An investigation into secondary school teachers’ understanding,
perception and practice of information literacy and continuous
professional development

Emma-Louise Lamont

Abstract

The aim of this research was to gain an insight into how Scottish secondary teachers’ conduct their
CPD and to explore their understanding of and engagement with information literacy, and whether
they continue to develop their information literacy through their CPD. To consider if teachers have
the need for further support in developing their information literacy and whether they have cultivated
skills in information literacy through prior experiences in education and work.

A qualitative methods approach was selected as being most viable for collecting data which deals with
perspectives and complex ideas. Using semi-constructed interviews, it allowed teachers to share their
individual experiences and stories. Vignettes were also used, to allow teachers to provide their own
understanding of information literacy and to demonstrate components of information literacy which
they would teach. The term information literacy was not expected to be a term familiar to teachers,
as prior research had already discovered, so the use of vignettes provided better insight without
having to rely on using terminology which may cause confusion for participants. To provide a context
to teachers’ understanding of information literacy, a textual analysis was carried out on the Scottish
curriculum.

The results of the interviews, responses to the vignettes and textual analysis result were analysed and
discussed in the context of the literature review. The investigation found that although teachers were
unfamiliar with information literacy, they understood the fundamental skills associated with it and
recognised its significance for education and for general life skills. They were confident in their own
information literacy abilities but considered there to be no professional development support
available to them. They also did not recognise some of their informal CPD practices to develop their
information literacy.
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1. Introduction and background

Information literacy has been described by Bruce as the ‘overarching literacy of life in the 21st century’
(cited in Martzoukou and Sayyad 2017 p.634). It has also become a global concern within education
and is considered an essential component for the creation of successful individuals equipped for 21%-
century life (Kereluik et al. 2013). The digital advancement of the internet has resulted in an
abundance of information being accessible, from numerous sources resulting in the phenomenon of
information overload (Bawden and Robinson 2009). With vast amounts of information easily
accessible, the ability to search, assess and manage information has become a valuable life and work
skill (Kereluik et al. 2013). However, research conducted by Rockman (2002) has unveiled concerns
over digital-aged citizens lack of information skills, which has proven to be a widespread concern
(Kirschner, Sweller and Clark 2006).



Crouse and Kasbohm (2005) also reported that teachers lamented the poor quality of research papers
produced by pupils, as they did not demonstrate well-developed information literacy skills. Therefore,
the interest in information literacy and education is ongoing, as it is considered an essential skill for
modern living, work and education.

Information literacy is an essential component of education, and to be able to teach this successfully,
teachers must be confident in their own information capabilities, as their ability to model these skills
will be essential for instilling information literacy skills and attributes in their pupils (Duke and Ward
2009). However, it has been evidenced through prior research that often teachers are not fully aware
of what information literacy is and struggle to define or explain it (Probert 2009; Crouse and Kasbohm
2005; Davis-Khal and Payne 2003). Research has also explored how information literacy can be taught
as part of a teacher training curriculum to further develop teachers' skills in this area, which suggests
that further guidance beyond undergraduate degrees may be required for teachers (Geldenhuys and
Oosthuizen 2015; Klebansky and Fraser 2013; Johnson and O’English 2003). Training teachers to use
their own information literacy abilities and skills for when they enter the classroom, to help develop
their pupils' information literacy levels (Crouse and Kasbohm 2005). Further research in how practising
teachers have and continue to develop their information literacy needs to be conducted, to highlight
whether they have the opportunity to develop these essential skills beyond their teacher training.

It is imperative for this piece of research to relate information literacy to the aims and objectives of
education within Scotland so that it can be fully understood within this context. The Scottish
Curriculum for Excellence has four capacities which are the overarching aims for the curriculum. They
aim to create successful learners, confident individuals, responsible citizens and effective contributors
(Scottish Executive 2006). These four capacities align with definitions of information literacy and can
be achieved through the development of information literacy. For example, successful learners and
confident individuals, are pupils who can conduct research and apply knowledge in different contexts.
Hence learning information literacy skills and using these skills in different areas of their learning and
lives will assist in achieving these educational aims. Research has evidence that information literacy,
when taught in context, can help produce confident, information literate individuals who can apply
these skills to other contexts (Probert 2009). Duke and Ward (2009) argue that teachers who
demonstrate information literacy in their classrooms produce pupils who are prepared for a lifetime
of learning. This argument supports the connection between information literacy and successful
learners, being created by teachers who are confident in their own abilities.

Other links between information literacy and the capacities of effective contributors and responsible
citizens have been established through the ethical considerations of sourcing information and giving
credit to other people’s ideas and work (Kereluik and Mishra 2013). Armstrong et al. (2005) describe
information literate people as being ‘responsible, culturally sensitive and ethical’ with information
(p.6). Duke and Ward claim that information literacy prepares pupils to ‘actively participate in the
democratic process’ and empowers them to ‘participate in the social, political, and economic decision-
making processes that impact their lives and communities’ (2009 p.252). Within the definition of
information literacy given by CILIP (2018), it is considered ‘an important contributor to democratic,
inclusive, participatory societies’ (p.3). These are important values which transcend information
literacy to other contexts beyond education, into practical life skills, which enable people to fully
participate within society.

Information literacy has been researched in various contexts beyond that of education, including the
workplace, such as research into firefighters by Lloyd, and Cheuk’s research on knowledge workers
(Inskip and Donaldson 2019). An argument for researching information literacy in different work
contexts, presented by Abdi and Bruce, states that because each workplace is unique, information
literacy will be conducted in different ways and have a unique meaning in these different workplaces



(2015). Lloyd’s case studies examine information literacy in different contexts, mainly work
environments (2005; 2008). It is argued by Lloyd that librarians’ concept of information literacy, limits
its understanding to only an educational setting, rather than relating it to all aspects of life and in
wider contexts (2005). Engaging with information literacy in different ‘contexts, concepts and truths
will result in ‘learning practices which are transformative, generic and transferable’ (Lloyd 2005 p.82).
Abdi and Bruce conducted their study in information literacy in the contexts of educational, workplace
and community (2015). Exploring information literacy through the context of teachers’ individual
backgrounds and continuing professional development (CPD) will add to this area of research.

Lloyd’s definition of an information literate person is someone that is ‘engaged, enabled, enriched
and embodied by social, procedural and physical information that constitutes an information universe’
(2004 p.84). This definition can be applied to different contexts whilst considering how personal
concepts of information literacy are formed. Due to the diversity in educational and work backgrounds
of secondary teachers, the workplace context is complex. Wegner describes the learning process as
being located, ‘not in the head or outside it, but in the relationship between the person and the world’
(2010 p.1). Learning is a process which is inseparable from an individual's context, which is also true
of information literacy being related to an individual's prior life experiences — through education and
work. Research has been conducted on student teachers which explored the diversity in their
backgrounds alongside other elements, and how this impacted on their information literacy
capabilities (Crouse and Kasbohm 2005; Klebansky and Fraser 2013). However, research into
practising teachers' backgrounds affecting their information literacy capabilities has not been
conducted. Teachers’ prior experiences, such as educational and work background will impact upon
how they develop their information literacy competencies, alongside the professional development
they are undertaking. The relational approach to understanding information literacy focuses on the
relationship between people and information. This is done by investigating the perspective of people
who are experiencing information literacy (Andretta 2012).

Less research has been conducted on how teachers can develop their information literacy capabilities
once they are qualified. By exploring teachers' continuing professional development (CPD) in relation
to information literacy, teachers’ individual experiences of developing their information literacy
abilities can be examined. Further research into this area is still needed, to ensure that teachers are
supported in developing information literacy, as they construct the learning environment for pupils
and will be able to model these skills in the classroom. The rationale for this research is formed on
research which indicates the importance of information literacy as a lifelong learning skill which sits
within the Curriculum for Excellence’s four capacities. For teachers to effectively develop their pupil’s
information abilities, it is important to examine the teacher’s own viewpoint on information literacy
and explore how their information literacy has been developed and supported.

1.1 Aims

The aim of this research is to investigate teachers’ understanding and perception of information
literacy and to explore how they develop their information literacy through their continuing
professional development (CPD) and based on their prior experiences through their educational and
work backgrounds. For this research, no specific area of information literacy was predetermined, as
the purpose was to explore teachers’ understanding and perception and how information literacy was
represented in the curriculum for excellence.

1.2 Objectives

To achieve these aims, the following objectives will be followed:

1. Explore secondary teachers’ understanding of information literacy and what they
perceive are important elements.



2. Analysis of information literacy within the Curriculum for Excellence.

3. Discover how teachers have developed their information literacy abilities based on their
educational background, personal development as lifelong learners and CPD they
undertake.

4. Explore what methods of CPD teachers are engaging with and how they relate to
information literacy development.

1.3 Terminology

Throughout this dissertation the following abbreviations will be used; continuing professional
development will be known as CPD. Secondary school teachers will be referred to as teachers, with
any references to teachers who work in primary or higher education being given their full job title.
Deputy Head Teachers will be referred to by the abbreviation DHT.

