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Abstract
Purpose/Thesis: This paper identifies the most important theoretical issues and frameworks that 
may serve as a basis for models of teaching information literacy. 
Approach/Methods: The paper reviews relevant subject literature published between 1990s and the 
present to outline the disciplinary context of information literacy in order to identify concepts that 
might be used to model teaching of information literacy.
Results and conclusions: In the light of convergences and overlaps between different literacies, this 
paper considers various pedagogic approaches – phenomenographic, sociocultural, and discourse 
analytical, to combine them with the cognitive approach to information literacy. The literature review 
shows that all these approaches might contribute to a theoretical foundation of information literacy 
across different age groups and on different levels of education.
Originality/Value: Teaching information literacy is examined from a cross-disciplinary perspective 
with a focus on information science and pedagogy. 
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1.  Introduction

Information literacy (IL) is a core subject and one of the most common topics in 
information science (IS) (also referred to as library and information science) (Pinto 
et al., 2013). However, our understanding of information literacy might be furthered 
by attending to its relation to teaching and learning as well as varied types of literacy 
(Onyancha, 2020). 

For the purposes of this study, information science was defined in the following terms: 
–– It is a field of study concerning human recorded information;
–– It focuses on the components of the information chain; and 



44 Tibor Koltay, Enikő Szőke-Milinte

–– It is based on a long-standing perspective as well as more up-to-date insights (Ro-
binson, 2009). 

Information literacy is a research area and a field of practice and expertise for information 
professionals at the same time (ALISE, 2016). It concerns disciplines other than IS; as such, 
while it is not its exclusive preserve (Onyancha, 2020). This becomes clear in an analysis 
of research papers on IS, in which IL features frequently (Dora & Kumar, 2019). IL is not 
restricted even to the social sciences, as it is a research interest of 27 disciplines (Onyancha, 
2020). This makes clear that there is a need for investigating how the outcomes of different 
studies, targeting IL can be harmonized with each other (Bruce, 2016). 

1.1.  Convergences that define theory 

New literacy theories, stemming from the “ideological” model of literacy which accounts 
for the increasing multiplicity and integration of significant (textual, visual, audio, spatial, 
or behavioral) modes of meaning-making (New London Group, 1996). This model marks 
the appearance of radically different approaches that portray literacy as a social practice 
consisting of a potentially endless number of different literacies (multiliteracies), sharing in 
the same time a holistic view of literacy, related to empowerment and community building 
(Street, 1984).

In our information-intensive world, the process of acquiring information literacy requires 
an understanding of numerous possible ways of interacting with information and media, 
without forgetting about the implications of such behaviors (Materska, 2014).

Information literacy also follows the developments of varied information environments 
(Koltay et al., 2016). These changes are reflected in the most current definition of IL ar-
ticulated by CILIP (2018):

Information literacy is the ability to think critically and make balanced judgements about any infor-
mation we find and use. It empowers us as citizens to develop informed views and to engage fully 
with society.

This definition confirms the importance of empowerment, and moves away from a sim-
plistic understanding of IL as a set of skills for finding, evaluating and using information 
(Secker, 2018). It also emphasizes IL’s relation to print, data, images, and the spoken word. 
It also acknowledges the overlaps between IL and digital literacy, as well as media literacy 
(CILIP, 2018). This perception is in conformity with the idea that the convergences between 
varied literacies of the information age are decisive for its present and future development.

1.2.  Other approaches 

Today, we see clearly that the convergences between different forms of media and informa-
tion and communication technologies (ICTs) (Livingstone et al., 2008) have been followed 
by other convergences between information literacy, media literacy and other literacies, 
also shaping their terminologies. 

As a result of these convergences, IL and media literacy overlap and complement each 
other as they are meant to foster the same skills, while addressing different information 
constructs (Lau, 2013), even though there is no consensus regarding the boundaries and 
territories of these two literacies (Lee & So, 2014). 
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When defining digital and media literacy in the media-saturated, information-rich so-
ciety, Hobbs (2010) listed various skills, of which two in particular demonstrate the effect 
of the abovementioned convergences. The first skill is knowing how to make responsible 
choices when accessing, comprehending, and sharing information and ideas. The second, 
closely related one is knowing how to analyze messages by identifying their author(s), 
purpose and point of view, and evaluating the quality and credibility of their content. It is 
necessary to develop these competencies both over the course of formal education as well 
as in informal settings, as without these competencies no one can be said to be literate.

