

management system within their practice of Informed Learning (Bruce, 2008).  

A 21st century learning environment uses technology to empower the learner.  The study 

reported in this thesis investigated how learning management system tools can support the use 

of information for learning as conceptualised in Informed Learning.  The researcher (Whisken, 

2007) used her own years of Blackboard learning management system expertise and experience 

and the research of others, (as below), to identify tools in the system for teachers in case groups 

to explore.  The intention was that they would use Informed Learning constructs to consider 

the toolsô affordances for ILE.  For example, a Six Frames approach would ask: ñIf students 

are to have a relational view about the practice of using information for learning in their 

discipline ï its access and location, competent selection and constructive use, personally 

relevant and socially responsible application ï which tools of the learning management system 

wil l support that?ò A Seven Faces approach would ask: ñIf students are to experience 

communicative, controlled, critical, intuitive and transformative use of information for learning 

- which tools of the learning management system will support that?ò.   

A learning management system can enable an appreciation of the affordances of its tools for 

ILE by presenting them within the online context of the curriculum.  As Eisenberg (2008) 

argued, ñIn real estate, they talk about the three key elements: location, location, and location.  
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In education we can say a similar thing about implementing a meaningful information literacy 

program: context, context and context.ò (p.40).  Joint (2003) recommended that promotion of 

higher levels of information literacy in a 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 of digital literacies that were learned alongside each other as part of curriculum learning. 

Studies into the ways that a learning management system can support information literacy 

(Bradford, Porciello, Balkon, & Backus, 2007; Florea, 2008) showed that it is the very fact of 

its basic capacity to provide 24/7 accessibility to the studentsô courses and resources for 

learning, with embedded information literacy paths and scaffolds, is one of its most powerful 

affordances.  Added to that is its capacity to respond to the individualised profile of user login, 

which means that the student can be presented 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 indicators of features for good learning (Passerini, 

2008).  Corbitt, Holt and Segrave (2008) referred to ways of creating eLearning environments 

of enduring value for teachers and learners, including: stakeholder contribution to collaborative 

learning enhancement, automated customisation, personalisation and individualisation, sharing 

of learning resources, development of virtual practices supportive of grounded professional 

learning that motivates and engages students and eLearning environments that are ecologically 

responsive to teaching and learning needs and opportunities.  

Various authors investigating use of Web 2.0 technologies have provided guidelines, strategies 

and checklists to follow in establishing collaborative spaces, news feeds, content creation and 

gathering locales for education and library services.  Byrneôs (2008)  investigation of the views 

of library staff towards Web 2.0 technologies presented an expanded view of the affordances 

of a learning management system.  Ragains (2008)  reported use of Web 2.0 tools such as blogs, 

wikis, and social networking sites to promote interaction, collaboration, and sharing of 

information.  The checklist used to measure success against vision in McKeon and Thompsonôs 

(2008) report of project management utilising an online collaborative work and meeting space, 

informed consideration of affordances in professional workspaces.  Lucaôs work (2009) on use 

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

affordances. 
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Given the present study took place in a school using Blackboard for its learning management 

system (a Learning Management System used widely in the tertiary sector), findings of 

research in educational settings beyond the school sector were also useful in informing the 

study.  For example, analysis of the usefulness of Blackboard for higher education learning in 

online courses as well as blended learning environments (Bradford et al, 2007) found potential 

benefits to be availability, quick feedback, improved communication, tracking and skill 

building.  Weetman, DaCosta and Jones (2007) found similar benefits when they investigated 

ways that Blackboard might be used to develop studentsô information and research skills at 

university, with higher levels of engagement and motivation reported to arise from the constant 

availability of learning materials.  Specific research focusing on the affordances of a learning 

management system for information literacy by Florea (2008), which included WebCT (since 

combined with Blackboard) found that their online learning tools provided significant 

advantages for information literacy integration.  

The present study proposed that a teacher who could see the affordances of the learning 

management system for Informed Learning could tailor use of the appropriate ICT applications 

for information literacy education ï whether it be for teacher practice or student experience.  In 

that way, students might experience constructivist learning in a developmental continuum of 

information practices within individual disciplines across the curriculum.   