2. Literature review

2.1 Defining information literacy

The term information literacy was first coined in 1974 by Paul Zurkowski and has since undergone

various attempts to provide a definitive definition (Alvarez 2015). Information literacy is a complex

term which has evolved over time, with initial definitions providing a list of skills, competencies and

characteristics which regarded information literacy in relation to education and as something which

could be measured and assessed. Such as the definition given by the American Library Association:
Knowing when they have a need for information, identifying information needed to address a
given problem or issue, finding needed information, evaluating the information, organizing
the information, and using the information effectively (Breivik 1998 p.7).

The understanding of information literacy has moved beyond a list of skills and is more recently
considered a social practice (Lloyd 2013 abstract). Lloyd considers information literacy through a
sociocultural perspective, as a ‘community in shaping the production, reproduction and circulation of
knowledge’ (Lloyd 2011 abstract).

The definition used in this research was selected for its relevance to this study and follows the
argument that information literacy depends on its context and the individual’s experiences. However,
due to teachers not being well aware of the terminology, they would be more comfortable with a
definition which lists skills needed for developing information literacy — as this connects with how
information literacy is presented within the curriculum which they teach. For this reason, the
definition from CILIP (2018) was selected, as it is comprehensive in explaining information literacy for
those unfamiliar with the terminology but develops it further than a list of skills and abilities and
provides examples of different contexts.

The most recent definition from CILIP describes information literacy as being the:
...ability to think critically and make balanced judgements about any information that we find
and use. It empowers us as citizens to reach and express informed views and engage fully with
society. Information literacy incorporates a set of skills and abilities which everyone needs to
undertake information-related tasks; for instance, how to discover, access, interpret, analyse,
manage, create, communicate, store and share information. (2018 p.3.)

Which succinctly describes the breadth and depth of information literacy and its importance in all
areas of life. All forms of information are relevant to information literacy; including verbal
communication, visually represented information, print and digital content (CILIP 2018). The necessity
for creating information literate people is that it is considered a human right by UNESCO and is a
crucial component of lifelong learning and societies development (CILIP 2018). CILIP further explains



information literacy in relation to different contexts, which are; everyday life, areas relating to
citizenship, education, the workplace and in relation to health (2018). Using different contexts to
describe information literacy reveals the complexity of providing a set definition. The use of contexts
to explore information literacy has been conducted in various pieces of research by Lloyd, who has
overseen case studies in specific work environments and views information literacy as being related
to its context (2008; 2010; 2011; 2013). Contexts in Lloyd’s research refers to work contexts, but also
to the context of social communities (2011). Arguably work contexts and social communities can be
difficult to differentiate between, depending on the relationships of research participants and
workplace dynamics.

The development of information literacy has also seen it become intrinsically linked to skills in
technology, as frequently it is through technical devices that information is sought, read, processed
and distributed (Bruce 2004). This creates a danger in only considering information literacy in regard
to ICT and digital literacy which narrows the importance and complexity of information literacy. Brevik
argues that information literacy encompasses all other literacies which are often associated with it —
such as computer literacy (1998 p23). It is essential that information literacy is considered more
broadly, than digital skills, as not all resources require digital access and they are as relevant.

Information Literacy encompasses the skills and abilities required for seeking, understanding and
using information, but to understand the term fully, the context must be considered, as well as ethical
considerations of the use of information and how it all connects to the personal development of
knowledge and understanding.

2.2 Information literacy in a secondary school context

Workplace and Academic information literacy are very different, indicating that context plays an
important role in, due to different motivations and purposes for obtaining and using information
(Inskip and Donaldson 2018). Abdi and Bruce (2015) explain the reasoning being that people are not
limited by workspace and will interact with people beyond this and use other resources which reach
across the whole profession. This can be applied to teachers, as they take part in school cluster
meetings and CPD events involving professionals from other schools, and therefore must be
considered in a broader context than their immediate workplace.

An aspect of information literacy which is poignant to the context of secondary schools is cross-
disciplinary knowledge, as teachers must be able to synthesise information from one context and
apply it to another (Kereluik and Mishra 2013). An example from one of the schools’ which participants
taught at, is that several of the social subject teachers were also given the role of literacy teacher.
They were able to apply their knowledge of information research, evaluation and analysis to teaching
a different area of the curriculum. However, Shenton and Fitzgibbons (2010) warn of the time and
effort teachers must exert when teaching a topic that is not within their area of expertise. This can
occur when teachers provide cover for other subject areas and teach a lesson which contains
information they are not familiar with. Teachers cross-disciplinary knowledge and information literacy
skills are beneficial for facing these challenges.

2.3 Teachers’ perception and understanding of information literacy

A key piece of research into teachers understanding of information literacy was carried out in New
Zealand By Probert (2009). Her results indicated that although teachers had some understanding of
information literacy, they tended to define it through literacy and reading, or through information and
ICT (Probert 2009). Similarly, Smith’s interviews of eight teachers in 2013 found that teachers were
unaware of the term information literacy and gave varied and inconsistent explanations of the term.
This implies that teachers have a partial understanding of information literacy and have not received
professional guidance on this term.



Linked to teachers’ understanding of information literacy, is their ability to demonstrate their
capabilities. Research by Alvarez (2015) on Spanish secondary school teachers indicated that teachers
had a high self-perception of information literacy and were successful in locating information.
However, they demonstrated poorer skills in evaluating information and did not practice this aspect
of information literacy as keenly as others (Alvarez 2015). Williams and Coles (2003) research on
teachers’ attitudes and skills in relation to how they conduct research, found that teachers had
problems with seeking and evaluating information. The teachers who participated in Williams and
Coles research, demonstrated less concern about sources validity, level of bias and credibility through
supporting evidence (2003). These studies on teachers’ information literacy skills and abilities indicate
specific areas which need further developed and supported.

2.4 Teachers’ CPD

Teachers are now faced with the challenge of possessing and teaching twenty-first-century skills which
are required for the changes in society. Research from Bennett and Anderson indicates that teachers
being able to adapt and willing to learn, are essential for schools thriving during challenging times
(cited in Geldenhuys and Oosthuizen 2015). Therefore, teachers should be active lifelong learners,
who are adapting to the changes within education and in greater society. CPD has become an
important focus of school reform initiatives, due to research which has indicated that the quality of
teaching depends on teachers’ motivation and willingness to engage with training and development
(Gorozidis and Papaioannou 2014; Geldenhuys and Ooshuizen 2015). Findings from Henri, and also
from Cass have concluded that teachers’ information literacy skills need professional development
(Probert 2009). However, Lloyd (2005) provides the view that information literacy is developed
holistically, through collective learning. This suggests that informal CPD can benefit information
literacy development and that it does not necessarily need to be formally taught to teachers.

The definition of CPD used which has been used within this research and given to participants during
their interviews comes from ATL the education union (2015), who consider CPD to consist of all
activities, formal or informal, that helps teachers develop their skills and knowledge, and enhances
their professional practice (p.1). CPD undertook by teachers, according to Day consists of ‘all natural
learning experiences’ as well as planned activities which will enhance the quality of teaching and
learning in the classroom (cited in Hustler and McNamara 2003 p.24). Such activities include;
mentoring, school improvement planning, attending school cluster meetings, peer observations,
studying, reflecting on lessons and group work (Geldenhiys, Oosthuizen 2015; Gulston 2010).
According to research from Caena, effective CPD should consist of; a basis in research with a strong
knowledge base, involve active learning, include feedback, have a specific focus, assist teachers in
developing the skills required to teach specific content (2011).

CPD can be considered as being formal or informal. Formal CPD referring to organised learning
activities such as school cluster meetings, school improvement planning and workshops. Some
researchers consider there to be limitations to formal, organised CPD events such as workshops.
Barber warns of the dangers of narrow-minded views of inset days which aligns with the argument
that for CPD to be effective, it should be teacher-centred and teacher-led (cited in Hustler 2003).
Geldenhuys and Oosthuizen’s research emphasise the importance of teachers’ involvement in the
planning, implementation and evaluation of CPD programmes which are offered, in order for CPD to
be beneficial (2015). Informal CPD refers to reflective learning, personal research and study and any
unorganised learning opportunity. Some research found that teachers’ informal learning activities
included, collaboration, reflection, researching information from sources and experimenting (Kyndt,
Gijbels and et.als 2016). However, formal and informal CPD is a scale rather than a strict categorisation
(Kyndt and Gijbels et al. 2016). Campana found that teachers tend to spend several hours a week
undertaking informal CPD, in the form of learning conversations with colleagues (cited in Macia and



Garcia 2016). According to Tafael and Fischer, what teachers seek from CPD, is the opportunity to
reflect on their teaching and to discuss and learn with their fellow teachers (2001).