The above convergence is also recognized by broad definitions of media literacy which 
go beyond specific formats. They emphasize primary skills, such as critical thinking, and 
social skills. These primary skills can then be adapted to specific media developments 
(Pfaff-Rüdiger & Riesmeyer, 2016).

All these arguments posit that there is a common ground between media literacy and 
information literacy, and this convergence is also acknowledged by the idea of metaliteracy, 
which is a comprehensive framework that informs other literacy types of the digital age 
(Mackey & Jacobson, 2011). 

The emergence of the concept of data literacy is a result of the recent technological 
developments which enabled computers to generate and handle large quantities of data. 
Data literacy is also an outcome of the convergences mentioned above both in regard to 
recent technological developments and to varied literacies, as it shares several features 
with other literacies, especially information literacy (Koltay, 2015). 

It is feasible to recognize that information theory and the theory of learning also are 
converging, especially if we accept the longstanding view that learning with information 
is authentic learning, and that IL is indispensable for successful learning (AASL, 1998). In 
other words, we can count with the absorption of information literacy by the educational 
disciplines (Bawden, 2015). In this context, it can also be said that IL is both an object of 
teaching and an object of learning (Limberg et al., 2012).

We also have to acknowledge the persisting need for adjusting the properties of IL to the 
digital environment, underlined among others by Špiranec and Banek Zorica (2010). It is 
particularly important, as the concept of IL originally was dominated by questions of access, 
because it had been dealing with media which was not always easily accessible (Livingstone 
et al., 2008). However, now we deal with the overabundance of information, and require 
new concepts, such as information overload, to think with (Bawden & Robinson, 2009). 

2.  Constructivist approaches to IL

Despite considerable advances in the field of IS, a unified theory of IL is still lacking (Špiran-
ec et al., 2016). Clarifying the relationship between research and practice also continues to 
be a challenge (Aharony et al., 2017). Although we witness a constant expansion of schol-
arship, which reflects empirically and theoretically grounded research, produced within 
the fields of information science and educational science, the theoretical foundations of IL 
remain vague (Pilerot, 2016). The following section partially redresses this lack.

If we want to go beyond the view of information users as lacking skills and knowledge, 
it is crucial to combine IL theory with pedagogical approaches (Limberg et al., 2012). 
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Undoubtedly, a pluralistic approach is required for such a development of IL theory, so it 
should not be restricted to teaching information handling skills only. On the other hand, 
we must be aware of the importance of these skills which make the level of information 
literacy of our students measurable. 

According to Bruce (1997), constructivist views can be contrasted with behaviorist ap-
proaches, based on measurable characteristics of being information literate. Nonetheless, 
while acknowledging the affordances of constructivist views, she argues that they fail to 
adequately define characteristics exhibited by individuals. Considering this, the Bruce’s 
relational model maps IL onto the different ways of experiencing it. The experiential nature 
of learning is tangible insofar as it involves continuous building, amending and eventually 
transforming previous knowledge structures (Walton & Cleland, 2017). 

In any constructivist view, information literacy is more than the ability to engage suc-
cessfully with codified forms of knowledge; it also facilitates knowing of an information 
landscape (Lloyd, 2006). Information landscapes are communicative spaces, created by 
people who co-participate in a field of practice (Lloyd, 2010). They are the “context” in 
which information is described (Whitworth, 2014). They define ways of knowing central 
to the construction of someone’s individual agency and intersubjectivity relating to the 
common reference points and knowledge shared by people who are collectively engaged 
in a common endeavor or practice (Lloyd, 2017). 

Many new approaches to IL take a constructivist approach to teaching and learning 
by highlighting the experiential and empowering nature of the learning process. Con-
structivist approaches represent a clear turn from the neutral and linear view of skills 
deployment, questioned by several information science scholars and information literacy 
professionals (see e.g. Marcum, 2002; Webber & Johnston, 2000).

In the following sections of this paper, we will focus on three constructivist ap-
proaches, discussed by Limberg, Sundin and Talja (2012), who use phenomenographic 
and sociocultural theories, explicitly grounded in theories of learning, and discourse 
analytical approaches providing a broader historical and sociological perspective to 
these theories. 

2.1.  Phenomenographic approaches

Phenomenography defines learning as an activity of constructing meaning, without classi-
fying learning experiences as right or wrong. Accordingly, phenomenographic approaches 
do not focus on a transfer of knowledge from teacher to student, but on the importance of 
understanding the learners’ perspective (Limberg et al., 2012). 