 

2.5. Literature Review Conclusion 

 

Literature covered in this chapter shows where the present study sits in the field of ILE, 

specifically in terms of bridging the gap between information literacy theory and practice.  It 

presents the history of ILE, revealing that its integration into teacher practice is recommended 

by many researchers as the most effective way to develop information literacy capabilities, and 

that collaboration by teaching teams, including a teacher librarian, is regarded as the best way 

to achieve that integration.  Of the research undertaken to achieve this integration by 

collaborative teams, those using theories involving constructivist and sociocultural learning 

approaches and those arising from phenomenography provided the most likely models for this 

study.  From those, Informed Learning was chosen and the history of its development and 

research application in an increasingly broad range of fields was reviewed.  The literature 

review shows how this study and its findings are grounded in prior Informed Learning research 
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and practice, particularly that which combines Informed Learning with PAR for ILE.  The 

review of literature concerning transfer of ideas into practice by teachers has shown that PAR 

is well suited to the longer, reflective processes required for successful professional 

development.  It has explored the concept of praxis and demonstrated that both Informed 

Learning and PAR have an action orientation towards the continual reflective transformation 

of practice seen in the epistemic ontology sought in bridging the gap between the theory and 

practice of ILE.  The greater detail involving the choice of methodology for this study is 

covered in the following chapter.  This chapter also addressed the use of ICTs in education, 

especially learning management systems and the ways an affordances view might be 

incorporated into Informed Learning PAR.  

 

3.0. CHAPTER THREE. METHODOLOGY  

 

This chapter presents the methodology selected for the study and describes the way it was used 

to investigate research questions about ways to bridge the gap between information literacy 

theory and practice in a secondary school.  It begins with an overview of the theoretical 

frameworks and parameters for selection which guided the choice of methodology.  The 

research design is presented, including reasons for combining PAR with a multiple case study, 

the context of the study, the participant selection process and data collection procedures used.  

The operation of this study is presented from two perspectives.  The first details its management 

in terms of the structure of case groups and the respective roles of participants and researcher 

along with their respective expectations and goals.  It details timelines, meeting structures and 

challenges faced.  The second provides a chronological narrative about the phases of the PAR 

project across the year.  It covers introduction of the project to the school; invitation and 

enrolment of participants; formation of case groups; and the structure, processes and data 

collection in the four action cycles as they proceeded.  This provides the bigger picture for 

explanation of how data were analysed.  The chapter concludes with the steps followed to 

ensure trustworthiness in this study.  

 

3.1. Theoretical Frameworks 

 



99 

 

This study reflects an ontological conception of the social world in which 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 environments (Cohen, 

Manion & Morrison, 2007).  It looks at the experiences of participants and involves an 

interpretive, naturalistic approach to its subject matter (Williamson, 2007; Williamson, 

Burstein, & McKemmish, 2002) wherein the qualitative researcher studies phenomena in their 

natural settings and interprets the meanings people bring or give to their experiences of those 

phenomena.    

An interpretivist rather than a positivist approach was chosen for this study.  As explained by 

Bryman (2008), a positive approach would see objective testing of a hypothesis to allow 

explanations of laws to be assessed and facts gathered to provide the basis of laws.  In contrast, 

the seeking of the subjective meaning of social action brought by an interpretivist approach 

was better suited to this study which sought understanding of how teachers might engage with 

a new concept to change their practices.  

The philosophical assumptions brought to the study included those highlighted by Creswell 

(1998): 

¶ the ontological issue of the multiple realities involved ï for the researcher, those 

researched, and those who read and use the research findings;  

¶ the epistemological issue of recognition of the relationship of researcher to those being 

studied ï that in qualitative research there is interaction and there is need to narrow the 

distance between the two to enhance understanding; 

¶ the axiological issue of admitting the value-laden nature of the study and explicitly 

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

¶ the rhetorical issue of use of a narrative style and use of terms and definitions which 

emerge during the study rather than at the beginning; and 

¶ the methodological issue of use of inductive logic, of working with particulars rather 

than generalizations, the contextualised study of the topic, and revision of questions 

arising from experience in the field.   

This studyôs intention was to explore a social and human problem ï a gap between theory and 

practice of ILE -ï where the researcher, as described by Creswell (1998), ñbuilds a complex, 

holistic picture, analyses words, reports detailed views of informants, and conducts the study 
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in a natural settingò  (p. 16).  It sought to bring emphasis to ñthe qualities of entities and on 

processes and meanings that are not experimentally examined or measured (if measured at all) 

in terms of quantity, amount, intensity, or frequencyò (Denzin & Lincoln, 2003, p. 10).  

 

3.2  Methodologies Considered 

 

Qualitative research is suited to a study like this which requires exploration and where many 

variables are involved, and theories are not necessarily available.  It was chosen because it 

provides for a detailed view of the participantsô experiences in their natural setting, and because 

the researcher is an active learner who tells the story ñfrom the participantsô views rather than 

as an expert who passes judgement on participantsò (Creswell, 1998, pp. 16).  