Effective CPD occurs when teachers ‘are encouraged to take risks, try new strategies in the classroom,
and to report back and share with colleagues’ (Tafale and Fischer cited in Davis-Kahl 2003 p.313). This
approach suggests that action, reflection and collaboration results in effective CPD. Attending
workshops and events are only beneficial when further action is taken by teachers. Research on
teachers’ CPD highlights the limitations of teachers’ professional development being an individual
process, and of the involvement of experts providing workshops (Burbank and Kauchak 2003). When
teachers are put into a passive role, their professional development is limited, collaborative
approaches where ideas are generated are considered more effective (Burbank and Kauchak 2003).

Collaboration and reflection are key themes which have emerged from several pieces of research.
Reflection is a key component of CPD and to support this type of analysis on teachers' practice,
alternative forms of inquiry such as journals, peer observation and interviews would reveal areas
which need further developed or supported (Cochran-Smith and Lytle 1993; Gitlin, Barlow and
Burbank 1999). Collaboration between teachers has also been found to be an important factor in
pupils' achievement according to Moolenaar and Yoon (cited in Macia and Garcia 2016). CPD should
consist of a mixture of informal and formal practices.

2.5 Information literacy and lifelong learning

UNESCO'’s definition of information literacy claims that it is a prerequisite for participating effectively
in the Information Society and is part of the basic human right of lifelong learning (CILIP 2018). This
terminology emphasises information literacy as being a component of lifelong learning, which
arguably is part of all contexts in life and not confined to formal education. However, Armstrong
and Boden (2005) argue that although being reflective, and a lifelong learner, greatly supports
information literacy, it is not an actual component of it. They claim that it is not possible to develop
information literacy if you are not a lifelong learner (Armstrong, Boden et al. 2005) Despite the
differences in opinion on whether lifelong learning is a component of information literacy or not, they
believe that there is a connection between the two is shared by others.

Breivik’s model of information literacy provided early mentions of lifelong learning in connection to
information literacy (cited in Marcum 2002). This model demonstrated that information literacy helps
create active, independent learners (Breivik 1998). Bruce also made connections between lifelong
learning and information literacy, claiming that information literacy skills and capabilities underpin
the ‘higher-order cognitive and meta-cognitive skills like critical and creative thinking, problem
solving, informed decision making, communication and independent self-directed learning’ (cited in
Klebansky and Fraser 2013 p.105). Bloom’s revised taxonomy provides a classification of higher-order
thinking skills which are important for learning and have been referred to as ‘tools for thinking’
(Forehand 2010 p.51). This tool for thinking can also be used to assist teachers in creating lessons
which will require pupils to function at more complex, higher-order levels of thinking (Forehand 2010
p.52).

Continuous lifelong learning is connected to information literacy, according to Bundy, as information
literacy provides the construct for ‘learning how to learn’ which facilitates deep rather than surface
learning (Klebansky and Fraser 2013 p.105). Higher order thinking, lifelong learning and information
literacy are all connected and support each other. The American Library Association (ALA) issued a
report in 1989 which claimed that it was essential for teachers to be information literate so that they
can prepare students for ‘a lifetime of learning’ (Duke and Ward 2009 p.247).



Wurman describes the significance of information literacy education as lying in ‘its potential to
encourage deep, rather than surface learning, and in its potential to transform dependent learners
into independent, self-directed, lifelong learners’ (Probert 2009 p.5). This concept of information
literacy, as being connected to lifelong learning and deeper learning links to teachers’ CPD. Teachers
embark on lifelong learning when they enter their profession and are continually updating their
practice and developing their knowledge due to the continually and rapidly evolving educational
climate (Caena 2011). EU research on teachers' CPD shows the connection between a teacher's
commitment to continual learning and pupils' education (Caena 2011). It is further argued that to
achieve this objective, teachers must develop their own high-order thinking skills and must receive
effective opportunities for CPD (Caena 2011).

It has been demonstrated that there is a connection between information literacy and teachers’ CPD,
through the concept of lifelong learning. Both terms share overlapping themes in relation to higher
order thinking skills and lifelong learning. Barber argues that professional development should be
founded on ‘the idea of the teacher as a lifelong learner who is a member of a research-based
profession’ (cited in Hustler, McNamara, et. Al 2003).

2.6 Value of the proposed research

The importance of instilling strong information literacy capabilities in pupils has been well established,
and research has indicated that teachers present a prime opportunity for pupils to develop their
information literacy skills (Smith 2013). Therefore, exploring teachers’ own concepts and
understanding of information literacy is essential. Teachers’ information literacy is an area which has
been well researched however, the connection between their professional development and how they
continue to develop their information literacy, has not been as extensively investigated. Williams and
Wavell claim that teachers have unique teaching experiences based on their prior professional,
personal and academic backgrounds (2006). Similarly, this research is based on the concept that
teachers’ experiences of information literacy and perception of it will be moulded partially by their
prior experiences — from their educational and work backgrounds, as well as their current experiences
of professional development. This investigation aims to explore through the concept of individual
context and workplace context, to add to the research already conducted on workplace information
literacy.

3. Methodology

Qualitative research through the form of semi-structured interviews with teachers was the primary
method used for gathering data, due to the nature of the research being explorative in its attempt to
gather teachers' unique understanding of information literacy within secondary education and
examples of teachers' perspectives and practises of CPD, looking for connections between the two.
The interviews were closed with vignettes, which provided insight into which aspects of information
literacy participants believed as important to teach to their pupils. To provide a context to the
teachers' responses about information literacy during the interviews, a textual analysis was conducted
on key documents from Education Scotland to discover which elements of information literacy the
teachers were expected to teach.

3.1 Research design

The use of semi-structured interviews and vignettes was decided, as they would produce more
authentic and individual, personal results than the use of a survey. Although the use of a survey would
have resulted in a greater collection of data, the quality of this data would vary depending on the
length of time and effort participants put into completing it. During a semi-structured interview,
participants can be probed to talk further on an answer, or the conversation can move in an interesting



and unexpected way. The answers given are not pre-prepared and it allows for genuine opinions to
be shared.

The purpose of using vignettes in this research was that it allowed for a less invasive method of
exploring how teachers would teach research in the classroom, without requiring lesson plans or
lesson observations. This decision was made, as it would be easier to find participants who were willing
to take part in interviews and answer scenario-based questions, as it would take up less of their time
and they would not feel like they were being assessed and therefore more likely to respond truthfully.
Vignettes are most typically used in social research, as they provide a ‘valuable technique for exploring
people’s perceptions, beliefs and meanings about specific situations’ (Barter and Renold 1999).

The textual analysis was conducted on curricular documentation from Education Scotland, to gain a
broader understanding of information literacy within the Scottish education system. This analysis also
revealed what information teachers have been receiving on information literacy and what terminology
they are familiar with. This analysis was important for creating a context for the teachers' references
whilst responding to the vignettes.

3.2 Interviews

Qualitative research was conducted through semi-structured interviews with secondary school
teachers. The interview guide was prepared with a list of open-ended questions, along with definitions
of information literacy and CPD which were given to the participants to ensure that they agreed and
understood both terms. It must be noted that the definition of information literacy was given to
participants after they had been asked to attempt to define it themselves.

Teachers from local secondary schools were invited to participate in the interviews and from the
volunteers, a selection was made which included a variety of different subject areas and a range of
teaching experiences. Only a small number of teachers selected to take part, from two secondary
schools. However, they meet the criteria of teaching different subject areas and were considered
diverse enough to be eligible to take part in this research. In addition to five teachers, one Deputy
Headteacher was also interviewed, which gave a management perspective on information literacy and
CPD. This was not initially part of the research proposal and planning but provided an opportunity to
gain insight from an experienced teacher and to develop a clearer understanding of how CPD is
organised within that school.

The interviews were conducted in the participants' classrooms or offices, to help them feel relaxed
during the interview process and were conducted during either a free period during the school day or
after school had finished, depending on what was most convenient for the participant. They were
recorded and transcribed, having received permission from each participant.

Although conducting interviews resulted in the gathering of only perspectives from six teachers, it
allowed for more meaningful exploration, and over the course of the interview, it was clear that the
teachers were thinking deeply and reflecting on information literacy and how they conduct their CPD.

3.2.1 Interview questions

The interviews began with questions based on participants background facts and only required simple
shorter answers; with questions gradually building in complexity. Initially, questions focused on basic
information which had to be gathered, such as educational background, work background and current
teaching role. The questions gradually became more opinion based and more complex. The term
information literacy was not used until nearer the end of the interview, as it was suspected to be a
term which participants would not be familiar with. The interview process was kept as relaxed and
comfortable as possible for the teachers involved with the most invasive questions in the form of
vignettes being used to end the interviews.



Largely the same questions were asked of each teacher, with altered questions for the DHT.

3.2.2 Interview participants

To ensure anonymity the teachers were identified by the main subject that they taught, and the order
presented here reflects the order which the interviews were conducted. Background information
about their education and careers is given to provide a context for their interview answers. The
Computer Science teacher and Support for Learning Teacher both worked in the same secondary
school, likewise the other three teachers also all worked at the same school as each other.