At the core of phenomenographic research are participants’ experiences. As a conse-
quence, whatever the premises of a given study, it seeks to find out not only why something 
happens, but also to inquire how experiences evolve and what the participants do and how 
they feel about it (Morrison & Secker, 2017). 

Phenomenographic studies show that IL can take on a range of meanings within any 
group of information users. Applying phenomenography produces a complete picture of 
a given knowledge domain and knowledge-based capacities (Forster, 2016).

The “seven faces” model of information literacy, developed by Bruce (1997) is also rooted 
in research, basing on phenomenography. Although originally conceived for use in the 
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higher education – in our opinion – it may be also used in the education of schoolchildren. 
This model identifies following skills and abilities:

–– being able to use ICTs for seeking and communicating information; 
–– seeking and finding information sources; 
–– executing information seeking processes; 
–– organizing and controlling information; 
–– building a knowledge base in a new area of interest;
–– working with knowledge and personal perspectives for novel insights; and
–– using information wisely for the benefit of others.

2.2.  The sociocultural perspective

The sociocultural perspective emphasizes the situated nature of learning and focuses on 
the relationship between individuals and various forms of collective practices, which may 
be defined as ways of understanding and doing things in the world, or, in other words, as 
socially structured and structuring patterns and resources that form the core of everyday 
life activities (Thorne, 2013). Such practices are embodied in communities of practice, 
which are groups of people who share similar goals and interests. They employ common 
practices, work with the same tools, and use a common language. In a community of 
practice, we learn not only the rules for the performing of an actual practice, but also ac-
quire information required to determine which practices and knowledge that are deemed 
legitimate. This tacit information is coded and determined by the community, reflecting 
its history, assumptions, beliefs, values, and rules (Lloyd, 2010).

Over the course of learning, we interact with culturally constructed tools of practice, 
such as objects, signs, symbols, language, and technologies; accordingly, the sociocultural 
theory focuses on tool-based IL practices and does this within the context of learning 
communities. As learning is connected to specific situations and practices, following so-
ciocultural approaches involves questioning the generic nature of acquiring IL (Limberg 
et al., 2012). While it accepts the broad framework of socially contextualized learning 
experience, the sociocultural approach may help in developing educational practices that 
move the perceptions and experiences of the individual learner to the center of educational 
practice (Talja & Lloyd, 2010).

From a sociocultural perspective, IL is conceptualized as a collective practice occurring 
in complex social realities (Lloyd, 2012). It situates learning in a collaborative environment 
where it is related to social events and interactions with other people, objects, and events. 
This is a constructivist approach, but instead of emphasizing the role of the individual, it 
highlights social relations, community, and culture (Wang et al., 2011). 

2.3.  The discourse analytic perspective

Discourse analysis is heavily influenced by the work of Michel Foucault, for whom the cen-
tral issue was to uncover the mechanisms in which social reality is produced. By “capturing 
the socially and culturally shaped ways of understanding information competencies and 
information practices” (Limberg et al., 2012, 110), discourse analysis recognizes language 
as central to social life, and a key to functioning in a society (Walton & Cleland, 2017).
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From this perspective, the word “discourse” may simply refer to groups of linguistic signs 
that expresses what has been said or written. The socio-constructivist understanding is 
based on the following premise:

the meaning of words arises from their use and at its core privileges the role of language as a prac-
tice and assigns it centre stage for the creation of knowledge and the negotiation of truths (Haider 
& Bawden, 2007, 537).

Social realities are formed through discourses. Therefore, discourse can be understood as
a productive practice, which obeys specific rules, is generative of knowledge and related to a par-
ticular field of use which, through discourse, is related to other fields and to other practices (Haider 
& Bawden, 2007, 540).

The sociocultural and the discourse analytic perspectives are similar insofar as they 
both portray learning as a social activity that uses tools, practices, and conditions for 
meaning-making (Pilerot, 2016). The discourse analytic perspective focuses on identifying 
broader historical discourses of information literacy which will further the understanding 
of how interpretive repertoires vary. It also demonstrates that IL is constructed differently 
in different conversational contexts. 

Discourse analysts do not accept information competences as uncontested phenome-
na, and therefore they study the interpretive repertoires, through which people ascribe 
meanings to information competencies and practices. They define discourses as systems of 
statements, i.e., sets of interlinked claims, assumptions, and meanings. It is presumed that 
we are users of already existing discourses, expressions, and conceptual frameworks; thus 
we accept implicit claims about the nature of information, even if we have not consciously 
scrutinized them and concluded that they are truthful or valid (Limberg et al., 2012). In 
general, however, this perspective shares several premises with phenomenographic and 
sociocultural approaches.