Choice of an appropriate qualitative research methodology was based on its ability to provide 

design structure and methods for exploration of a social problem.  Additionally, it was required 

to facilitate a process of investigation of a phenomenon by groups of teachers with a view to 

bringing about a change in practice.  The data collected about and from this process of reflexive 

practice was intended to answer the research questions and provide grounds for claims of new 

knowledge.  

The researcher set out to study the understandings and practices present in multiple social 

situations when three groups of teachers investigated their own practices of the phenomenon 

of using Informed Learning constructs for ILE, 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 phenomenon; so observations could be made and data collected about 

the phenomenon and the process; and so the data might be analysed and findings reported.  The 

methodologies considered were grounded theory, ethnography, narrative research, case study 

and action research - and within that, PAR - Participatory Action Research.   

 

3.2.1. Grounded Theory 

 

Grounded theory design was considered because it has the capacity to explain a process of 

events, activities, actions and interactions that occur over time (Charmaz, 1996, 2003; 
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Creswell, 2008).  Being ógroundedô in the situation, rather than being an off-the-shelf-theory, 

it is likely to better explain the process being studied.  Its design provides a step-by-step process 

of data collection and analysis which has rigour and self-correction.  Grounded theory was 

initially seen as a good fit for this study, as it provides for study of an action with clear steps 

over a period of time and gives clear guidelines for data collection, management and analysis.  

However, despite many similarities, including the use of similar processes for grounded data 

collection and analysis, the purpose of this study was different.  It had educational praxis as a 

process and intent, which pointed to PAR (Kemmis & McTaggart, 2005) with multiple case 

study (Stake, 2006) to manage the data collection and analysis across and within the 

investigative groups.   

 

3.2.2. Ethnography 

 

Ethnography was considered for its capacity to provide a view of a social situation, to ñdiscover 

and represent faithfully the true nature of social phenomenaò as it is able ñto get closer to social 

reality than other methodsò (Hammersley, 2002). Creswell (2008) points to its usefulness for 

understanding the patterns of a culture-sharing group where the researcher spends time in the 

field interviewing, observing and gathering documents about the group to understand their 

behaviours, beliefs and language, stressing the centrality of culture to its definition.   

However, this study did not seek to understand the entirety of the teachersô culture, rather its 

intent was to focus on the dynamics present in a single situation and context, where Eisenhardt 

(2002) saw case study as being a suitable approach.   

Additionally, the purpose of this study was to bring about change in a situation, with the 

researcher as an active change agent in the process as well as observer.  As such, the 

methodology of PAR came into relevance as a process which could be used by participants in 

multiple case study examination of the phenomenon of using Informed Learning constructs for 

ILE.  

 

3.2.3. Narrative Research 
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Narrative research, the telling of the story of an individualôs experience of a situation, or event 

or action, was considered for this study about experiences of participants involved in an action 

to reflect about practice and bring about change.  Creswell (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 in the reporting gives illustration for a wider audience with interest in 

the issue experienced.   

However, this study had a broader participation and different intent than the telling and analysis 

of a story about an experience from an individualôs point of view ï it involved several groups 

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 outcome of this research as a study which asked a participant to tell the 

story of her or his participation, but it was not the approach chosen for this study.   

 

3.3. Methodologies Selected  

 

PAR and multiple case study were selected for this project which involved the researcher 

facilitating reflective practice by collaborative groups of teachers to bring about change in their 

practice of ILE.  The reflective cycles of PAR were suited to a social situation where the 

intention was for groups to be empowered to bring about change (Kemmis & McTaggart, 

2005).  Multiple case study was chosen because its design provides for collection of data about 

a phenomenon being investigated by PAR groups (cases); for contextual data about the 

particularities of the phenomenon manifesting in each case (Stake, 2006); and metadata about 

the PAR process.  It also provided structure for management, analysis and interpretation of the 

data.   Discussion about PAR within the context of its use in ILE, and its combination with 

Informed Learning 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 this study because its design provided for investigation and description 

of a contemporary phenomenon within its real-life situation (Darke & Shanks, 2002).  

Eisenhardt (2002) suggested case study as a suitable methodology for research which requires 

a focused investigation of the dynamics present in single settings.  The research topic or 

phenomenon being investigated in this study was use of Informed Learning for ILE in its real 

life setting of a school learning environment.  The study involved three groups of teachers at 

different year levels, with each interdisciplinary year level case group conducting its own 

investigation of how they might integrate the Informed Learning ideas into their respective 

discipline practices. 

Of the several ways of doing social science research, Yin (2009) advises that case study is the 

preferred method when:  

(a) óhowô or ówhyô questions are being posed, (b) the investigator has little control 

over events, and (c) the focus is on a contemporary phenomenon within a real life 

context.  This situation distinguishes case study research from other types of social 

science research. (p. 2) 

Another reason for its suitability was because the phenomenon being studied is relatively 

emergent.  Use of Informed Learning as a way to develop ILE understanding and practice by 

teachers in secondary schools is new, and the use of learning management systems to support 

such practice in secondary schools has received little exploration.   