3.2.2.1 Computer Science teacher

The Computer Science teacher is dual qualified and had previously taught Technology. She had studied
a bachelors and MSc in Architecture, followed by an MSc in Property Management, a bachelor's in
commerce and had worked as an Architect for fifteen years. Her final degree was an MSc in education,
which resulted in her career change to teaching, thirteen years ago. Initially, she taught technology
but had been teaching Computer Science for the last four years after a brief period working in Support
for Learning.

3.2.2.2 Support for learning teacher

The Support for Learning Teacher had been teaching for twenty years. She is a qualified English and
French teacher, having studied both subjects as an undergraduate and later receiving a degree in
French from a French University. After which she taught the English language to adults before
completing a PGDE in secondary education and becoming support for learning teacher.

3.2.2.3 Deputy Headteacher

The Deputy Headteacher had been in post for six and a half years, having previously taught Modern
Studies. He has 35 years’ experience as a teacher and entered the profession after completing a
degree in Modern Studies and Economics. Alongside teaching, he is an active trade union member and
of the Scottish Secondary Teacher Association.

3.2.2.4 Technology teacher

He had been teaching for 14 years, 9 of those years were teaching abroad in International Schools.
Before working as a teacher, he was a carpenter for 10 years and a construction site manager for three
years. Recently back from teaching abroad, he had been back teaching in Scotland for a year and a
half.

3.2.2.5 Science teacher

At the time of taking part in this research, she had been teaching for three years, including her
probationary year. Having studied an undergraduate degree in Biology, specialising in genetics, she
teaches general Science to S1 and S2 and Biology to all year groups. Before commencing her PGDE in
secondary education, she taught English abroad and spent a few years working and saving for her
qualification in teaching.

3.2.2.6 History teacher

The History teacher had been teaching since 2009 and had predominately taught history, whilst
teaching other social subjects to S1 and S2 classes. He is also qualified to teach core RME up to level 5
and spent last year on secondment in support for learning. His career in teaching commenced
immediately after graduating in history and education, which allowed him to move straight into his
probationary year.

3.2 Vignettes
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The use of vignettes allowed for participants to respond to fictitious situations, by answering what
they would do in such a situation. This proved useful for exploring teachers’ perceptions of
information literacy without relying on them already having formed a clear definition of its meaning.
This meaning can be explored and developed through their responses to the vignettes.

Vignettes have been described by Hughes as ‘stories about individuals, situations and structures’
resulting in an understanding of their beliefs, attitudes and perceptions (cited in Barter and Renold
1999). A similar definition is given by Finch who describes them as ‘short stories about hypothetical
characters in specified circumstances, to whose situation the interviewee is invited to respond’ (cited
in Barter and Renold 1999). For them to be effective, the stories used must be plausible and depict
realistic situations which will feel real to participants (Neff cited in Barter and Renold 1999).

To ensure that participants would engage well with the vignettes, situations which they are familiar
with were described. The storied used avoided depicting disastrous events and unusual occurrences
so that responses given provided relevant data to the research being conducted (Finch cited in Barter
and Renold 1999). A fine balance had to be struck between, providing a clear context and allowing the
scenarios to be vague enough to allow participants to provide their own additional factors (Barter and
Renold 1999).

There are, however, some issues in the use of vignettes when exploring participants definitions and
evaluations, as the scenarios used can influence their responses. Due to this issue, vignettes formed
the concluding section of the interviews.

Participants were asked how they would respond to situations and then if they have encountered a
similar situation before and if so, to describe it. The phrasing was important, as they should respond
with how they personally would react and not answer hypothetically how a person might respond. It
is important that they are asked after their first answer if they have encountered similar situations
before and not the other way around. This is to ensure that participants do not feel like they are being
judged or assessed.

The use of vignettes ensured that the participants would not feel like their teaching was being
assessed and was less invasive than lesson observations and looking over lesson plans.

3.4 Textual analysis

The textual analysis was an important element of this research, as it allowed for comparison between
participants understanding of information literacy and their CPD, with the guidelines and
documentation that is available to them from Education Scotland. This creates a broader perspective,
which is essential for this research, due to the small scale of teachers interviewed.

The textual analysis provided context for the teachers’ responses to the scenarios they were
presented with. They often answered by referring to specific examples of what they had previously
taught in the classroom, and the textual analysis further supported the information gathered.

3.5 Data analysis

3.5.1 Interviews

The interviews were transcribed onto word documents with the assistance of the online software
Transcribe (undated). Rom the transcripts keywords and phrases relating to the aims of this research
were searched for and then grouped under thematic headings to allow for patterns to be observed
and for different participants responses to be analysed and compared. The thematic headings were:
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information literacy understanding, confidence in information literacy practice, information literacy
development prior to teaching, information literacy development as teachers, relevance and
importance of information literacy, dislike of Wikipedia, CPD definitions, Forms of CPD and lifelong
learner definitions. This technique allowed for common themes to emerge and for comparisons
between teachers attitudes and understanding of information literacy, and methods of CPD to
emerge.

3.5.2 Vignettes analysis method

A different approach was used for analysing participants responses to the vignettes. Each scenario
was analysed independently, and summaries were written of all participants responses and from these
summaries’ comparisons were made by locating themes (Harding, 2013).

3.5.3 Textual analysis method
The following documents from Education Scotland were selected for analysis: Building the Curriculum
one, two, three and four, and the Experiences and Outcomes for levels two, three and four.

The textual analysis was conducted using the concept of open coding. Initially, all curriculum
documents were read through and a basic understanding of the terminology and phrasing of
information literacy skills was generated and used to help form search terms. These phrases were
searched for in the document using the Ctrl + F find function. However, these results needed careful
examination to ensure that they related to information literacy, by reading the context in which it
referred. For example, the search term ‘investigate' produced some results which could not be
included in this research, as it referred to scientific investigations, referring to experiments and
analysis of results. Arguably this is an analysis of information but does relate directly to information
literacy as defined within this research. For a thorough and accurate textual analysis, the whole range
of documents was initially read and the most relevant selected for analysis.

3.6 Literature searching

To meet the first object, a review of relevant literature which has been published in the last 10 years
(2008-2018), provided a background understanding of teachers’ CPD, perception of information
literacy and information literacy within a broader context. Older works were included when they
proved to be relevant and to show the progression in how information literacy has been defined and
understood.

Searches were carried out using Boolean keyword strategies and when suitable articles and resources
have been found; forward and backward chaining was used to find other related literature. This
proved beneficial when reading older literature and for checking sources referred to in an article.
Several types of literature will be included, such as; peer-reviewed journal articles, books, theses,
conference papers, annotated bibliographies, case studies, Education Scotland publications and
websites. The main search terms used were combinations of information literac*, teach*, CPD,
professional development, context*. Key texts were selected and from them, the majority of other
useful references were found.

3.7 Ethical Considerations

The most important ethical consideration for this research was ensuring the anonymity of participants,
which helped create trust during the interviews. No names are used to protect interviewees identities
and the names of schools are not given. The participants have been named by the main subject that
they taught, as this information was deemed important to the research. Work which involved listening
to recordings or referring to interview notes occurred in a private space and recordings and transcripts
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remain confidential and will only be available to Robert Gordon University for the purposes of
assessment if requested. After the submission and marking of the dissertation, the sound recordings
and transcripts will be deleted. A contract stating all the above was signed by the researcher and
participants, to ensure that the teachers would know what would happen with their personal details
and the recordings of the interviews.

4. Results

4.1 Interview results

4.1.1 Introduction

How CPD is defined, what activities count towards a teachers’ professional development and how
their CPD is measured varied across the interviews and was not always consistent with education
policy. Teachers professional learning is monitored by the General Teaching Council for Scotland
(GTCS), which requires teachers to undertake a minimum of 35 hours of CPD annually, as well as
undertake annual reviews and complete a professional update every five years (Scottish Executive
2003).

There are different Professional Standards which teachers self-evaluate against, depending on the
position of the teacher, these standards are; standard for full registration, chartered teacher CPD
which is for highly experienced teachers, CPD for Educational leaders which is for teachers who are in
a senior position and the standards for Headship which applies to Headteachers (Scottish Executive
2003). Teachers are also required to undertake an Annual Professional Review during which teachers
discuss with their manager or principle teacher the CPD they have undertaken and reflect on its impact
(Scottish Executive 2003). Every five years they must also complete a professional update which is
connected to teachers professional learning and annual reviews, as it is the submission of their record
of learning (GTC Scotland undated). The procedure which teachers follow is important for this
research, as it relates to how they understand and carry out their CPD requirements.

4.1.2 CPD definition

The definition provided by Education Scotland states that ‘A CPD activity is anything that has
progressed, assisted or enhanced a teacher’s professional practice and might include issues of
personal development as well as specific educational issues’ (Scottish Executive 2003 p.11). This
definition is very broad, as it mentions personal as well as professional development. However, all
participants agreed with the CPD definition read to them at the beginning of the interviews and no
queries or disagreements were raised. During the interviews, none of the participants mentioned any
specific personal development they were undertaking during their CPD, preferring to focus on
professional development.

4.1.3 Teachers’ understanding of CPD

Overall, participants focused on formal types of CPD far more than informal. Informal forms of CPD
were discussed briefly and not always in direct relation to CPD, but whilst answering questions about
information literacy.