The comparison of the three approaches discussed above, done by Limberg, Sundin and 
Talja (2012) shows that phenomenography focuses on different patterns of experiencing 
information literacy. The focus of the sociocultural theory is the study of information 
literacy practices within specific contexts and communities. Discourse analysis aims to 
identify broad historical discourses. Their priorities bring in different understandings that 
define information literacy, i.e., variation in people’s experiences, people’s practices within 
specific communities, and variation in interpretive repertoires, respectively.

Based on social constructionist views as they are, these approaches might be criticized 
for their emphasis on the social construction of human realities and underestimating the 
role of the individual (Palmaru, 2016). This issue might be a subject of further discussion, 
especially if we accept that learning is inconceivable without learners’ understanding of 
prior knowledge (Salisbury & Karasmanis, 2011).

Nonetheless, these approaches offer tools for studying the impact of new technologies 
and digital media (especially social media) on conditions for learning in contemporary 
society. Both phenomenographic and sociocultural theories are explicitly grounded in 
theories of learning, therefore they reproduce the pedagogical perspective, as related to 
information literacy. The sociocultural perspective pays more attention to mediation by 
digital and other tools, while phenomenography and discourse analysis are more directly 
interested in analyzing experiences and interpretations not specifically based on theoretical 
assumptions about the use of various tools (Limberg et al., 2012). 
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3.  A cognitive model of information literacy

The approaches discussed above can be complemented by a cognitive model of information 
literacy, which not only bases on ideas taken from cognitive psychology and cognitive ped-
agogy, but also refers to the theories of representation, thus engaging with the concept of 
information-as-process. Understood as the act of informing, this concept – alongside with 
information-as-knowledge and information-as-thing (Buckland, 1991) – is an important 
and relatively well-known “building block” of information science.

Any cognitive model approaches information and knowledge in a relatively traditional 
manner – which does not mean that it is simplistic.

As its starting point, we can take the opinion of Machlup (1962) that knowledge and 
information are deeply related and united, despite the debates on the differences between 
them. This understanding might be complemented by Paisley’s identification of information 
as a change in the structure of our thinking (Paisley, 1980), stating that information is every 
stimulus that changes the recipient’s cognitive structure. This means that what is already 
known to the recipient cannot be identified as information, because it does not change the 
recipient’s cognitive structure. Carl Popper’s “Three Worlds” theory also contributed to the 
development of the cognitive approach. His “World 2” describes the internal, subjective 
mental state of an individual including their personal knowledge (Popper, 1979). As Bawden 
and Robinson (2016) argue, we might see that the concept of information-as-process – 
already mentioned above – encompasses information changing a person’s knowledge, and 
thereby addresses the same issue. Following this line of thought we might see information 
as interpreted data, facts, phenomena, events, i.e., the result of certain reflective procedures 
on data, often called cognitive procedures, studied by cognitive psychology and cognitive 
pedagogy. Such procedures and the results of cognition in our mentality give rise to rep-
resentations, and therefore – if we wish to understand the nature of information – we have 
to reckon with the theories that describe this process of representation.

Representations take two forms: informational knowledge (knowing what) and opera-
tional knowledge (knowing how). This implies that developing information literacy could 
rely on supporting the development of these representations. 

The growth of informational knowledge involves above all the emergence of psychic 
representations. Verbal information (knowledge) is structured: it unfolds on the level of 
data, names, labels; simple statements, facts; stories, descriptions; then, it achieves a higher 
level of integration, i.e., the level of rules, theories, and formal systems. This integrated 
system of information forms a network, while integration and networking are enabled by 
operational knowledge (Csapó, 1992; Eysenck & Keane, 1997).

To support the development of informational knowledge in education, we may use 
a unified model constructed according to the following principles:

(1)  It is necessary to make learners aware of the importance of selecting information 
before they engage in information processing, because their knowledge may repre-
sent objective or subjective reality. This selection should be directed by targeted and 
purposeful learning activities, and supported by teachers (including school-teachers 
and teaching staff members in higher education, as well as information professionals). 
The role of the teacher is therefore to construct a purposefully organized landscape 
for the learning activities supported by skilled and well-trained individuals, who 
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became proficient in selecting information. As a result, the process of cognition 
might become more time-efficient, but more importantly, there is a possibility of 
a cognitive economics, enabling the learner saving up cognitive decision-making 
time on information processing if it is not useful for the particular learning activity.