Darke and Shanks (2002) and Flyvbjerg (2007) see case study research providing rich 

description and explanation to enable others to understand and make sense of the phenomenon 

and its context.  Case-based and context-dependent knowledge from this study will provide 

insight to others seeking to engage teachers as being responsible for their studentsô information 

literacy learning, and for understanding of the ways school learning management systems can 

support that learning.  The accounts of this study, using a commonly understood basis ï the 

information literacy strategies which are a part of 21st century competencies, and the 

increasingly familiar context of learning management systems in schools ï will be understood 

by others in the field (Flyvbjerg, 2007).  Additionally, it provides a  narrative describing and 

interpreting participantsô experiences, which Flyvbjerg sees as ñmore useful for the practitioner 

and more interesting for social theory than either factual ófindingsô or the high-level 

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

 

Multiple case study or multi-case research was well suited to this study in which three groups 

of teachers use PAR cycles to examine a phenomenon ï use of Informed Learning constructs 

for ILE practice.  It provided a structure for organising, data gathering and reporting of the 

individual case studies as well as the process of data analysis which advised the development 

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

While a case study expects to capture the complexity of a single case, it can be used to examine 

something which has lots of cases or parts or members (Stake, 2006).  The individual cases 

each have their own contextual stories, but it is the exhibition of the phenomenon across those 

cases which is of interest in a multiple case study.  Stake refers to this collection of instances 

as the óquintainô which is something we want to understand by studying it through multiple 

cases.  

A multiple case study has the advantage of allowing for cross-case analysis and comparison of 

investigation of a phenomenon in particular situations, providing for explanation rather than 

generalizability (Darke & Shanks, 2002; Flyvbjerg, 2007; Punch, 1998) and giving stronger 

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

that binds the cases together (Stake, 2006).  In this study the binding concept was teachersô ILE 

practice using Informed Learning.  The cases are selected to provide for examination of how 

the phenomenon performs in different case environments, how they relate to the óquintainô, 

provision of diversity across contexts and opportunity to learn about complexities and contexts.  

In this study, three cases were selected, involving respectively, teachers of students in Year 8, 

Year 10 and Years 11 and 12 IB.  The decision to group teachers by year level rather than by 

discipline was to provide relevance, diversity and opportunities for exploration of complexity 

and context across the disciplines.  Informed Learningôs holistic approach seeks to integrate 

consistent approaches to using information to learn within and across disciplines.  Year level 

groupings of teachers with many different disciplines provided a common element for 

comparison about how each discipline was teaching information strategies and about how 

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

 

Action research ï specifically PAR - was the methodology used by teachers in the case groups 

to investigate Informed Learning ideas.  Action research is well suited to investigation by 

teachers of their own practice with a view to finding new ways of viewing information literacy 

practice and experience.  Herr and Anderson (2005) see it 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 Tavistock Institute in the early to mid-part 

of the 20th century is usually referred to as being the genesis of action research, a social research 

method since taken up in many disciplines (Carr & Kemmis, 1986).  It is seen as having four 

core themes: integration of 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 social science research.  Lewinôs concept of action research involved 

change experiments on real problems in social systems, with iterative cycles of identifying a 

problem, planning, acting and evaluating.  Its re-educative intention involved the participants 

owning the process of changing established patterns of thinking and acting, thus challenging 

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

well as relation to practice (Coghlan & Brannick, 2005).  

Use of action research evolved to providing practitioners with a means 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 planning, acting, 

observing and reflecting introduced by Lewin became the modern action research steps 

characterised by participation, democracy and social change (Kemmis, 1988).  The 

emancipatory focus of work by South American Paulo Freire (1998) and German critical 

theorist Jurgen Habermas influenced Kemmis and his colleagues (Kemmis, 2007; Kemmis & 

McTaggart, 2005) in Australia.  They applied action research to emancipation of individuals in 

education and have further developed the notion of the power of praxis as a way of knowing 

(Kemmis, 2009).  It has found practice also in the investigation of library and information 

management (Oosthuizen, 2002) and information systems (Baskerville, 1999).   

There is a consensus that the basic principles of action research are about focus on simultaneous 

action and research in a collaborative manner.  It emphasises careful observation and study of 
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the effects of behaviour on human systems as their members manage change. Shani and 

Pasmore (1985) saw it bringing an emergent inquiry process to organisational change where 

new knowledge is integrated with organisational knowledge to solve organisational problems. 