CPD which was discussed during the interviews were: secondment to different teaching opportunities,
keeping updated on changes to courses and exams, attending in-service day workshops, carrying out
individual online research and watching educational videos, reflecting on their learning and training
in new technology. The most discussed form of CPD for teachers was in-service day workshops and
keeping up-to-date on changes to the curriculum.

Even when the interview was steered towards informal CPD, teachers were more vocal on the topic
of workshops and several were dismissive of some informal CPD, considering it as not officially
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counting as CPD. The History teacher gave the most varied response when asked to provide examples
of CPD, listing: in-service day workshops, keeping up-to-date on the latest changes and learning and
using new modes of technology such as teams on office 365 and GLOW connect
(https://glowconnect.org.uk/). The Science teacher also when asked to provide examples beyond
workshops and in-service day activities, mentioned the collaboration with colleagues which involved
trying out new experiments. She described the process of researching experiments, watching
demonstration videos on YouTube, and then gathering with colleagues to share their ideas and
attempt the chosen experiments. Collaboration and learning conversations were also mentioned, for
when she required guidance, she would “just go and ask one of the other teachers.”

The Technology teacher had a different opinion on learning conversations and explained that these
experiences would not be recognised as a form of CPD, as it could not be evidenced. He also discussed
how teachers would often converse about work matters and share ideas and areas of difficulty.
Although he considered this to be important, he did not consider it to count as CPD.

The greatest discrepancies in the understanding of CPD can be seen between the teachers and the
DHT who was interviewed. Despite all agreeing with the definition of CPD given at the start of the
interviews, all preferred to discuss formal CPD, such as workshops. This preference for workshops was
an issue raised by the DHT during his interview and also was raised in a government report from 2016
which found that teachers focused their CPD mainly on courses which they took.

The DHT however, gave wider examples of CPD and considered certain elements which some other
teachers dismissed as not counting as actual CPD. Examples being; watching YouTube videos on
educational content and reflecting on how this could be used to develop your teaching. Due to his
length of service as a teacher, the DHT was able to explain partially why some teachers would be
dismissive of informal CPD, and not crediting this as being as relevant or as important as attending
workshops and organised learning experiences. Historically, CPD was more rigidly assessed by
counting hours and providing evidence of what CPD had been undertaken, hence teachers liked
attending workshops as it provided this evidence and was easy to count the hours of CPD which had
been undertaken. The DHT described CPD as having gone through a change in mentality, as previously
teachers had to evidence the hours and what CPD they had undertaken. He was supportive of the
change in how CPD is recorded, as he stated, “it is the enquiry, it’s the considering things. Rather than
attending”. The DHT considered all the examples of CPD given in the definition to be equally valid as
forms of CPD. He stressed the importance of reflection on learning and development, rather than the
attendance of training. He also spoke of having actively discouraged teachers from attending
workshops which will not be beneficial to them and to think carefully about whether a training event
is actually always the best way of enhancing their teaching practice.

The Computer Science teacher also spoke more broadly about CPD when she talked about her role as
a mentor to probationary teachers. Prior to that point, she had focused her examples of CPD heavily
on workshops. However, like the DHT, she was happy to discuss how she helps guide probationer
towards the form of CPD which could help them develop a targeted area of their teaching; by selecting
appropriate reading materials, “Like give them books to read, videos to watch, whatever courses to
go on. You know, it is a bit more supported than just your own individual thing.”

Despite considering workshops to be their main form of CPD, teachers discussed the limitations of this
form of CPD, due to it often not being directly tailored to their developmental needs. The Technology
teacher referred to the contrived nature of discussing what their professional development areas may
be, due to teachers only being able to go on available workshops. This was a valuable point which was
also raised by the Computer Science teacher. Although this is a valid point, neither mentioned the
possibility of undertaking other forms of CPD to assist in the areas which they felt could be developed
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further. The limitations of workshops and courses were also discussed in the qualitative research
conducted by the government, who concluded that one-off courses resulted in the least impact, as
teachers found it challenging to apply what they had learnt to their own classroom practices (Black et
al. 2016).

The formality of the professional learning process for teachers explains to an extent some teachers
understanding of CPD, as they are concerned with how to evidence their learning experiences. The
government report did note an increase in professional development which involved professional
dialogue, reading and reflection, although the report found this result to not be entirely reliable as
they suspected that this indicated an increase in recording of this forms of CPD, rather than an increase
of these forms of CPD (Black et al. 2016). The teachers interviewed did mention reading, conversations
with colleagues and demonstrated reflection, however, they did not seem as concerned with these
forms of CPD and had to be encouraged to discuss other forms of CPD, beyond workshops.

4.1.4 Importance of CPD

All teachers shared the feeling that CPD was important for all teachers, no matter what stage of their
career. One participant admitted to the feeling of reluctance at times to complete CPD, due to
workload but spoke of its benefits and how it was essential. The participants linked CPD with keeping
up-to-date with current pedagogical practices and changes made by the SQA (Scottish Qualification
Association) and the necessity of knowing current information within education. The process of
Professional Review and Update is considered essential for providing guidelines and framework for
teachers to identify their CPD needs (Scottish Executive 2003). Teachers in the interviews stressed
how important it was for the workshops and in-service day events that they attended, being related
to their specific needs. The Computer Science teacher and Technology teacher both mentioned the
negative impact compulsory attendance to certain CPD events can have on teachers when the learning
intentions are irrelevant to the CPD needs they had identified during their annual review and
professional update. The Computer Science teacher complained of one such incident being an outdoor
learning course all teachers were obligated to attend. Although she did not object to the notion of
outdoor learning she felt it was irrelevant as she stated, “I'm never going to be allowed to do it so why
am | doing this course?”. This issue of choice and relevance was also raised in a government report on
teachers which found that professional development was being overly driven by National and Local
Authority priorities, instead of the needs identified by individual teachers (Black et al. 2016). The
consensus from both the interviews and government report being that CPD was extremely important
but only when relevant.

4.1.5 CPD and lifelong learning

All the teachers who were interviewed expressed strongly that they were lifelong learners. The History
teacher emphasised that “lifelong learner is something that is just natural. Everybody is doing it.”.
Similarly, the support for learning teacher explained, “everyone is a lifelong learner”.

The importance of continual development and learning as a teacher was a belief held by all. The
Computer Science teacher expressed the concern that: “it is very easy, especially in teaching to just
sit back and do nothing and then one day you wake up and you haven't a clue what is going on around
you because it is changing”. The fast-pace of education was felt by all participants, and therefore this
forms a key component of the CPD which they undertake. The Support for Learning teacher also talked
about the need for teachers to be self-sufficient, as they receive very little guidance when starting a
new post/job role. This self-reliance meaning that they must be able to find out information from
different sources, including communicating with colleagues, research and reflection. Overall, it was
unanimously agreed that teaching is a lifelong learning experience.

4.1.6 Teachers’ definitions of information literacy
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All participants were asked to try and think of a definition, and some characteristics they would assign
to the term information literacy before they received the definition given by CILIP.

Each teacher interviewed responded uniquely to this question, and some understood the question as
being specifically related to within teaching. The Technology teacher interpreted in relation to
teachers’ information literacy:
You have to think outside the box. You have to have the ability to absorb a lot of information
but then, more importantly, refine that information into a condensed form that you can use
effectively in the classroom.

This was in align with the concern and emphasis he placed on teachers’ time-limits and need to
prioritise their workload. Being able to consume information quickly and convenient was important
to him. The other teacher who strongly related their answer to teaching was the History teacher who
used examples from his teaching experience to elaborate on his definition. However, he also gave a
broader definition as well, defining information literacy as being able to make sense of information
and knowing where and how to find information. Knowing where to go for information was also
discussed by the Computer Science teacher, who defined an information literate person as someone
who “knows where to look for information, knows who to go to find it”. The support for learning
teacher responded similarly with: “Somebody [..] who don't know the answer but who can try
different routes to find out something”. The participant who gave the most accurate and in-depth
definition was the Science teacher who defined it as:

Somebody who can identify what information you need to find and then actually go and look

for it. Decide if, once they have found something if it is reliable and sort of accurate and

actually valid to what they are doing.

They all were able to define the basic concept behind information literacy and link it to their teaching.

4.1.7 Teachers’ perspective on their Information Literacy

When asked to provide an example of research they have conducted for work or for leisure and to
evaluate the success of this research, all participants expressed confidence in their searching ability to
varying degrees. Presented here in descending order of confidence and the level of complexity of their
research, starting with the participant who demonstrated the most confidence and complexity of
research skills.

The Science teacher expressed the most complex research skills in the example she provided and was
very confident in her information literacy ability, due to her recent experience of using databases for
research whilst writing an essay for her MSc in Education. She described the process of having to
narrow down the information she found, as there were lots of articles available on the topic which
she was searching for information on - literacy and travellers. Her technique for doing this was to
evaluate the articles, based on who had carried out the research, looking for names she had heard of
and by checking their references. This kind of research and development of her own information skills
resulted in her being confident in speaking about her research abilities and able to demonstrate how
she uses these skills. However, she also talked about how high school had not equipped her for the
challenges of research at university, and how she felt it was only whilst studying for her MSc she truly
developed this confidence.