(2)  It is important for both the learners and the teacher to experience the difference 
between visual and propositional contents, as they can be used to solve different 
problems. The accessibility of a given type of content for a learner in a given lear-
ning context depends on the situation and the learner’s aptitude. Different learning 
situations and learning communities, with different learning practices, experiences 
and tools, create different propositional or visual content in the cognition process, 
resulting in constantly changing information in the matrix of actors and activities 
(see the sociocultural model). The teacher is a professional actor supporting cogni-
tive activities, who can also provide personalized visual or propositional content 
to the learner. The personal presence and expertise of the teacher guarantees the 
adaptive application of personalized instructions, explanations, representations 
and models.

(3)  The process of structuring verbal information needs to be coordinated, that is to say, 
teachers need to support and control the creation of concepts. They also regulate the 
formation of statements and histories in order to obtain conventional knowledge, 
mediated by the school, and by teachers. Taken widely, all these are understood as 
constituents of the given learning environment.

(4)  As a result, schools play an instrumental role in introducing students to story-telling, 
as teachers help them to discover rules and recognize the principles as quickly and 
efficiently as possible.

(5)  The learner should be able to distinguish between elementary information (state-
ments) and complex information (principles) to decide what kind of information is 
needed to solve a given problem in a purposeful and economical way. In this process, 
the professional support of the teacher is, again, indispensable.

(6)  Being communicative spaces (information landscapes), schools may utilize purpo-
seful planning and teacher’s coordination, can store structured groups of concepts, 
events, series of events, imagery, situations, relationships, or even objects (e.g. when 
performing a physical experiment) in the form of common representations.

(7)  Coordinated by their teachers, students are acquainted with scenarios (stereotypic 
series of events). They try them out and become accustomed to them, which makes 
their daily life activities easier and helps them to develop methods of independent 
knowledge acquisition in the form of searching for sources, evaluating them, ana-
lyzing and solving problems.

(8)  Theories, formal systems and networks may emerge from long-standing learning 
activities. Their development is the result of coordinated learning activities, the effort 
of the teachers supporting the learning process, and, above all, of students’ personal 
psychic operations, as well as their task and problem-solving activities.

The development of informational knowledge described above is not possible without 
the functioning of the operational knowledge, i.e., the performance of the representa-
tions. This is determined by skills, as well as task-solving and problem-solving abilities. 
Representation – forming a system of informational knowledge the course of a cognitive 
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process – materializes in operations analysis, synthesis, enhancement, comparison, ab-
straction, and generalization. Skill-level, automated operations enable the formation of 
representations, which are carried on in the process of cognition. Thus, for example, 
problem-solving relies on all levels of thinking, and the theory-making process follows 
from all preceding stories, descriptions, and rules.

Operational knowledge is formed by cognitive operations producing information and by 
their integrated systems, the development of which is a pedagogical task. The most impor-
tant goal is to develop the abilities that will help individuals to recognize their problem, as 
well as to identify, obtain and use all the necessary information about it in order to solve 
it (Csapó, 1992; Nagy, 2000).

The development of the operational knowledge in education can be facilitated according 
to the following principles:

(1)  The teacher should plan to form and practice students’ lower and higher psychic 
operations, such as analysis, searching association, synthesis, comparison, sequence 
recognition, identification, relationship detection, evaluation, application, restruc-
turation, classification, organization, and distribution in a personalized, gradual and 
learning-specific way. By practicing psychic operations, the educators provide the 
learner with personalized information, thus initiating the process of reflecting on 
cognition, i.e., the experience of information processing becomes a personal expe-
rience for the cognizer (see the phenomenographic perspective).

(2)  Students can follow tailor-made routines and operations in the teacher’s presence 
and with their personalized support, and thus information can be delivered in 
a subject – and problem-specific form until they can identify actions that should 
be taken and are able to perform them flawlessly. This is the level of informational 
skills where recognition and execution are automatic.

(3)  Diverse paths of intellectual activities should be purposefully planned, practiced, 
and implemented by the teacher in order to support the learners’ ability to draw 
conclusions and analogies, as well as their ability to practice the ways of processing 
information by induction and deduction.

(4)  The teacher should confront the students with personalized problem situations that 
inspire not only the development of informational knowledge, but also gradually 
reveal their cognitive abilities and creativity. 

(5)  Offering support to the students should include raising consciousness of their 
personal learning activities and self-reflection, as this is the only way to develop 
metacognition and conscious planning of information.