They emphasised the way it sought to equip organisational members with the skills to solve 

their own problems in a collaborative manner whilst also adding to scientific knowledge.  

Researchers saw social purpose as central to action research, (Reason & Bradbury, 2006; 

Sankara, Dick, & Passfield, 2001; Zuber-Skerritt, 2001) producing practical knowledge useful 

to people in their everyday lives.  Kemmis and McTaggart (2005) emphasised its collegial and 

collaborative nature and Ladkin (2006) saw it as grounded in the belief that research with 

people should be participative and democratic.  

Heron and Reason (2001) saw inclusion of multiple ways of knowing as integral to action 

research, with exploration of propositional, experiential, practical and presentational 

knowledge.  For Ladkin (2006) the epistemology of action research rests in its name, where 

the nature of knowing is based in the experience of doing, and 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, co-operative inquiry and PAR, selecting 

the latter for its provision of the role of participants in ownership of the research process 

and outcomes. 

  

3.3.2.1. Participatory Action Research (PAR) 

 

From the epistemology of PAR comes an emphasis on the empowerment of individuals via 

attainment and application of knowledge in reflective action cycles by groups.  Kemmis and 

McTaggart (2005) saw empowerment and emancipation as significant outcomes from PARôs 

shared ownership and community-based analysis and solution of social problems. 

The emancipatory focus was actualised in this study by providing empowering contexts for 

Informed Learning conversations by teachers and teacher librarians, and in its intended 

outcome of changing teacher practice to integrate ILE theory into practice so that students 

might in turn be empowered by development of their own repertoires of information strategies.  
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The project was intentionally emancipatory in its use of a construct designed to prompt 

reflection by teachers and teacher librarians about what it means to possess and develop expert 

information strategies. It was structured to release these two educator sub-groups from the 

constrictions of classroom and library, from discipline knowledge and information 

management knowledge and confusions about what is meant by information literacy, digital 

literacy, information and communication technology skills, thinking skills, research skills, 

information process, inquiry learning skills and who is responsible for what.   The project 

respected and validated teachers as discipline experts and teacher librarians as both teachers 

and information and knowledge management experts.   It created interdisciplinary groups 

whose members would plan and undertake PAR cycles to explore and develop curriculum 

design for ways of viewing and experiencing information use in a blended learning 

environment.  The intended outcome was the development of shared understandings in the 

school about how discipline practices might change to integrate teaching and learning of 

information strategies: a new pedagogy for ILE.  

The study followed PARôs practice of establishing collegial, collaborative cycles of reflective 

research in action by participants to create long lasting changes in an organisation.  It pursued 

its social tradition of emancipating participants from ways of viewing and behaving which 

limited their capacities to operate fully in creating an information literate community.  Ways 

of knowing and being were included and explored by use of Bruceôs (2008) Informed Learning 

approach which provided constructs for participants to discover the ways their own and othersô 

experiences of information might have influenced their views and in turn impacted on their 

approaches to curriculum design and studentsô learning experiences.  

An integrative approach to research was taken by incorporating three voices and audiences ï 

first, second and third person (Coghlan & Brannick, 2005; Reason & Bradbury, 2006). The 

researcher continuously evaluated her own theories, views and actions; groups took reflective 

joint action on issues of mutual concern; and there was feedback about the impact on the larger 

community and organisational structures within which the participants operated.   

 

3.3.3. Multiple Case PAR 

 

PAR and case study methodologies were chosen as a way for teachers to investigate Informed 

Learning because together they provided the required design structure and methods to facilitate 
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a process of investigation of a phenomenon by several groups in an organization.  Action 

research has a history as a very successful method to use in education, as it supports individual 

professional development as well as collaborative institutional change.   Within that field, PAR 

was selected because it is well suited to an investigation by teachers of their own practice. The 

author, as both researcher and participant, facilitated the PAR cycles of reflective practice by 

collaborative groups of teachers.  

Examination of literature about use of multiple case study (Darke & Shanks, 2002; Eisenhardt, 

2002; Flyvbjerg, 2007; Stake, 2006; Yin, 2009) showed that it would 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 about the PAR process. Additionally, it would give structure for management, 

analysis, and interpretation of the data. 

The implementation of the study followed the cyclic model (Kemmis & McTaggart, 2005) of 

action research, wherein a problem is identified, reading or research is undertaken to gain 

knowledge about how 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 cycles in which they applied Bruceôs 

(2008) Informed Learning approach as a way of integrating information literacy theory into 

their practices.  Participants in each case collaboratively undertook the pre-step of reading 

about Informed Learning ideas, framing their investigative actions and determining context 

and purpose, then planned, took action, reported and reviewed their actions before moving on 

to the next cycle.  Figure 3.1 represents one cycle of the four in the study. 