Also demonstrating confidence in their information literacy abilities, was the History teacher who
elaborated on the numerous occasions and frequency which he had to undertake research as a
teacher and also particularly because of the subject he teaches being history which requires the ability
to source and evaluates sources carefully. He answered as being satisfied with the information he
managed to find and evidenced this through the example of work he has had to research on dyslexia
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being submitted to the Prince’s Trust which was considered satisfactory by them. He commented that
his research was continuous and that he was still digging for information. Over time his research
process may become more complex, the further his research goes. Similarly, the Computer Science
teacher would have been able to give many examples of research and demonstrated confidence in
how she discussed specific research engagement and how it was very deeply embedded into her work
as a teacher.

The Support for Learning teacher provided examples of searching for information on attachment
theory, which was relevant to her work and also her personal research into the best diet for cats,
particularly whether chicken is good for their health or not. She was confident in the information she
found on attachment but was less certain of the quality and reliability of the information she had read
on cat food. She demonstrated skills in evaluating the reliability of a website by questioning its
reliability as she was unsure of who had actually written the information on the website and whether
they might be biased and not giving impartial information to try and sell a product.

The Technology teacher gave an example of professional research that he was required to undertake
as part of a course he was completing. Although he was not directly asked how happy he was with the
information he managed to find, he demonstrated the success of this research by explaining how
beneficial he had found the information and wishing he had known this information whilst he had
been in a management position. This clearly demonstrates that his research was successful, and he
was confident that his sources were relevant and reliable.

All of the participants realised the frequency in which they conducted research and considered it key
to continuously developing their teaching practice. Some were able to talk about specific techniques
they used and demonstrated specific skills such as evaluation of sources.

4.1.8 Information literacy development from prior experiences

Participants discussed how they had developed their information literacy, with all referring to their
time studying at university. However, they all had different experiences of how effective they found
their time at university being, for their information literacy development. The Support for Learning
teacher spoke about her research at university being book based, as it was before the internet and
computers were used for researching information. Having studied in France, she also had experienced
difficulty in searching for information as whilst using the university library the requests for a resource
had to be made to a member of library staff.

The Science teacher was reflective on the information literacy skills she had developed through her
undergraduate in Biology and considered herself successful in the technical aspects of searching for
information but poorer at analysis. She described her bad habit of highlighting whole sections of
information and not being as careful to only highlight the key information. Her ability to think critically
about which aspects of information literacy she is strongest and weakest in demonstrated her overall
awareness of information literacy. Interestingly the History teacher also spoke about developing his
research skills at school and credited his skills to having studied history at school and then university,
recognising how the research skills he developed as a historian as being transferable skills.

The Computer Science teacher felt that she had largely developed her information literacy skills from
her time at University, particularly during her postgraduate courses, stating, “and it was only when |
was studying at that level that | really kind of got any sort of input or training into how or experience
or how to be information literate.”

However, the Technology teacher was the only participant who felt that he had not formally received
any specific support to develop his information literacy skills and claimed that it was always “make it

17



up as you go along”. He described teachers as being the type of people who have it “pretty much
ingrained [...] without the training”.

Overall, the participants apart from one, felt that studying at university had instilled skills and
enhanced their ability in information literacy. Although one did feel that some of her information
literacy skills learnt from university were not as current, as it was before the internet.

4.1.9 Should they have CPD in Information Literacy?

Although the teachers were confident that they are information literate, they did not consider
themselves to have received any guidance through their teacher training or CPD, to develop skills in
this area. Some argued that teachers should already have well-developed information skills from
completing an undergraduate degree. The Technology teacher had stated that it is “something that
we actually have | think deep down already”.

Some, like the Science teacher, thought that an optional refresher might be beneficial for some.
Similarly, the Support for Learning teacher, although initially dismissive of the idea of teachers needing
any guidance, changed her mind, considering that just because teachers are managing without
support does not mean they should not receive support — “So maybe it would be good to have some
kind of guidelines or something”. She formed the argument that teachers have had to develop their
own information skills as they are expected to teach pupils how to conduct research. The History
teacher considered information literacy to be something which teachers were already developing with
their classes and considered the main benefit of teachers receiving training in it, would be that it helps
them formally recognise what it is they are teaching pupils and gives a name to what they are already
doing. He claimed, “I imagine that most teachers are naturally doing it already”. The Science teacher
also explained that it would be assumed, that as a teacher, you must already be information literate
as you have a degree plus a teaching degree. She expressed the opinion, “if you don’t know how to
do it by now, you are in trouble”.

Due to having attended university, the teachers expected this to have provided them with enough
information literacy skills to not need further CPD opportunities to develop information literacy.
However, some expressed the opinion that it may be beneficial and would be more of an optional
refresher course for those who feel they could benefit from it. This aligns with participants discussion
of CPD being conducted on their individual requirement needs, therefore in theory, other teachers
may require further support in developing their information literacy.

4.1.10 Relevance of Information Literacy

The teachers who were interviewed, all expressed the belief that being information literate was
important for modern society. They spoke about how researching and using information was
something which was constant within their lives and therefore constant for pupils also. The Support
for Learning teacher claimed, “well actually | do it all the time” and about using technology such as
her mobile and the internet, as a readily available way of searching for information.

The History teacher lamented the issue of adults as well as pupils not using reliable sources of
information. The example he gave involved the film Braveheart to argue points about Scottish history
and the life of William Wallace, and how even adults sometimes use the film for historical information.
He argued the point that “we have quick access to all this information and yet we seem to take a lot
of it too much for granted and so being as you say, information literate, | suppose is a very important
aspect”.

The Science teacher spoke about the particular importance of being information literate for senior

pupils (S5 and S6) as they have to conduct research and use sources of information for report writing
whilst referencing their sources. A key skill which they need to develop is the ability to locate the key
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bits of information they need from a source and to be selective. She gave an example from how she
guides pupils through this process - “ok so this is a good article, you are not going to understand this
section but that is ok because you don't need that section. Make sure you understand these bits and
then you can use it.” Instilling information literacy in his pupils, through enquiry-based learning, was
an issue raised by the Technology teacher. He claimed that pupils were struggling with enquiry-based
tasks he gave them as “it is a concept that is completely alien to them because they are so used to
being given the information”.

In none of the interviews, were the participants asked about fake news or to give examples from real
life of issues which relate to information literacy. However, all apart from the Science teacher whilst
answering various questions brought up fake news, demonstrating their ability to connect the
discussion about information literacy to life skills and lifelong learning. This suggests that teachers are
already concerned about information literacy and considering which skills are essential for instilling in
their pupils. The History teacher claimed that due to fake news: “it is more important than ever today,
that you analyse where that piece of information came from and whether or not it is reliable.” The
Computer Science teacher actually discussed a lesson she does with second-year pupils on the topic
of fake news, as she considers this to be a relevant and important factor and also an engaging way of
teaching the purpose of evaluating sources.

4.2 Vignette results

4.2.1 Introduction

Three different scenarios were presented to the participants, with the purpose of exploring their
perception of information literacy within secondary education and which aspects of information
literacy they consider to be relevant and important.

4.2.2 Scenario 1

Scenario One presents a teacher introducing a new topic to his class by asking them to undertake
some research on the topic as homework and to come to class with a few facts within the area of the
topic. The purpose of this scenario is to find out what the participants would provide as guidance to
their class on undertaken a basic but very broad research task like this. The responses indicate what
the participants consider as essential skills to have for information literacy and how much help they
think pupils would require. Such as would they expect pupils to need any guidance, or would they
want to provide information sources to look.

The Science teacher gave an example using the topic of renewable energy, which is part of the
curriculum she teachers. She explained that she would provide guiding questions for their research,
to give them a focus, otherwise the information they might gather, could end up being inaccurate.
However, she was happy for pupils to search the internet freely for information, as it would generate
interesting discussion. For example, some might get their information from companies advertising
services and this could form a discussion on evaluating sources of information.

The Computer Science teacher also responded to this scenario by giving a specific example of some
research she undertakes with S2’s on fake news, which has the purpose of getting pupils to think
critically about information. The pupils are tasked with finding out if a piece of sensationalist news is
true or not and from this will learn how to assess their information. She also discussed teaching them
how to form search terms, as she finds pupils do not think carefully about what they type into search
bars.

The History teacher spoke the most about how much preparation would be required for pupils to

successfully be able to complete this task. He spoke about creating a worksheet which would detail
research methods and how to effectively use Google. Also differentiating for those who need more
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support, by giving examples of reliable websites. However, he would want the pupils to find
information from different websites, so that they develop enquiry skills. He claimed it would be too
easy for pupils to be given a website to just copy information from. He would use this task to develop
critical thinking, asking pupils if sources are reliable and how have they assessed them on reliability.
The Support for Learning teacher admitted that it would depend very much on pupils’ abilities, on how
much guidance they would receive. Sometimes providing websites to use for the information would
be required otherwise, guidance on how to assess information for reliability and quality would be
enough and required before pupils could undertake their research.