Finally, the acquisition of information and the development of informational knowledge 
is indispensable if the individual is motivated to acquire the information, to persevere 
in the information processes in which their information culture develops, and to have 
a continuous need for information and knowledge acquisition. However as Materska 
(2014) argues, people do not always invest their full mental capacities in the tasks of in-
formation acquisition and evaluation. Individuals’ behavior is adaptive, i.e., they seek an 
optimal balance between cognitive effort and desired outcomes (Simon, 1979). Similarly 
to other Internet information seekers, most people – more or less unconsciously – resort 
to satisficing, as they do not use all their cognitive resources to obtain optimal outcomes, 
but seek just enough (good enough) resources. 
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In the last section of this paper, we have emphasized cognitive pedagogical approaches. 
Besides the apparent complexity of cognitive processes, related to acquisition and devel-
opment of information literacy, cognitive approaches should have their place in teaching 
of information literacy. They do not have to replace the current approaches, but they may 
certainly complement them. Moreover, as far as principles are concerned, the strict exclu-
sivity of approaches does not seem to be beneficent to any scholarly enterprise.

4.  Conclusion

As Todd (2017) put it, there is little exploration of what constitutes meaningful pedagogy 
of IL, and therefore there is a need for further discussion of the application of theories of 
learning and principles of pedagogical design. This study of a cognitive approach to ped-
agogy is meant to contribute to this undertaking.

This paper discussed three theoretical perspectives applicable to IL, as a part of a wid-
er scholarly turn “from observation to participation, from documents to communities” 
(Špiranec et al., 2016, 249). Indeed, concepts, such as communities of practice and learning 
communities feature often in texts that employ phenomenographic, sociocultural, and 
discourse analytical approaches.

We have argued that these approaches, combined with a cognitive model (which this 
paper also discussed) promise a solid and novel theoretical basis for information literacy 
in educational settings, as they offer different, but interconnected insights into various 
levels of information literacy. 

We also stressed that achieving efficient education in information literacy is impossible 
without situating it in the theoretical context of information science. To establish the 
relation between information science and our study, we discussed some pertinent issues.

If we ask the question if it is possible to construct an information literacy model or 
framework unifying all other information literacy models, there are no obvious answers. 
Nonetheless, we can be confident that we will witness further developments in learning 
and teaching, and changes in the relationships with other literacies (Onyancha, 2020).

There seems to be no argument against the proposition that questioning is the holy 
grail of information literacy (Walton, 2017), no matter if we ask questions regarding the 
trustworthiness, objectivity, and reliability of information, or question these qualities in 
any online communication, particularly the interactions in social media. Questioning has 
been always crucial, but it undeniably became particularly urgent in the post-truth society. 
Lifelong learning and a mind-set based on questioning help to build personal cognitive 
firewalls against fake news and related phenomena.
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Kompleksowe podejście interdyscyplinarne  
do modelowania kształcenia  

w zakresie edukacji informacyjnej

Abstrakt
Cel/Teza: W artykule omówiono najważniejsze zagadnienia teoretyczne i ramy badawcze, które 
mogą służyć za podstawę do opracowania modeli kształcenia w zakresie edukacji informacyjnej.
Koncepcja/Metody badań: W artykule dokonano przeglądu piśmiennictwa tematu od lat 90. XX w. 
do obecnej chwili oraz zarysowano kontekst dyscyplinarny edukacji informacyjnej w celu zidentyfi-
kowania koncepcji, które mogą okazać się przydatne w modelowaniu kształcenia w zakresie edukacji 
informacyjnej.
Wyniki i wnioski: W świetle konwergencji i pokrywania się znaczeń różnych koncepcji dotyczących 
kompetencji, niniejszy artykuł rozważa różne podejścia pedagogiczne – fenomenograficzne, socjo-
kulturowe oraz analizę dyskursu – w celu połączenia ich z podejściem kognitywnym do kształcenia 
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w zakresie edukacji informacyjnej. Przegląd piśmiennictwa pokazuje, że wszystkie te podejścia mogą 
mieć wkład w podstawę teoretyczną kształcenia w zakresie edukacji informacyjnej w różnych grupach 
wiekowych i na różnych poziomach edukacji.
Oryginalność/Wartość poznawcza: Kształcenie w zakresie edukacji informacyjnej zostało prze-
analizowane z perspektywy interdyscyplinarnej, z naciskiem na naukę o informacji i pedagogikę.
Słowa kluczowe
Edukacja informacyjna. Fenomenografia. Nauka o informacji. Pedagogika. Podejście dyskursu analitycznego. 
Podejście kognitywne. Podejście socjokulturowe.
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