 

Figure 3.1. Multiple Case Study PAR 
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The complexity of researcher positionality in PAR was addressed in this study. When PAR is 

conducted by a participant researcher who is a member of the organisation being studied, there 

are particular concerns to be addressed, involving 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, 2006; Visser, 2007). In this 

study, multiple sources of evidence were gathered to provide for the triangulation required to 

ensure all perspectives were covered:   

¶ The first-person researcher voice was built in by contemporaneous notes and memos 

explicitly acknowledging and reflecting upon the participant-researcherôs world view 

and interactions with the case groups as they progressed through the research cycles.  

An example is provided in Appendix C.  

¶ Evidence of individual second person participant voice was gathered in recorded case 

group meetings as well as via interviews and online reflections. An example can be 

seen in Appendix D.    

¶ The third person organisational group voice was gained by recordings of case group 

meetings in which discussions directly addressed organisational curriculum goals and 

pedagogies.   

 

The researcherôs role in the PAR study was that of participant researcher with the additional 

responsibility of facilitating the project which included the overall framing, conduct, data 

collection and analysis of the research; inviting participation of teachers and attending to the 

organisational matters of running meetings and providing feedback and encouragement; and 

the important role of reporting the projectôs progress to the Schoolôs administration.  As Head 

of Resource Centre in the 7-12 campus of the school, the researcher held a senior position in 

curriculum decision-making, but held no administrative authority apart from that involving 

library staff and operations.  The two other teacher librarians involved in the project were 

volunteers and saw it as an exciting way to build on existing programs of working closely with 

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

3.3.4. Praxis 

 

The choice of PAR for this study was based on its capacity to enable a group of people to 

achieve a state of praxis wherein they control the means of their own learning, and can together 
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research their own practice in reflexive cycles of action, socially constructing understandings 

of a particular phenomenon.  As explained above in Sections 2.3 and 3.4.2, use of the term 

praxis in the context of action research in education has long been explored by Kemmis and 

his peers (Carr & Kemmis, 1986) in the field, and brings certain understandings.   

PAR is about finding new knowledge but also about participants in practice advancing their 

own learning through practice ï it is learning through experience as well as learning through 

practice, and so is a social construction and a learning at the same time (Coghlan & Brannick, 

2005).  The same understanding was used more recently in reference to information literacy, 

as a site ontology of information practice (Lloyd, 2010a, 2014) and in reference to information 

literacy praxis (Bruce, 2014; Budd & Lloyd, 2014).  It fits well with the very particular 

intention of this research ï teachers together reflexively investigating the phenomenon of using 

Informed Learning for ILE within the context of their own discipline practices to construct 

common cross-discipline understandings about using information to learn.   

The praxis resulting from this study was intended to be continuous reflexive application of 

these understandings in curriculum design and practice.  It followed the Aristotelian ideas and 

distinctions of gnosis, phronesis and praxis in which gnosis is the knowledge; praxis is the 

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

action for good (discussed earlier in Sections 2.3.2, 2.3.3).  This study is framed in a restatement 

of Sir Philip Sidneyôs idea of ongoing action for good to implement knowledge: ñFor, as 

Aristotle saith, it is not ɔɜ ůɘɠ (knowledge) but ˊɟ ɝɘɠ (praxis) must be the fruitò (1891).  In 

this study, while the gnosis of the study was the epistemology and ontology of Informed 

Learning PAR, praxis was its fruit.   

 

3.4.  Research Design 

 

This section details the design of the ILARC Project.   It commences by explaining the way the 

PAR methodology was combined with multiple case study design to develop a workable 

research project involving three groups of full-time teachers who would use Informed Learning 

to investigate their practices of ILE.  It covers the secondary school context of the research, 

selection of participants and concludes with the selection and design of the data collection tools 

used in the project.  
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3.4.1. Combining Case Study and PAR to Explore Informed Learning for Professional 

Development about Information Literacy Education 

 

The combination of multiple case study and PAR was chosen to investigate the phenomenon 

of using Informed Learning for ILE.  Multiple case study provided for different views of the 

phenomenon being studied and PAR gave the groups a clear process for reflexive action over 

time as they conducted their investigation. This design enabled management of the sometimes-

messy nature of qualitative data collection, coding and analysis (Creswell, 2007; Darke & 

Shanks, 2002).  It gave structure also for analysis of the way the phenomenon was viewed and 

experienced across the cases, giving greater strength to emergent themes and knowledge claims 

(Bryman, 2008). 