Taking a different approach to the other participants, the Technology teacher emphasised informing
the pupils of all the different sources of information available to them, including using the library and
asking friends and families for information, as well as the expected Google. He would want them to
try and gather from multiple sources and would give an expected time frame, as he was aware that
pupils could spend many hours hunting for information.

4.2.3 Scenario 2

The next scenario builds upon the first and requires the participants to justify why information literacy
skills need taught, instead of allowing pupils to search without guidance. The purpose of this scenario
is to check the level of importance and relevance the teachers' place on research skills and to what
degree it is required to be taught by them.

The Technology teacher approached this scenario, realistically, as what would most likely cause a pupil
to argue that they don’t need help to complete this task. He would emphasise that this will build upon
the knowledge they already possess, and the teacher should continue as they had planned, in teaching
research skills. The Support for Learning teacher also responded that it would be essential for pupils
to receive guidance, particularly the pupils that she supports. She mentioned tools and resources
which help simplify webpages for those on the autism spectrum or have ADHD. The pupils have some
internet skills, but they will mainly be on gaming websites and not specifically relating to enquiry skills
which would help them complete the task set in the scenario.

Agreeing with this argument about pupils’ ICT skills, the History teacher explained that he would
expect them to be able to use a computer for research but that their search techniques would not
necessarily produce the best search results. He would also want the pupils to consider other sources
of information such as books or depending on the topic, perhaps speaking to someone who is
knowledgeable in that area. The example he gave is asking someone who had seen 9/11 on the news,
rather than reading accounts from the internet.

The Science teacher responded from a different angle, stating that she could expect them to be
competent in finding information and judging it, as they are being taught these skills regularly. The
Computer Science teacher agreed that pupils would likely consider themselves already competent but
are not as much as they believe. She considered some enquiry-based tasks she has given S2 pupils
“around the world in 80 clicks” and discussed the challenges pupils had in answering questions set by
their teacher.

4.2.4 Scenario 3

The final scenario revolves around the marking of the homework and asked the teachers to consider
how they would want the information presented. Would they find it acceptable for pupils to merely
find the information and copy it, or would they want to ensure pupils understanding of information
by ensuring that they have not plagiarised?
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All participants responded to this scenario by saying that they would either refuse to mark the
homework or would reward a zero and were concerned to varying degrees over the issue of
plagiarism. The Technology teacher considered plagiarism to be an important issue and stated that
pupils should be instructed not to merely copy and paste. This displays that he is concerned with pupils
synthesising information, although he mainly talked about the issue of plagiarism, as opposed to
ensuring that pupils have understood the information which they have found.

Although the Science teacher also said that she would mark the homework as receiving zero credit,
she spent time explaining why she would want pupils to not copy and paste. The Science teacher
described the process of “analyse, reformate and try and add something to it” and spoke of putting it
into different contexts when appropriate. She related these information skills to how pupils memorise
scientificinformation, and how this is only beneficial if they can apply this information to the questions
they are asked — which might be in a different context. The History teacher was also concerned with
plagiarism, but it was linked to his concern over the missed opportunity to develop understanding,
and he would refuse to mark the homework due to it not really being the pupils' work. He was
concerned that copying and pasting do not demonstrate understanding - “But it is important because
if you are copying and pasting, you are not information literate, you are just seeing”. His argument
was that the process of rephrasing the information would mean that pupils are more likely to retain
and remember it. He considered being able to find relevant information, as not demonstrating
information literacy fully, as understanding and using the information correctly was also of
importance. The Support for Learning teacher was much less concerned with plagiarism and more
with pupils lacking the confidence to synthesize the information. She felt that pupils will not want to
rephrase something which has been well written and may struggle with analysing it for the key
information, saying’ “to take out the key meaning from it. It is a difficult skill | think”.

The Computer Science teacher mentioned plagiarism the least, as from her experiences teaching, she
would correct the pupil and point out their error in copying pasting someone else’s work. Instead, she
spoke about the application, read and write chrome and its highlighting function which helps pupils
pick out key information from digital resources and then groups the highlighted sections. This feature
helps them make sentences from the key points of a text and emphasise the skills of selecting key
information and rephrasing to ensure understanding. All participants considered copying and pasting
to be unacceptable and as something which they would discourage pupils from doing.

4.3. National curriculum analysis

4.3.1 Introduction

In order to provide context for the teachers who were interviewed, and to develop an understanding
of how information literacy relates to their teaching, textual analysis of the curriculum has been
included in this research. The Curriculum for Excellence consists of several key documents for teaching
and supporting documents which examine concepts relating to the curriculum. For this research: the
Building the Curriculum documents, and the Experiences and Outcomes were analysed to discover
how the curriculum approaches the teaching of information literacy. The experiences and outcomes
is the key document which supports teachers in planning and delivering the curriculum (Scottish
Executive 2017). Experiences refer to the learning experiences which are designed to develop
attributes and capabilities and the outcomes represent what is achieved through the learning
experience (Scottish Executive undated). The curriculum has been grouped into eight curriculum
areas, which are: expressive arts, health and wellbeing, languages, numeracy and mathematics,
religious and moral education, sciences, social studies and technologies. As well as the following
curriculum areas which are considered to be part of pupils’ broader education: health and wellbeing
across learning, literacy across learning and numeracy across learning. Documents which explain
important aspects of the curriculum design are the five Building the Curriculum documents, which
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consider the following aspects of the curriculum: the structure of the curriculum, active learning, skills
for learning, work and life, and a framework for assessment.

Within these curriculum documents, certain sections were not included in the textual analysis as they
were not considered relevant to this research. Classical languages and Gaelic were not included as
these subjects are not taught in any of the schools, where participants taught. The experiences and
outcomes of these two subjects covered the same skill development as either English and Literacy or
modern languages. Also, not included were the Roman Catholic experiences and outcomes as they are
only relevant to Roman Catholic domain schools. Early and first level Experiences and Outcomes were
not included in the textual analysis as they are aimed at primary level and not relevant to secondary
teaching.

4.3.2 Information Literacy within the curriculum

Before commencing research, a brief read through of the curriculum was undertaken, to provide
context and a general understanding of teaching and learning in secondary schools, which revealed
that the term information literacy did not seem to appear in the documentation.

The following list of abilities of information literacy was used as a basis for analysing the content of
the curriculum documents for evidence of information literacy, ‘how to discover, access, interpret,
analyse, manage, create, communicate, store and share information’ (CILIP 2018 p.1).

Although the terminology was different, information literacy proved to be across most curriculum
areas, but under the terms of research and enquiry-based learning. The most common terms relating
to information literacy which were found within the curriculum were: ‘research’ and ‘investigate’.

Due to the term information literacy not appearing in the Curriculum for Excellence documents which
were analysed, it is not surprising that it was not a term which any of the participants were familiar
with, apart from the Science teacher who had explained she was aware of the term, as it was
mentioned in documents she had read during her MSc in Education.

4.3.3 Information Literacy within Curriculum Areas

The term information literacy does not appear within the Curriculum for Excellence, despite the
numerous occurrences of researching information, analysing sources, and the presentation of
information. Information Literacy under different terminology appears throughout the curriculum for
excellence but appears most frequently in the subject areas of Literacy and Social Subjects.

Those who teach social subjects must cover the selection of sources, evaluation of sources,
comparison between different sources, critically analysis of information and use the information to
form arguments and provide evidence. Within social subjects, they focus on developing analyses and
evaluative skills which relate to information literacy.

Literacy across the curriculum teaches broader information literacy skills such as taking notes from
sources of information, identifying and selecting relevant information from a source, evaluating
information, summarising, distinguish fact from opinion, and using information in different contexts.
These skills are the foundation for information literacy and are transferable abilities which will be
needed broadly across the curriculum.

However, some areas of the curriculum do not specifically teach information literacy skills. The

following subject areas covered information literacy the least: Expressive arts, Modern languages and
Mathematics.
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No explicit references were made to information literacy skills within the curriculum area of Expressive
Arts. Mathematics only had two experiences and outcomes which mentioned researching
information. However, numeracy across the curriculum had eight. The next curriculum area which
mentioned terms relating to information literacy the least was modern languages, which only had four
references. The experience and outcome MLAN 4-09a requires pupils to undertake research, and in
MLAN 2-12a/3-12a/4-12a requires them to use reference materials. Although these subject areas do
not contain many experiences and outcomes which relate to information literacy skills, those who
teach these subjects may be required to teach elements from literacy, health and wellbeing or
numeracy across the curriculum.