It was decided to have three separate case groups of secondary teachers using PAR in 

simultaneous cycles across a year to investigate whether Informed Learning would provide a 

way to integrate ILE theory into discipline practice. Different year levels were chosen for each 

group to accommodate the variety of approaches used to cater for learning at different stages 

of childrenôs development across a secondary school.  It was felt that this would produce a 

more representative view of the suitability of Informed Learning for secondary school ILE. 

It was determined that half-hour interviews would be conducted with each of the 25 

participating teachers drawn from different year levels and disciplines at the start and end of 

the project, five two-hour meetings would be held with each of the three case groups, and 

participants would also be required to undertake reading and action cycles between 

meetings.  Additionally, it was determined that the meetings would include time to cover 

reading reflections and action plans and reports by group members.    
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Figure 3.2. ILARC Project Phases 

The researcher chose to structure the four PAR cycles within five phases of the project, with 

the first and final phases involving additional activities beyond reading, reflecting and taking 

actions, as shown in Figure 3.2. The first phase involved interviews, a meeting for orientation 

and starting the first action cycle; the middle phases consisted of three meetings and action 

cycles; and the fifth phase involved a meeting to report the fourth action cycle and review the 

project and an interview.  Each of the five phases had a specific Informed Learning chapter 

reading and response questions which were discussed 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 chapters could be accommodated. The first four operated as prompts for 

action cycles, and the fifth as an overall prompt for reflection about Informed Learning, its 

impact on their views about their own discipline information practices, and its place in a 

secondary school.  

The Informed Learning (Bruce, 2008) book is designed much as a textbook.  It has a teaching 

and learning purpose and is aimed at educators in tertiary education.  It does not assume a 

detailed knowledge of information literacy nor ILE and is structured to lead the reader chapter 

by chapter to an understanding of how Informed Learning can be used for ILE.   As a teaching 

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

tertiary environment as they learn and apply the ideas of Informed Learning to their practices, 
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with the intention of providing readers with real life examples for better relatedness and 

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

referring readers to reflection about their own information experiences, views and practices.  

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 detail about use of the chapters in each phase of the 

project are detailed in Section 3.5.2 and related Appendices. 

 

3.4.2. Context 

 

The location for this study was the secondary campus of a private school in Melbourne. The 

campus consisted of 1,300 students and was divided into Middle 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 the subject.  Each 

campus had its own Director of Curriculum and Leaders of Learning who headed subject 

departments, with an overall Deputy Principal who directed whole school curriculum.  In the 

Senior School, there were Curriculum Heads for Year 10, VCE (Victorian Certificate of 

Education) and IB.  Teachers in the school mostly taught across both Middle School and Senior 

School, although some were allocated to one or the other. 

The researcher was Head of Resource Centre (Library) at the 7-12 campus. Before her arrival 

in 2008, there were no library programs of either reading promotion or information literacy.  In 

the 18 months before the ILARC project, programs of research skills had been introduced for 

the Senior School and Information Process skills for the Middle School. The researcher 

understood that while teachers with experience at other schools were likely to be familiar with 

such programs, teachers with longstanding employment at the School would not.   

Blackboard software provided the learning management system for the schoolôs blended 

learning environment, called ClassE.  Each course had a site, and it was mandated that it include 

course outline, activities, assessment details and resource documents, with constant use of 

announcements to encourage interaction. 

The Schoolôs Middle School had an engaging curriculum with energetic teachers and students.  

Senior Years curriculum was dominated by the structure of VCE and IB.  All 7-12 assignments 
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were required to have clear task guidance and include an assessment criteria rubric. At the time 

of the research, Understanding by Design (Wiggins & McTighe, 2005) was being implemented 

for curriculum design 7-12.  There was a strong incentive for teachers to develop the 

understandings and skills to guide use of new pedagogies. 

The Schoolôs lively and encouraging professional development culture supported in-house 

programs as well as externally provided study.  Participating teachers received professional 

development points which were rewarded with pay bonuses, and in-house providers received 

additional points.  The challenge was for in-house program providers to develop attractive 

professional development offerings to entice participation.   

An in-house Professional Reading Group program already operated, in which professional 

development points were given to voluntary participants who pre-read selected material and 

engaged in a single session of professional discussion.  It provided a structure to help teachers 

understand the expected commitment in their initial orientation engagement with the Informed 

Learning material.  There was also a Professional Learning Team structure where teachers 

voluntarily engaged in reflective practice over a period of time.  This gave a basis for the 

formation of the PAR case groups. 

Although the researcher had very limited experience in facilitating PAR, an extensive review 

of the literature and consultation with Stephen Kemmis informed the design of the PAR 

multiple case study used.  The project was approved by Charles Sturt Universityôs Ethics in 

Human Research Committee (EHRC) (2007), and the School gave permission for it to run as 

a year-long, in-house professional development program. 