4.3.4 Information literacy and higher order thinking

The connection between information literacy and higher order thinking skills, as described in Blooms
revised taxonomy, was discovered through the analysis of the building the curriculum documents. In
the Building the Curriculum Documents, references are made to information literacy skills and how
important they are for pupils developing higher cognitive abilities. Synthesis of information is prized
as being key to higher order capabilities within Building the Curriculum one, as pupils will be taught
how to ‘interpret evidence to create meaning’ (Scottish Executive 2010a p.14). Depth of learning is
one of the seven principles of the curriculum’s design, and one example of depth in learning refers to
more complex understanding and application of information, as opposed to the mere acquisition of
facts (Scottish Executive 2010b). This signifies that the curriculum design wants pupils to be able to
analysis and synthesis information, even when it is presented to them by their teachers. One of the
key areas where investigation and research projects occur is during interdisciplinary learning that will
cover different areas of the curriculum and focuses more on skill development than knowledge
development (Scottish Executive 2008).

One of the main objectives of the curriculum for excellence is to prepare pupils for their future and
life beyond secondary school. In order to prepare pupils, they are taught how to make informed
choices and decisions based on information (Scottish Executive 2008). They will be taught how to plan
for their future by using information to consider their work and educational pathways (Scottish
Executive 2009). Researching information on future pathways is developed in the health and wellbeing
area of the curriculum. Information literacy appears within the curriculum documents both as specific
skills development and more broadly in relation to higher order thinking and life skills.

4.3.5 Conclusion

Although the term information literacy does not appear in any of the curriculum documents which
were analysed, the skills and abilities which partly define information literacy appear in most
curriculum areas. The fundamental skills of; summarising information, note taking and sourcing
information appear within literacy. The following phrases relating to information literacy appeared
during analysis: research, identify sources, compare and contrast, interpret, sum up, identifying key
points, make informed choices, support with evidence, use information for different purposes, show
understanding, distinguish fact from opinion, recognise bias, investigate, evaluate information,
analyse information, present information. The Scottish curriculum clearly requires information literacy
to be taught, despite not acknowledging this by grouping and naming these skills and capabilities as
being information literacy.

5. Discussion

From this investigation, it can be established that teachers were unfamiliar with the term information
literacy. However, despite being unaware of information literacy, teachers demonstrated an
understanding of the core elements of information literacy and recognised it as an important life skill.
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It was also clear that teachers were not being supported in developing their information literacy
through CPD, and that they were not fully comfortable with informal CPD.

5.1 Information literacy

The results on teachers understanding of information literacy were only partly similar to those from
Probert (2009) study which found that teachers were unfamiliar with the term information literacy
and defined it through either literacy and reading, or literacy and ICT teachers’ definitions of
information literacy. The History teacher had broken his definition down into literacy and information
but none of the participants followed the same pattern of definitions as found in Probert’s study.
Several participants also mentioned a wide variety of sources of information which did not require
digital technology, such as verbal communication and printed resources.

The investigation also attempted to gather information on teachers’ confidence in their information
literacy by asking about specific examples of research they had conducted. Alvarez (2015) research on
Spanish secondary teachers found them to be confident in their information literacy abilities, for
finding information but not as skilled at evaluating information. This investigation found teachers to
be confident in searching, with several participants demonstrating strong skills in evaluation.
However, it is difficult to assess teachers’ information literacy abilities, as this data is based on
participants self-reflection which may be biased or inaccurate.

Participants either directly discussed the issue of teaching other curriculum areas, or it was evidenced
through their description of the various subjects they teach. Although they did not discuss the use of
transferable teaching skills to assist them in teaching other subject areas, this is an educated
assumption which can be made. Kereluik and Mishra’s (2013) research has demonstrated the need
for teachers to synthesise information and transfer it to different contexts. Due to the participants
being confident that they are information literate, they will be practicing the synthesising of
information and using it in the different lessons that they teach.

Overall, participants demonstrated a basic understanding of information literacy and its importance
as a 215 century skill. The results mainly agreed with previous research into teachers’ understanding
of information literacy.

5.2CPD

The results of this research did not fully align with results from similar studies. Some of the teachers
and particularly the DHT felt that workshop event which heavily focused on the sharing of best practice
to not always be beneficial. The DHT complained of CPD workshop events where the main activity was
sharing best practice, as sometimes it felt like he was not learning anything new. He joked about
feeling like a focus group, where the company organising the workshop would take the teachers
discussions and use it for future workshops. Some participants expressed the desire for receiving
guidance and wanted more than discussion groups. Although it is not believed that the participants
would want to be in passive roles for their learning and development, the results cannot be concluded
as agreeing with Burbank and Kauchak’s research which considered collaborative approaches as being
very effective (2003).

Similarly, Tafael and Fischer’s research concluded that teachers particularly benefit from learning
conversations with their colleagues as part of their CPD (2001). However, participants in this research
did not discuss learning conversations as one of their main forms of CPD. In fact, the Technology
teacher argued they were not part of his CPD, although he did spend time discussing issues relating to
his teaching practice with colleagues and sharing advice and ideas with each other.

Despite some differences in results from this investigation and other research, teachers all expressed
the importance of their CPD being tailored to their specific developmental needs. Geldenhuys and
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Oosthuizen’s (2015) research supports the argument formed by participants in this investigation, that
CPD must be relevant to their development needs otherwise, it becomes a fruitless exercise.

6. Conclusion

The investigation found that although teachers were unfamiliar with the term information literacy,
they recognised its importance and considered it as something which they taught to their pupils.
Teachers demonstrated a basic understanding of information literacy and could consider skills
associated with it which are needed for education and everyday life.

From this research, it can be concluded from the data gathered, that teachers felt confident in being
information literate and that their information literacy had been developed during their time as
students at university. They were confident in their abilities to search for information, with some
demonstrating skills in evaluation. They were also aware of current issues in information literacy, such
as fake news and considered this important for ensuring pupils learn to evaluate sources of
information. All discussed a mistrust of Wikipedia, considering the online encyclopaedia to be
unreliable, and actively discouraged pupils from not using it. However, none mentioned the possibility
of using the references provided by Wikipedia articles to check if the information was reliable. This
demonstrates the missed opportunity to teach pupils more advanced information literacy skills, such
as checking the reliability of information by examining the sources references.

Due to participants confidence in their information literacy, they did not feel they would require
support or further opportunities through CPD to develop their information literacy. Although the
participants were receptive to the suggestion of teachers receiving support beyond their period of
study at university, none were strongly in favour as they expressed the opinion that teachers should
already be information literate, as they are required to teach these skills to pupils. They felt that all
teachers would have to be sufficient in these skills in order to qualify as a teacher. There was some
discussion from participants on their own research practices, with all believing they are sufficient in
this area and some demonstrating evaluation thought processes.

However, none of the participants considered the possibility of developing their information literacy
through other forms of CPD, beyond that of a taught workshop. They all claimed to have no support
or guidance available to them on how to improve their information literacy. Overall, participants were
reluctant to discuss informal CPD and were not as confident in their assertion that all the examples of
informal CPD were as valued. Although aspects of informal CPD such as learning conversations,
collaboration with colleagues and research assists teachers’ development of information literacy, it
was apparent that teachers did not recognise this connection. Their preference for workshops and
organised events was strongly felt from the interviews.

It is therefore difficult to ascertain the extent to which they were developing information literacy
through their current CPD beyond discussion of non-having attending workshops on information
literacy. Some teachers did not consider learning conversations with fellow teachers to count as CPD
and reflection were also not discussed by any of the teachers. Due to participants uncertainty and
disengagement with informal CPD practices, it is not possible to conclude fully on whether they are
developing their information literacy through their CPD.

From this study it is suggested that CPD on information literacy could benefit teachers as long as it is
connected to classroom practice and teachers can go away and link it to the area of the curriculum
they teach. It would be important to also develop teachers’ information literacy skills so that they can
conduct their own research more effectively, being able to gather relevant and reliable information
efficiently. Despite participants overall confidence in being information literate, the data gathered
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demonstrates that further work can be undertaken to support teachers and to demonstrate how they
can further improve their information literacy.

6.1 Limitations of the study

There were several limitations of this study and methods of improving the quality of the data gathered.
The number of participants ideally should have been higher and the opportunity for follow-up
interviews to examine answers in more depth and detail would have produced more accurate and in-
depth findings. Further examples of teachers CPD practices and examples of research they undertake
would have resulted in the collection of more reliable data. Due to participants disengagement with
informal CPD, some results are inconclusive. Although participants were directly asked about informal
CPD, with examples given, discussion focussed heavily on workshops and events.

The methodology chosen was arguably not the preferred for this type of research, as
phenomenography would have resulted in more accurate and detailed results. Such as the
Phenomenography approach as carried out by Mark Forster in his research on nurses’ information
literacy, would be beneficial in helping to further understand the different type of personas teachers
have in relation to information literacy (Inskip and Donaldson 2019). Closer examination of exact word
choice would create a very detailed analysis of participants understanding of information literacy.

6.1 Recommendations

The recommendations for further research into secondary teachers’ information literacy and CPD
practices would be to cover a larger geographic area of Scotland with the use of a survey, as well as
carrying out interviews or a case study. Also, to gather teachers’ understanding of information literacy
in the separate contexts of their work and personal lives. Discovering if they differ depending on
whether they are discussing information literacy within education or within everyday life.
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