After consultation with School leaders, Years 8, 10 and IB were selected for the case groups 

because at those levels it was felt there was less pressure on teachers caused by the particularly 

complex nature of Years 7, 9 and VCE. Year 7, as the first year of secondary school for 

Victorian students requires considerable focus by teachers and students on transitional issues, 

and the School administration felt it 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, and again, it was seen as 

less suitable for the study.   

Year 8 was seen as suitable because by then students were firmly in their Middle School mode, 

exploring the full range of subjects available and taking increasing responsibility for their 

independent operation across disciplines in many different spaces.  At that level, teachers 
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expected students to be relatively independent researchers, making frequent online searches in 

the classrooms for ready reference, with use of the library and its staff limited to research 

assessment tasks and wide reading sessions.   

Year 10 was selected because it was studentsô first year in Senior School, and while their 

workloads were increasing, there was still time for new disciplines to be tried before the heavy 

weight of VCE or IB called for complete focus on a narrowed group of subjects to enable 

highest university entry scores to be achieved.  At this level, it was assumed that students would 

have the research skills required for success, and again there was frequent use of online 

searching in the classroom, with visits to the library for research assessment tasks and wide 

reading sessions.   

The IB Diploma rather than VCE in years 11 and 12 was selected for teacher inclusion.  VCE 

is the certificate that most students in Victoria receive on satisfactory completion of their 

secondary education.  IB Diploma Program is a two-year pre-university course which leads to 

examinations recognised by universities in Australia and internationally.  Studentsô results in 

both IB and VCE are used to determine their Australian Tertiary Admissions Ranking (ATAR) 

which in turn is used by tertiary institutions for admission to courses. VCE is very structured, 

with little time for anything beyond learning a strict set of discipline content and skills, whereas 

IB expects that students will demonstrate a greater capacity for inquiry, and teachers look to 

the library staff for assistance to help students learn higher levels of research and referencing.  

It was felt that teachers of VCE would feel too pressured to trial new pedagogies. 

 

3.4.3. Participant Selection 

 

In discussion about the project with the researcher, Stephen Kemmis pointed out that PAR must 

be participatory for all parties, including the community in which it takes place (Personal 

Communication, July, 2009). He asked, ñIs this community sufficiently interested in the 

question to want to participate?ò  It is not just a matter of the involvement and interest of the 

researcher ï the participants must be committed to the PAR purpose.   

The contextual material above provides an overview of the incentives for óbuy-inô by the 

organisation and volunteer participants.  Additional reasons for enrolment in the PAR project 

included the Schoolôs curriculum vision and the mandated actions required to support it: 
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chiefly, use of Understanding by Design for course design and use of the learning management 

system, ClassE (Blackboard), which provided 24/7 access to curriculum and resource 

materials.  Informed Learning PAR provided a clear process of pedagogical structures and 

professional development to assist that vision achievement.  The project offered participants 

time and support to develop their understanding and use of the affordances of ClassE for 

Informed Learning as well as the incentive of a salary bonus for the professional development 

points gained.   

The researcher established a proposed timeline for the ILARC project (Appendix E) and the 

concept was introduced to teachers in the school community early in the school year. The óbuy-

inô process was voluntary in response to invitations extended at large and small staff meetings, 

and by individual approaches (Appendix F).  This was followed up by individual form 

distribution inviting participation in one of the three-year level case groups: Year 8, Year 10 

and IB (Appendix G).   

The initial invitation was followed up by professional reading group orientation of pre-reading 

and discussion, with the process explained.   The ILARC project was explained as well as ethics 

and timeline details.  Those unable to attend had an individual meeting with the researcher.   

Intending participants were asked to commit to a year-long project involving case groups and 

action cycles.  It was explained they would need to make time for interviews at the start and 

end of the project, as well as for five meetings after hours, and reading and actions between 

meetings.  As shown in Figure 3.3, the project case group operation was explained in terms of 

the team development stages of Tuckmanôs Form, Storm, Norm, and Perform (Rickards &  

Moger, 2000; Bonebright, 2010).  Translated into the steps within each action cycle in Figure   

3.2 above, it means that in each consecutive cycle, new information was added to the group by 

way of new readings and participantsô reports (Report) of their actions (Review).  Discussion 

about that new information (Storm/Discuss) enabled new common understandings to be 

established for implementation (Plan) in action cycles (Action).  It also provided understanding 

for participants that in terms of the whole ILARC Project they needed to form as case groups, 

and that any time changes were made, a re-forming was required.   
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Figure 3.3. Action Research Project Timeline 






































































































































































































































































































































































































































































































































































































































































































































































